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PREFACE 

Integrating the important and diverse topics in the field of sociology of edu- 
cation by showing how they are related is the main goal of this text. It empha- 
sizes the diversity of theoretical approaches and issues in the field and the 
application of this knowledge to the understanding of education and school- 
ing. Education is changing rapidly; it is no easy task to present the excitement 
of a dynamic field with diverse and disparate topics. To present the material 
to students in a meaningful way, a unifying framework—an open systems 
approach—is used. It is meant to provide coherent structure, not to detract 
from the theory and empirical content of sociology of education. In the sixth 
edition of the text, several changes are noted. Material from the epilogue has 
now been incorporated into the first chapter to provide an overview of educa- 
tion in the twenty-first century. In addition, extensive updating of findings on 
educational problems and additional updated data have been included. 

After teaching sociology of education to many undergraduate and 
graduate students and using a variety of materials, | was concerned that the 
materials available, though excellent in quality, were not reaching under- 
graduate students who were from sociology, education, and other majors. 
The level of many texts is quite advanced, the themes of some books make 
their coverage or approach limited, and the books present research in such 
depth that they are beyond the grasp of undergraduates and difficult for 
them to apply to their work in educational settings. During my work with 

the Project on Teaching Undergraduate Sociology, I focused on presentation 
of materials to undergraduates, and I have attempted to translate the ideas 

developed there to this text. The book is best suited for sociology of educa- 
tion and social foundations/cultural context of education courses at the 
undergraduate or beginning graduate level. 

Several goals guided the writing: 

1. To make the book comprehensible and useful to students. Realizing that most 
students are interested in how the field can help them deal with issues 
they will face, I emphasize the usefulness of research findings. Choices 
had to be made concerning which studies and topics to cover. Those 
chosen should have high interest for students and help them as they 

interact with school systems. 
2. To present material in a coherent framework. The instructor has leeway 

within the open systems approach to add topics, exclude sections of the 
text, and rearrange the order of topics without losing the continuity 
and integration present in this framework. 

3. To present diverse theoretical approaches in sociology of education. Several valu- 

able perspectives exist today; the book gives examples throughout of tra- 

ditional and new theories and how they approach issues in the field. 

xiii 



xiv Preface 

4. To include as major sections several topics that have not been singled out by 

many authors but are important current or emerging topics and are of interest 

to students. Separate chapters are devoted to higher education, informal 

education (“climate” and the “hidden curriculum”), the school envi- 

ronment, education around the world, and educational movements 

and alternatives. 
5. To indicate how change takes place and what role sociologists play. With the 

increasing emphasis on applied sociology, more courses are including 
information on applied aspects of topics covered. This is the focus of 
the final chapter but is covered throughout the text. 

6. To stimulate students to become involved with educational systems where they 
can put to use the knowledge available in textbooks. This text can be used to 
stimulate discussion and encourage other topics of interest to be intro- 
duced into the course in a logical way. Useful features of the book to 
enhance teaching effectiveness include projects at the end of each chap- 
ter; the coverage of issues; and the Instructor’s Manual complete with 

classroom teaching aids, techniques, and test questions. 

The book does not attempt to use one theoretical approach to the exclu- 
sion of others. Rather, it focuses on the value of several approaches and their 
different emphases in dealing with the same issue. Because the book is 
meant as an overview, it surveys the field rather than providing comprehen- 
sive coverage of a few topics. This allows instructors’ flexibility to expand 
where desired. 

I am please to introduce a co-author for the sixth edition—Dr. Floyd 

Hammack of New York University. Floyd brings a wealth of knowledge in 
sociology of education and has been a leader in the field for a number of 
years. His specialty areas include secondary education and its links with 
higher education. 

Thanks go to many people for suggestions on early drafts of the first edi- 
tion: Peggy Hazen, Paul Klohr, Alan McEvoy, Reece McGee, Matthew Melko, 

Darryl Poole, Ted Wagenaar, and colleagues at Bulmershe College of Higher 
Education in England. For reviews of the manuscript of the sixth edition, I am 
grateful to Carol Ward, Brigham Young University; Beth Duckles, University of 
Arizona; Robert A. Ibarra, University of New Mexico; Theodore C. Wagenaar, 

Miami University; Sheying Chen, University of Guam; J. Russell, Tarleton State 

University; Paula B. Moore, Eastern Kentucky University; and William A. 

Mirola, Marian College. Thanks for help on the research go to Dr. Jeffrey Dixon 
at KOC University in Istanbul, Turkey; Dr. Zhiyong Zhu at Beijing Normal uni- 
versity in China; Zackery Lee, graduate student; Vanessa Simpson, research 
assistant; and Harden Ballantine, Ed.D., for the section on alternatives in educa- 
tion. For providing the materials and atmosphere for producing the end prod- 
uct, thanks go to Antioch University Library, University of Reading (England) 
Library, and the University of London and Bodleian libraries. A special thanks 
go to the supportive group at Prentice Hall, especially Nancy Roberts who 
provided expert editorial assistance. 
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Finally, our interest in this field is constantly stimulated by the diverse 
and ever-changing experiences of our children as they have passed through 
the stages of schooling and share their experiences, and, for Jeanne, by 
Hardy, whose knowledge and creative ideas in the field of education gave 
original impetus and continuing support and encouragement to this work. 

Floyd thanks Nancy for her usual attention to detail and to her continuing 
interest in his work. 

Jeanne H. Ballantine and 

Floyd M. Hammack 
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Sociology 
of Education 
A Unique Perspective 
for Understanding Schools 

re we failing to educate our children for their—and our—futures? 
How can we increase academic achievement? Do schools simply 
perpetuate the class stratification system? What moral or religious 

impact should schools have on young people? Are children who have access 
to technology in schools better prepared for the future? Moral, political, and 

religious questions pervade the educational landscape. These are some of 
the questions that we will explore in Sociology of Education. 

Education is a lifelong process. It begins the day we are born and ends 
the day we die. Found in every society, it comes in many forms, ranging from 
the “school of hard knocks” or learning by experience to formal institutional 
learning, from postindustrial to nonindustrial communities, from rural to 

urban settings, and from youth to older persons. Asking what is being done 
about these issues, asking how policies regarding these and other questions 
affect schools, and determining what seems to be working to educate young 
people are questions that sociologists of education can tackle. While sociolo- 
gists do not try to answer questions of right and wrong, good and bad, they 
do consider the state of education and the outcomes of certain policies. 

SOCIOLOGY AND EDUCATION 

Sociologists study people in group situations. Within this broad framework 
are many specialties; these can be divided into studies of institutions (estab- 

lished aspects of society that address common needs of people) in society, 

studies of processes, and studies of interactions between individuals and 

groups. The structure of society (recurring patterns of behavior and ordered 
interrelationships to achieve the needs of people) is represented by six 

1 



2 Chapter 1 * Sociology of Education 

major institutions that constitute subject areas in sociology: family, religion, 

education, politics, economics, and health. Formal, complex organizations, 

such as schools, are part of the institutional structures that carry out the 

work of societies. 
Processes, the action part of society, bring the structures alive. Through 

the process of socialization, people learn how to fit into society and what 

roles are expected of them. The process of stratification determines where 
people fit into the social structure and their resultant lifestyle. Change is an 
ever-present process that constantly forces schools and other organizations 
to adjust to new demands. Education takes place both formally in school set- 
tings and informally by our family, peers, media, and other influences in our 

lives. Not all children in the world receive a formal school education, but 
they all experience processes that prepare them for adult roles. 

The institution of education interacts and is interdependent with each 
of the other institutions. For instance, the family’s involvement in education 

will affect the child’s achievement in school. Other examples throughout the 
book will make these connections apparent, as will the open systems model 
diagrammed later in this chapter. 

Sociology of education as a field is devoted to understanding educational 
systems; the subject matter includes questions ranging from teacher and stu- 
dent interactions to large educational systems of countries. By studying educa- 
tion systematically, sociologists offer insights to help guide policies for schools. 
Research on educational systems is guided by sociological theories and studied 
using sociological methods. Although sociology provides a unique and power- 
ful set of tools to objectively explore the educational systems of societies, it may 
disappoint those who have an axe to grind or whose goal is to proselytize 
rather than objectively understand or explore. Sometimes simply raising cer- 
tain questions is ideologically uncomfortable for those who “know the right 
answer.” The goal of sociology of education is to objectively consider educa- 
tional practices, sometimes controversial topics, and even unpopular beliefs to 
gain understanding of a system that affects us all. 

Please approach this book and its subject matter with an open mind. Ask 
questions. Challenge ideas. Explore findings—but do so with the intent of 
opening new avenues for thought, discussion, and research. The purpose of 

this introductory chapter is to acquaint you with the unique perspective of the 
sociology of education: the questions it addresses, the theoretical approaches it 
uses, the methods used to study educational systems, and the open systems 
approach used in this book. We begin our discussion with an overview of soci- 
ology of education. 

Why Study Sociology of Education? 

There are several answers to this question. Someday you may be a professional 
in the field of education or ina related field; you will be a taxpayer, if you aren't 
already, or you may be a parent with children in the school system. Right now 
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you are a student involved in higher or continuing education. Why are you tak- 
ing this class? If you are a sociology major, you are studying education as one of 
the major institutions of society; if you are an education major, sociology may 
give you a new or different perspective on your field. You may be at college 
in pursuit of knowledge; or this course may be required, you may need the 
credit, perhaps the teacher is supposed to be good, or it simply may fit into 
your schedule. Let’s consider some of these reasons for studying sociology of 
education. 

TEACHERS AND OTHER PROFESSIONALS. In the United States in 2003-2004, 

more than 106,000 college students graduated with majors in the field of 
education (The Chronicle of Higher Education Almanac, 2006-2007), and many 
went on to hold teaching positions. An estimated 3.35 million teachers are 
involved in public school education (National Center for Educational 
Statistics—NCES, Projections, 2007). Other college graduates teach in their 
respective academic fields or become involved in policy matters in the 
schools. Professionals in such fields as social work and business have regular 
contact with schools when dealing with clients and employees. 

TAXPAYERS. ‘Taxpayers play a major role in financing schools at the elemen- 
tary, secondary, and higher-education levels. Almost 100 percent of the money 
used to pay for physical plants, materials, salaries, and other essentials in the 
U.S. educational system comes from taxes. Revenues for schools come from 
three main sources: local, state, and federal funds from sales, income, and 

property taxes. Considering variations in U.S. school districts with high and 
low parental incomes and differences among states, in districts with median- 
income households, the local contribution ranges from 28 to 56 percent, and 

the federal contribution from 3 to 12 percent (NCES, Condition of Education, 
1999, p. 108). Average per-pupil expenditures in K-12 public schools increased 
from $7,365 in 1990 to $9,139 in 2002 (in constant dollars), with low-income 

areas receiving significantly less than high-income areas. Sociology helps tax- 
payers understand the school system for which they are paying. 

PARENTS. A large percentage of adults in the United States are parents; the 

average size of a household in 2000 was 2.59 members (U.S. Census Bureau, 

2000). According to the Gallup polls on adult attitudes toward education, 
adults expect schools to teach basic skills, discipline children, and instill val- 

ues and a sense of responsibility. The concerns of the American public 
regarding schools have shown a high level of consistency from year to year 

(see Table 1.1). 
Lack of financial support and lack of discipline topped the list of prob- 

lems seen by the public in 2006, with drugs and violence slipping to numbers 

4 and 5 on the list. Parents need to make decisions regarding their children’s 

education; an understanding of school systems can be gained from a study of 

the sociology of education. 
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TABLE 1.1 Concerns Regarding Schools 
i 

1991 1995 1999 2007 

1. Use of drugs 1. Lack of discipline 1. Lack of 1. Lack of financial 

2. Lack of discipline 2. Lack of financial discipline/more support 

3. Lack of proper support control 2. Lack of 

financial support 3. Fighting/ Z Fighting/ discipline/more 

4. Difficulty getting violence/gangs violence/gangs control 

good teachers 4. Drug abuse 3. Lack of financial 3. Overcrowded 

5. Poor curriculum/ 5. Standards/ supportfunding/ SUES 
poor standards quality of aS 4. Fighting/ 

6. Large schools/ education 4. Use of drugs/ violence/crime 

overcrowding 6. Overcrowded dope 5. Difficulty 
7. Parents’ lack schools 5. Overcrowded getting good 

of interest 7. Lack of respect schools . teachers 
8. Pupils’ lack of 8. Lack of family 6. Crime/vandalism 6. Standards/ 

interest/truancy structure/ 7. Difficulty getting pie 

9. Integration/ problem of good teachers/ ea 
busing home life quality teachers 7. Use of drugs/ 

10. Lowteacher pay 9. Crime/vandalism 8. Parents’ lack of dope 

10. Integration/ supporvinterest 
segregation/ 9. Concern about 

racial standards/quality 

discrimination 10. Low pay for 

teachers 

Source: Elam, Stanley M., Lowell C. Rose, and Alec M. Gallup, “The 23rd Annual Gallup Poll of 

the Public’s Attitudes Toward the Public Schools,” Phi Delta Kappan, September 1991, p. 55; Elam, 

Stanley M., Lowell C. Rose, and Alec M. Gallup, “The 27th Annual Gallup Poll,” September 1995, 

p- 53; Rose, Lowell C. and Alec M. Gallup, “The 31st Annual Phi Delta Kappan Poll of the Public’s 
Attitudes Toward the Public Schools,” Phi Delta Kappan, September 1999, pp. 41-56; Rose, 

Lowell C. and Alec M. Gallup, “The 39th Annual Gallup Poll of the Public’s Attitudes Toward the 

Public Schools,” Phi Delta Kappan, September 2007. Available: http: //www.pdkintl.org/kappan/ 
k_v89/k0709pol.htm (Retrieved: March 4, 2008.) 

STUDENTS. Grade school education is mandatory in most countries. High 
school level education is mandatory in advanced countries, and available in 
some poor countries. Only about 1 percent of the college-age young people 
in the world have the opportunity to attend institutions of higher educa- 
tion. The United States has one of the highest higher education attendance 
rates in the world, and 24.4 percent of the population graduate from college 
(U.S. Census Bureau, 2003). 

College attracts a wide variety of students with numerous incentives 
and goals for their educational experience. Understanding your own and oth- 
ers’ goals will help you get the most from your education. For sociology 
majors, sociology of education provides a unique look at educational systems 
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and their interdependence among other major institutions in society. For 
education majors, new insights can be gained by looking into the dynamic 
interactions both within educational settings and between the institution of 
education and other institutions in society. These insights should give educa- 
tion majors the ability to deal with complex organizational and interpersonal 
issues that confront teachers and administrators. 

OTHER REASONS. Being an informed citizen and acquiring knowledge for 
the sake of knowledge—learning what there is to learn—are among other 
reasons to study sociology of education. 

Questions Asked by Sociologists of Education 

As students, parents, and members of a community, educational issues face 

us constantly. Consider the following examples: 

ARE OUR CHILDREN SAFE IN SCHOOLS? Among the most serious school 
problems according to surveys of the American public are lack of discipline, 
use of drugs, and fighting, violence, and gangs in schools (Rose and Gallup, 
2006). Yet, even with the recent school shootings, 86 percent of the public 

believe their schools are “very safe and orderly” or “somewhat safe and 
orderly” (Rose and Gallup, 2006). National studies indicate that most stu- 

dents do not experience criminal victimization, and those that do are more 
likely to experience property crimes. Students in schools with gang mem- 
bers present express more concern about safety. One-third of students indi- 
cate that drugs are available and one-fifth that alcohol is available at their 
school (Addington et al., 2002). Are our students safer in schools than out of 

school? 

SHOULD MINIMUM COMPETENCY IN KEY SUBJECTS SUCH AS READING AND 

MATH BE REQUIRED FOR HIGH SCHOOL GRADUATION? In many countries and 

some cities and states in the United States, students are required to take read- 

ing and math exams in order to enter high school and be graduated from it. 
The “No Child Left Behind” federal policy in the United States requires all 
students be tested at various times and that schools and teachers should be 
held responsible for the academic competence of students who move through 
the system. Tests are one way to hold schools accountable. Some educators 
argue that required competency tests force teachers to teach for the tests 
and not always to the needs of students. What are some implications of 

requiring tests? 

HOW SHOULD EDUCATION BE FUNDED? Many countries have centralized 

governmental educational funding and decision making. Across the United 

States, however, local taxpayers vote on local school levies, and some schools 

are being forced to curtail programs because there is no money. Is failure of 
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school levies a protest against the job schools are doing? Is it a demand for 

the development of other funding sources? Is it a bid for more community 

control? Is it rebellion against any higher taxes? 

WHAT TYPE OF TEACHERS AND CLASSROOM ENVIRONMENTS PROVIDE THE 

BEST LEARNING EXPERIENCE FOR CHILDREN? Educators debate lecture ver- 
sus experiential learning, and cooperative learning versus individualized 
instruction. Studies (e.g., Pescosolido and Aminzade, 1999) of effective 

teaching strategies provide information to help educators carry out their 
roles effectively. For example, research on the most effective size of classes 
and schools attempts to provide policy makers with data to inform decision 
making. What other classroom factors influence teaching and learning? 

A review of the titles of articles in the premiere journal Sociology of 
Education provides an overview of current topics being studied in the field. 
For example, in 2006 and 2007 researchers explored immigrant education, 

gender inequality and gender income gaps, causes of academic failure, social 
class differences in college expectations and entrance, racial segregation in 
schools and educational attainment, higher education aspirations and enroll- 
ments, and the level of female and male participation in different academic 
fields. Look through this book and other sociology of education resources to 
add to the list of questions asked by sociologists of education; they cover a 
fascinating array of topics. Sociological research knowledge sheds light on 
educational issues and thus helps teachers, citizens, and policy makers with 
the decision-making process. Multitudes of questions arise, and many of 
them are being studied around the world (see Box 1.1). 

Applying Sociology to Education: From what you have read so far, 
what topics in sociology of education interest you? 

U.S. SCHOOLS IN THE EARLY TWENTY-FIRST CENTURY: 
APPLYING SOCIOLOGICAL FINDINGS 

When several prominent sociologists of education were asked about their 

predictions for the field in the years ahead, most predicted that the problems 

facing American schools would see little improvement in the near future. 
The problems facing our schools reflect the problems in our society. They 
suggested that sociological theories and methods will make a major contri- 
bution to understanding the societal forces and the school dynamics that 
underlie the problems schools will face; this knowledge is essential to tackle 
the problems of the twenty-first century. The number of children living in 
poverty and “at risk” educationally is increasing rapidly, especially in urban 
areas. Books such as Kozol’s Savage Inequalities (1991) and MacLeod’s Ain't 
No Makin’ It (1996) document the inequalities between rich and poor school 
districts and life in poor neighborhoods and schools. 
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Current Research in the Sociology of Education 

The following sampling of current research questions gives an idea of the wide range 
of subject matter: 

1. If parents are involved in their children’s schooling, are children more success- 
ful in school? 

2. How effective are different teaching techniques, styles of learning, classroom 
organizations, and school and classroom size in teaching students of various 
types and abilities? 

What are some community influences on the school, and how do these affect 

decision making in schools, especially as it relates to the school curriculum and 
socialization of the young? 

Do teacher proficiency exams increase teaching quality? 

Can minority students learn better or more in an integrated school? 
Do schools perpetuate inequality? 

Should religion be allowed in schools? What are practices around the world? 

Does tracking (ability grouping) students help or hurt student learning? 

Is the U.S. government policy “No Child Left Behind” having a positive or neg- 
ative effect overall? 

Do schools prepare students for the transition to work? 

Who are the world’s most prepared students according to international tests, 

and why? 

Are some students overeducated for the employment opportunities that are 

available to them? 

How does education affect income potential? 

An example of information collected by sociologists, other social sci- 
entists, and educators provides an overview of schools in the twenty-first 
century and samples of predictions for the future based on research data. 
Planning for change assumes knowledge of educational systems and future 
trends. Demographers provide us with relevant information: population 
projections, migration patterns, and social trends. Other social scientists 

also study educational systems. Proposals for reform and innovation come 
both from within the educational organization and from its environment— 
political, economic, and technological dimensions as well as national and 

world trends. In this section, we provide examples of some trends and pro- 
jections that affect education, and some policy implications to lead us into 

the study of education. 

Demographic Trends 

The rapid growth of education through the 1960s in the United States and 

many other countries created a boom mentality. There was an expansion of 

teacher training programs in public schools and universities; new facilities 
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were built; and when monies became available, innovations were imple- 

mented. With the end of the boom came the prophets of doom, loss of jobs, 

boarded-up schools, and dropping financial support. 
Rising immigration and a 25 percent increase in the annual births 

peaked in 1990, but served to increase enrollments. Public school K-12 
enrollments in 2004 topped 48 million, and are predicted to top 50 million by 
2014, with the largest increases in the western United States (NCES, 

Projections, 2007). Figure 1.1 shows projected percentage changes in K-12 

public school enrollments for the years 1999-2010. 

Family, Economic, and Social Trends 

Change in the social class composition of the school-age population is taking 
place because minority groups, many of whom fall disproportionately at the 
lower end of the educational achievement scale, are the fastest-growing popula- 
tions in the United States. They also have the highest percentage of children liv- 
ing in poverty (see Figure 1.2). Of the children living in poverty, over 50 percent 

= Decrease of 5 percent or more 

So : E4 Decrease between 0.9 and 0.1 percent 

Increase of less than 5 percent 

4 Increase of 5 percent or more 

FIGURE 1.1 Percent change in grades K-12 enrollment in public schools, by state: Fall 
1999 to fall 2010. 

Source: U.S. Department of Education, National Center for Education Statistics, Common Core of 
Data (CCD), “Early Estimates of Public Elementary /Secondary Education Survey,” 1999-2000 
and State Public Elementary and Secondary Enrollment Model. (Originally published as figure 7 
on p. 9 of the complete report from which this article is excerpted.) 
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FIGURE 1.2 Percentage of children living in poverty in the United States. 

Source: Child Health USA 2003. Hispanic ethnicity not reported prior to 1979. Available: http: // 
mchb.hrsa.gov /chusa03/pages/population.htm, p. 5. 

lived in female single parent homes, 8.6 percent in male single parent homes, 
and 40.5 percent in homes with married parents (Child Health USA, 2003). 

Consider the Hispanic population, the fastest-growing ethnic group in 
the United States (NCES, 2003); Hispanics surpassed African Americans as 

the largest minority in 2005. By 2050, Hispanics are predicted to be 25 percent 
of the U.S. population; thus, the rise in enrollments is due in part to Hispanic 
children entering the schools (NCES, 2003). More than one-third attend 

schools that are 90-100 percent minority, and the dropout rate is close to dou- 
ble that of other groups. These figures indicate that in the future, schools will 
be teaching an increasing number of children from immigrant families, poor 
economic status, and non-native-English-speaking households. Today, in the 
United States there are 14 million immigrant children with at least one parent 
born in another country. 

An increasing proportion of the minority population will be Asian 
refugees, immigrants, and illegal aliens; this is having a great impact in some 
states, such as California, where English as a second language is an important 
part of the curriculum. Because the percentage of children from poor families 
in urban areas is increasing, city tax bases are declining, causing increased 
financial problems for schools. In addition to class and race composition, fam- 
ily structure is undergoing alterations; many children will live in single-parent 
households part of the time before their eighteenth birthday. In addition, an 
increasing number of mothers of school-age children (78 percent in 2001) are 
working, creating a need for after-school care. 
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Many of those in poverty fail to graduate because of high dropout rates 

and lack of access or funds to continue education. The numbers of service sec- 

tor and skilled high-tech jobs in society are increasing, but the skills needed 

will change frequently because of new technologies, in turn requiring reedu- 

cation. Those who have not finished high school will lack required skills and 

have difficulty training for the new jobs. 
As our society moves into the postindustrial information age, knowl- 

edge creation and processing becomes a primary commodity. Service sector 

jobs in health, education, and other service areas are growing rapidly, and 
white-collar jobs are outstripping blue-collar jobs. Jobs in primary sectors of 
fishing, forestry, agriculture, and manufacturing are declining. Between 2001 

and 2004 alone, 2.9 million private sector jobs were lost, most from manufac- 
turing (Geary, 2004). The growth sectors will require information-processing 
skills, especially the ability to use computers and related technologies. Thus, 
job growth will be in areas requiring high levels of education and technolog- 
ical knowledge. High school dropouts and less educated citizens will have 
increasing difficulty competing, with some being left behind. 

Schools in the New Century 

Predictions are always problematic; technologies are changing at such a rapid 
rate that tomorrow is uncertain. However, a number of futurologists have 

attempted to draw scenarios of the schools of tomorrow using knowledge of 
socioeconomic conditions, predicted new technologies, recommendations 
from more than 30 commission and task force reports, knowledge of demo- 

graphics, and other sources. Predictions of possible changes for schools of the 
future include school choice, small neighborhood schools, reduced class 

sizes, more technology in schools, changed missions including curricula, 
reconfigured classrooms, 24/7 schools, less use of paper, changes in grade 

distributions, mainstreamed special education, more early childhood educa- 
tion, and more home schooling using computer technology (Stevenson, 2007). 

Futurologists predict that technology will play an increasing role in the 
educational process both in classrooms and in information retrieval out of 
classrooms. Teachers are likely to become more involved with their students, 
adding a human touch to education; more class time will be devoted to 

group discussions; field trips will become more frequent; demonstrations, 

investigative projects, and hands-on lab experiences will increase; and edu- 
cation will become more individualized. Lifelong learning will be a regular 
part of the adult experience and will take place in many settings. Structures 
of schools may also change, including smaller schools; more private schools, 
especially if a voucher system is enacted; and more hours of operation 
including after-school and evening programs. 

Most of these plans sound plausible, but we must keep several factors in 
mind. First, money. Most of the suggestions for school changes require money, 
and at a time when many districts are struggling to hold on to the programs 
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and teachers they have without making major cutbacks, this appears problem- 
atic. So far the public record on passage of levies for additional monies has not 
been promising. 

In addition, some poorer socioeconomic groups in American society 
may not be prepared to participate in the new educational and economic 
state. The knowledge and skill gap that exists today is likely to widen the 
gap between socioeconomic groups and leave an even more pronounced 
underclass. 

Reform and Policy in Educational Systems 

Throughout this book we discuss issues facing education today. In some 
cases, such as desegregation and early childhood education, policies have 
been formulated and programs implemented to deal with problems. In other 
existing and emerging areas, such as world systems of education, problems 
are just beginning to receive attention. 

In the United States, the Bush administration efforts at reform are embod- 

ied in the “No Child Left Behind” policy. Passed in 2001, it calls for increased 
accountability, more choice for parents and students, greater flexibility for edu- 
cational systems, putting reading first, and other mandates aimed at improving 
educational performance (NCES, 2005). This reform plan will be discussed 

throughout your text. 
Sociologists have a role to play at several stages in research, policy mak- 

ing, and change process. Every organization needs to have built-in, ongoing 
data-collection mechanisms to determine whether it is meeting goals. For 
example, sociologists are studying the impact of the No Child Left Behind 
policy. Programs often require evaluation to determine whether goals are 
being met, and sociologists are frequently called on to provide these program 
evaluations and develop procedures for collecting and analyzing data. 
Sociologists contribute to our understanding of educational systems by 
studying how systems work and how the parts fit together. 

Sources of tension, strain, and change from both inside and outside the 

organization provide impetus for change; yet many reformers are pessimistic 
about changing the self-preserving educational system in more than a super- 
ficial way. We will see that educational systems are vulnerable to pressures 
from within the system and from outside. If those who implement change 
take into consideration the educational system, reform is possible. To bring 

about reform, one should have an understanding of individuals, organiza- 

tions, and environments that make up the total educational system. 

American Sociology of Education 

In American sociology of education there was an early motivation to reform 

society. Lester Frank Ward, one of the six founding fathers of American sociol- 

ogy and the first president of the American Sociological Association, argued in 
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1883 that education is a principal source of human progress and an agent of 

change that can foster moral commitment and cognitive development to better 

society (Bidwell, 1979). The field was referred to as educational sociology, and it 

focused on practical issues and the formulation of policy and recommenda- 

tions. The name sociology of education was introduced in the late 1920s by 

Robert Angell (1928). Angell and others believed educational institutions were 

sources for scientific data; they felt that sociology could not and should not 

promise to produce answers or suggest changes to solve school problems. 

Today, however, there is a need for sociologists with both emphases: one 
group to carry out objective research and one to work with schools in inter- 
preting and implementing scientific findings. The latter group needs to have 
special training in scientific methodology, as well as practical knowledge of 
how schools work in order to apply sociological findings. 

This book deals both with theoretical studies of schools and with the 
practical application of theory in schools and classrooms. The latter aspect is 
important because most of you will be using this knowledge in your roles as 
parents or professionals. Sociology has practical applications and an impact 
on policy in addition to its abstract and theoretical side. We turn next to the 
role of theory in studying education. 

THEORETICAL APPROACHES IN THE SOCIOLOGY 
OF EDUCATION 

So many questions, so many topics for research, so much important informa- 

tion for schools! To guide us in research into the many questions posed, soci- 
ologists use theories, statements regarding how and why facts are related to each 
other and the connections between these facts. This section provides an overview 
of the major theories used in the sociology of education. 

Sociology of education is a fairly new field of inquiry, but with roots in 
classical sociological theory. In the past half-century, emphasis has been 
given to education as a unique institution and an objective field of study. 
During this period, research has focused on the many social issues men- 
tioned above in which education plays a part. 

In the twenty-first century, work in the sociology of education can be 
divided into different levels of analysis, from the large-scale macro-level studies 
that consider education systems of countries and world trends, to small- 

scale micro-level studies of classroom interactions. Scientists use theoretical 
perspectives to provide logical explanations for why things happen the way 
they do. Starting the study of a subject with a theoretical perspective pro- 
vides a guide, or a particular conception of how the social world works. Of 
course, a point of view also influences what the researcher sees and how it is 
interpreted. 

Just as our individual experiences influence our interpretations of 
events in our everyday lives, sociologists have several theoretical perspec- 
tives to help explain why things happen the way they do in society. Just as 
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each individual interprets situations differently depending on his or her 
background, theorists focus on different key aspects of a research problem. 

A theoretical approach helps to determine the questions to be asked by 
researchers and the way to organize research in order to get answers. In this 
section we discuss several important theories. Sociologists using each theory 
have made major contributions in the field of sociology of education, and we 
will discuss many of them throughout the text. 

The first two approaches concern differing views of the way soci- 
ety works—the macro-level. The next two deal with interactions in social 
situations—the micro-level. The functional and conflict approaches tend to 
deal with macro-level (large-scale) institutions of education in societies, 

whereas the interaction approaches focus on micro-level (small-scale) inter- 
action between individuals and small groups. The open systems approach, 
which provides the model or framework for this book, is explained at the 
end of this chapter. 

Functionalist Theory 

Just as the heart or brain is necessary for the survival of a human being, 
an educational system is necessary for the survival of society. One major 
theoretical approach in sociology is functionalism (also referred to as 
structural-functionalism, consensus, or equilibrium theory), sometimes 
compared to the biological functioning of the human body. Each part of 
the society’s system—family, education, religion, politics and economics, 
health care—plays a role in the total system and all parts are dependent 
on each other for survival. A sociologist using this approach starts with 

the assumption that society and institutions within society, such as edu- 
cation, are made up of interdependent parts all working together, each 
contributing some necessary activity to the functioning of the whole soci- 
ety to maintain order and consensus among individuals in the group. The 
assumed fit between the educational system and society guides function- 
alists’ research and policy recommendations. Functionalists see change as 
a process that helps systems to continually adapt to new circumstances; 

change is generally viewed as a slow evolutionary process that does not 
disrupt the ongoing system. 

Reviewing past work of functional theorists in sociology of education 
helps us understand the theoretical and practical base on which the field was 

built; it also helps provide an historical perspective on the field. Although 

many philosophers, educators, and social scientists contributed their insights 

on education to sociological knowledge, early sociologists provided the first 

scientific treatments of education as a social institution. 

DURKHEIM’S CONTRIBUTIONS TO FUNCTIONALISM AND EDUCATION. Emile 

Durkheim (1858-1917) set the stage for the functional approach to education. 

As professor of pedagogy at the Sorbonne in Paris before sociology was 
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“admitted” as a major field, he was the first person to recommend that a 

sociological approach be used in the study of education. He was awarded the 

Sorbonne’s professorship of sociology combined with education in 1906 and 

held that post for most of the following years until his death. Thus, sociology 

came into France as a part of education. Because Durkheim taught all stu- 

dents graduating in education, many were exposed to his ideas. 
Durkheim was employed to lecture primarily in education, but his 

sociological approach was his unique contribution. The ideas centered on 
the relationship between society and its institutions, all of which he believed 
were interdependent and therefore resulted in social cohesion. He was con- 
cerned with the breakdown of community, and with the maintenance of sol- 
idarity and cohesion in the move from traditional to modern societies. Many 
of the issues about which Durkheim spoke in the late 1800s are as real today 
as they were then: the needs of different segments of society in relation to 
education, discipline in the schools, and the role of schools in preparing 
young people for society. Most importantly, Durkheim attempted to under- 
stand why education took the forms it did, rather than judging those forms 
as good or bad, as had been done so often. 

Durkheim’s major works in the field of sociology of education were 
published in collections titled Moral Education (1961), The Evolution of 
Educational Thought (1977), and Education and Sociology (1956). In these works, 

he outlined a definition of education and the concerns of sociology as he saw 
them, the importance of education in creating moral values as the foundation 
of society, and a definition of the field for future sociologists. He wrote 

Education is the influence exercised by adult generations on those 
that are not yet ready for social life. Its object is to arouse and to 
develop in the child a certain number of physical, intellectual and 
moral states which are demanded of him by both the political 
society as a whole and the special milieu for which he is specifi- 
cally destined. (1956, p. 28) 

Education takes different forms at different times and places; we can- 
not separate the educational system from the society for they reflect each 
other. In The Evolution of Educational Thought, he described the history of 

education in France, combining ideas from some of his other works in a his- 
torical, sociological analysis of the institution of education. Always he 
stressed that in every time and place education is closely related to other 
institutions and to current values and beliefs of the society. 

In Moral Education, Durkheim outlined his beliefs about the function of 
schools and their relationship to society. Moral values are, for Durkheim, 
the foundation of the social order, and society is perpetuated through its 
educational institutions, which help instill values in children. Any change in 
society reflects a change in education and vice versa. In fact, education is an 
active part of the process of change; he analyzed classrooms as “small societies,” 
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or agents of socialization. The school serves as an intermediary between the 
emotional ties and affective morality of the family and the rigorous morality of 
life in society. Discipline, he contended, is the morality of the classroom, and 
without it the class is like a mob. 

Durkheim was concerned primarily with rituals that provide meaning, 
cohesion, and value transmission for stability of society; he did not consider 
the possible conflict between this stable view and the values and skills neces- 
sary for changing, emerging industrial societies. He did, however, recognize 
that new forms of social control emerge as societies modernize; education 

should be under the control of the state, free from special-interest groups. Yet 
today we recognize that most governments are subject to influence from 
interest groups and to trends and pressures affecting society. Pressures from 
the school’s environment in the areas of curriculum conteat, for instance, are 

very real. Some aspects of education that are of great concern today—the 
function of selection and allocation of adult roles and the gap between socie- 
tal expectations of schools and actual school performance—were not dealt 
with by Durkheim. 

Durkheim outlined certain areas that he believed were important 
for sociologists as researchers to address, including the functions of educa- 
tion, the relationships of education to societal change, cross-cultural 

research, and the social system of the school and classroom (Brookover and 

Erickson, 1975, pp. 4-5). His writings and guidelines for further research 

provided a useful beginning for the field; they also serve as a measuring 
stick for how far we have come. Durkheim set the stage for the current 
functionalist theoretical approach to education. Themes of his general writ- 
ing are reflected in his concerns about consensus, conflict, and structure in 

education. 

FUNCTIONAL THEORY TODAY. Schools are part of an interdependent system 
in which each part contributes to the whole. This includes the close fit be- 
tween schools and society. The consensus and common bond between mem- 
bers of society, taught and reinforced in schools through socialization into 
shared norms, unites groups working toward common goals and keeps 
groups from disintegrating (Cookson and Sadovnik, 2002, p. 267). The degree 

of interdependence among parts in the system relates to the degree of 
integration among these parts; all parts complement each other, and the as- 
sumption is that a smooth-running, stable system is well integrated. Shared 

values, or consensus, among members are important components of the sys- 

tem, as these help keep it in balance. 

Functional theorists conceive of institutions as parts of total societies or 

social systems. The parts of the system are discussed in terms of their 

functions, or purposes, in the whole system. A primary function of schools, 

according to Talcott Parsons (1937), is the passing on of the knowledge and 

behaviors necessary to maintain order in society. Because children learn to 

be social beings and develop appropriate social values through contact with 
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others, schools are an important training ground. Following Durkheim, 

modern sociologists see the transmission of moral and occupational educa- 

tion, discipline, and values as necessary for the survival of society. 

The focus of functional research is on questions concerning the structure 

and functioning of organizations. For instance, sociologists using this theoreti- 

cal approach to study educational systems would be likely to focus attention 

on the structural parts of the organization, such as subsystems (schools and 
classrooms) and positions within the structure (teachers, administrators, stu- 
dents), and on how they are functioning to achieve certain goals; Robert 

Dreeben (1968) considered the social organization of schools, while James 

Coleman, Hoffer, and Kilgore (1982) conducted national studies of student 

backgrounds and their achievement. Another important functionalist research 
topic has been how schools sort students based on merit, and status attainment 

as a key in occupational mobility (Blau and Duncan, 1967). Key reports such as 
the famous “A Nation At Risk” assumed a connection between education, 
occupational mobility, and the economic state of the nation. 

A major problem, according to critics of the functionalist approach, is 
that it fails to recognize divergent interests, ideologies, and conflicting inter- 
est groups. Instead, functionalists view schools as supporting the interests of 
the dominant groups. In addition, the relationships among schooling, skills, 
and jobs are not necessarily rational or fair, according to some critics (Hurn, 
1993, pp. 50-55). In heterogeneous societies, each subgroup may have its 
own agenda for the schools—an agenda to further its own interests. 
Functionalists do not adequately deal with conflicting goals held by different 
groups in society. 

A second problem that is often pointed out is the difficulty of analyzing 
interactions, such as the classroom dynamics of teacher-student or 
student-student relationships, from this perspective. A related criticism is 
that the functionalist approach does not deal with the “content” of the educa- 
tional process (Karabel and Halsey, 1977, p. 11): what is taught and how it is 
taught. Individuals do not perform roles only within the structure; they cre- 
ate and modify the roles and dynamics not focused on by functional studies. 

In addition, there is a built-in assumption in functional theory that 
change, when it does occur, is slow and deliberate, and that it is planned 

and does not upset the balance of the system—which simply is not true in 
all situations. The assumption of change as an evolutionary “chain reaction” 
is implied, but it does not necessarily reflect the reality of rapidly changing 
societies. 

In a now-classic analysis, Jean Floud and A. H. Halsey (1958) suggest 
that little progress has been made in the field since the studies of Durkheim 
and Max Weber (whose theories are discussed in the next section). They 
argue that functionalism has not been capable of moving the field ahead 
because of its status quo orientation in societies faced with constant change. 
“The structural-functionalist is preoccupied with social integration based on 
shared values . . . therefore education is a means of motivating individuals 
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to behave in ways appropriate to maintain society in a state of equilibrium. 
This preoccupation tends to play down problems of (conflict, inequality, 
and) social change, and is therefore . . . unsuitable for the analysis of mod- 
ern industrial societies” (Floud and Halsey, 1958, p. 171). In part as a reaction 
to these shortcomings of structural-functionalism, conflict theory began to 
play a prominent role in the field. It is important to keep in mind that both 
functional and conflict theories attempt to explain how education con- 
tributes to the maintenance of the status quo in society. 

Conflict Theory 

In contrast to functional theory, conflict theory assumes a tension in society 
and its parts created by the competing interests of individuals and groups. 
Variations within this approach stem from the writings of Karl Marx and Max 
Weber. Marx (1818-1883) laid down the foundations for conflict theory based 

on his outrage over the social conditions of the exploited workers in the class 
system resulting from capitalism (Durkhiem, 1947). He contended that 

society’s competing groups, the “haves” and the “have-nots,” were in a con- 
stant state of tension, which could lead to the possibility of struggle. The 
“haves” control power, wealth, material goods, privilege (including access to 
the best education), and influence; the “have-nots” present a constant chal- 

lenge as they seek a larger share of society’s wealth. This struggle for power 
between groups and individuals helps determine the structure and function- 
ing of organizations and the hierarchy that evolves as a result of power 
relations. The “haves” often use coercive power and manipulation to hold 
society together to their benefit (Sadovnik, 2004), but this theory recognizes 

that change is inevitable and sometimes rapid, as the conflicts of interest lead 

to the overthrow of existing power structures. 

WEBER’S CONTRIBUTIONS TO THE SOCIOLOGY OF EDUCATION. Max Weber 

(1864-1920) presented a particular brand of conflict theory. He believed that 
power relationships between groups form the basic structure of societies and 
that a person’s status identifies his or her position in the group. He is noted 
for his work on bureaucracy and for the concept of status group relationships. 
In fact, he writes that the primary activity of schools is to teach particular 
“status cultures.” Power relationships and the conflicting interests of indi- 
viduals and groups in society influence educational systems, for it is the 
interests and purposes of the dominant groups in society that shape the 

schools. Weber’s unique approach combined the study of the macro-level 

school organization with an interpretive micro-level view of what brings 

about a situation and how individuals interpret or define that situation. 

Within the school there are “insiders,” whose status culture is reinforced 

through the schoo! experience, and “outsiders,” who face barriers to success 

in school. Traisfer these ideas to school systems today as they deal with poor 

and minority students, and the relevance of Weber’s brand of conflict theory 
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becomes evident. His theory deals with conflict, domination, and groups 

struggling for wealth, power, and status in society. These groups differ in 

property ownership; cultural status, such as ethnic group; or power derived 

from positions in government or other organizations. Education is used as 

one means to attain desired ends. Relating this to Karl Marx’s writings on 

conflict theory, education produces a disciplined labor force for military, 

political, or other areas of control and exploitation by the elite. 

Weber’s writings, using cross-cultural examples and exploring preindus- 
trial and modern times, shed light on the role of education in different societies 

at various time periods (Weber, 1958). In preindustrial times, education served 

the primary purpose of a differentiating agency that trained people to fit into a 
way of life and a particular “station” in society. With industrialism, however, 
new pressures faced education from upwardly mobile members of society 
vying for higher positions in the economic system. Educational institutions 

became increasingly important in training people for new roles in society. 
Weber described a trend toward the rational organization of bureaucracy 

in modern society, noting that one characteristic of modern bureaucratic 
organization is its rational-expert leadership. The leaders are selected on the 
basis of examinations that single out those who best fit jobs at different levels 
of the bureaucracy. Today, charismatic leaders and those born into positions of 
power are less dominant in many institutions, including educational institu- 
tions, than are competent, professional experts whose merit is measured by 

examination (Weber, 1961). 

In his essay, “The Rationalization of Education and Training” (Gerth and 

Mills, 1946), Weber points out that rational education develops the “specialist 

type of man” versus the older type of “cultivated man,” described in his dis- 
cussion of educational systems in early China. Again we see the relevance 
of Weber’s writings: Today’s institutions of higher education are debating 
the value of vocationally-oriented education versus education for the well- 
rounded person. Weber contributed less directly than Durkheim to the sociol- 

ogy of education and provided a less systematic treatment of education. His 
work in related fields of sociology, however, has contributed to our under- 
standing of many aspects of education. 

CONFLICT THEORY TODAY. Weber and Marx set the stage for branches of 
conflict theory held by theorists today. Research from the conflict theorists’ 
perspective tends to focus on those tensions created by power and conflict 
that ultimately cause change. Some conflict theorists see mass education as a 
tool of capitalist society, controlling the entrance into higher levels of educa- 
tion through the selection and allocation function and manipulating the pub- 
lic. Following a Marxist perspective, Samuel Bowles and Herbert Gintis 
(1976) wrote about the link between education and society. Their conclusion 
was that until society is radically changed, schools will continue to reinforce 
societal stratification patterns. Schools reinforce inequality between students 
rather than encouraging students to achieve according to their merits. 
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Another conflict theorist who followed in Weber’s tradition is Randall 
Collins. Weber described “the growing ‘tyranny’ of educational credentials as 
a prerequisite for high-status positions” (Hurn, 2002). Collins expands on 
“credentialism,” a technique of increased requirements for higher-level posi- 
tions used by more advantaged individuals to further their status (Collins, 
1978). Many conflict theorists believe that until society’s economic and politi- 
cal systems are changed, school reforms that attempt to provide equal access 
will be impossible (Bowles and Gintis, 1976). 

Applying conflict theory to the school and classroom level of analysis, 
Willard Waller believes that schools are in a state of constant potential disequi- 
librium. Teachers are threatened with the loss of their jobs because of lack of 
student discipline; academic authority is constantly threatened by students, 
parents, school boards, and alumni who represent other, often competing, 

interest groups in the system; and students are forced to go to schools, which 
they may consider oppressive and demeaning (Waller, 1965, pp. 8-9). 

Another branch of conflict theory called cultural reproduction and resist- 
ance theories argues, very generally, that those who dominate capitalistic sys- 
tems mold individuals to suit their own purposes. Beginning in the 1960s in 
Europe, these theorists considered how forms of culture are passed on by fam- 
ilies and schools (Sadovnik, 2004; Bourdieu and Passeron, 1977). The amount 

of “cultural capital” one has is an indicator of one’s status, and families and 
schools differ in the amount of cultural capital they provide to children. For 
instance, an elite, preparatory school provides more cultural capital than a 
poor, urban school. Reproduction theorists study the cultural processes by 
which students learn knowledge and what knowledge is transmitted. 
Resistance to school control has also been the topic of many recent studies. 
These theories are discussed in later chapters. 

The conflict theory approach implies a volatile system and the ever- 
present possibility of major disruption because of the unequal distribution of 
status, power, cultural capital, opportunity, and other resources. The approach 
can be useful in attempting to explain situations where conflict exists; however, 
critics argue that the connection between curriculum to perpetuate status of the 
“haves” and capitalism has not been laid out clearly and that little empirical 
data has been presented to substantiate these claims (Anyon, 1981). Also, this 
theory does not offer useful explanations concerning the balance or equilibrium 
that does exist between segments of a system or the interactions between mem- 
bers of the system. Neither conflict theory nor functional theory focuses on the 
individual, the individual’s “definition of the situation,” or interactions in the 

educational system, as does the third theory, discussed in the next section. 

Interaction and Interpretive Theories 

Interaction theorists look at what teachers and students “do” in school; they 

question even the most commonplace, taken for granted actions and interac- 

tions, things most people do not question. This third theoretical approach in 
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sociology, a micro-level theory, focuses on individuals in interaction with 

each other. Individuals sharing a culture are likely to interpret and define 

many social situations in similar ways because of their similar socialization, 

experiences, expectations, and culture. Hence, common norms evolve to 

guide behavior, and these commonly understood “interaction rituals” in 

turn hold societies together (Goffman, 1967). Differences in interpretations of 

events also occur, however, based on individual experiences, social class, 

and status. This theory stems from the work of G. H. Mead and C. H. Cooley 
on the development of self through social interaction, whether in school or 

other situations. 
Interaction theories grew from reactions to the macro-level of structural- 

functional and conflict theories, which focused on structure and process of 

organizations. They have been used increasingly since World War II. Macro- 
level approaches can miss the dynamics of everyday school life that shape 
children’s futures. Interactionists ask social-psychological questions about 
the most common, ordinary interactions between school participants. 
Sociologists of education using this approach are likely to focus on interac- 
tions between groups of peers, between teachers and students, or between 
teachers and principals; they consider student attitudes, values, and achieve- 
ments; students’ self-concepts and their effect on aspirations; socioeconomic 

status as it relates to student achievement; and many other questions. From 
this approach have come studies on the effects of teacher expectations 
of student performance and achievement; studies of the results of ability 

grouping of students; and studies of schools as total institutions, among 
others (e.g., Mehan, 2001). 

Two interaction theories useful in sociology of education are labeling 
theory and rational choice (exchange) theory. If Johnny is told repeatedly 
that he is dumb and will amount to little, he may incorporate this label— 
“a self-fulfilling prophesy”—as part of his self-concept and behave as the 
label suggests. With labeling theory, we can better “understand how 
micro-level interactions in the school contribute to individuals’ formula- 
tions of their sense of ‘self.’ Young people from 6 to 18 years old spend 
much of their time in school or school-related activities; ... interaction 

with others in school affects the student’s sense of self. The image that is 
reflected back to someone . .. can begin to mold one’s sense of compe- 
tence, intelligence, and likeability” (Ballantine and Spade, 2008). 

Consider the example of student behavior. Whether students behave well 
or badly depends in part on teacher expectations. Ray Rist “demonstrated how 
teacher expectations of students based on categories such as race, class, ethnic- 
ity, and gender affect student perceptions of themselves and their achieve- 
ments” (1977, 1970). Labeling theory is discussed further in other sections of 
the book. 

Rational choice (exchange) theory is based on the assumption that there are 
costs and rewards involved in our interactions. If benefits outweigh costs, the 
individual will likely make the decision to act in order to continue receiving 
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benefits. If the costs outweigh the benefits, the individual will choose to 
move ina different direction. This theory has relevance to education in school 
choices made by students, teachers, and administrators (Hatcher, 1998). 
Reciprocal interactions, that is interactions that bind individuals and groups 
with obligations, play into the situation; for example, teachers are rewarded 
when students learn and rewarded behavior is likely to continue. 

Recent Theories in the Sociology of Education: Critical, “New,” 
and Postmodern 

Paulo Freire’s book, Pedagogy of the Oppressed (1968), was a landmark treatise on 
the inequality in education; it helped establish the Critical Pedagogy movement. 
Freire’s efforts to educate Brazilian sugar cane workers and other oppressed 

people around the world drew attention to the struggle for justice and equity in 
the education system. He spoke of the colonizers and colonized, and argued 
throughout his life that the oppressed should be educated to give them a voice. 
Several contemporary theorists have followed Freire’s lead (Giroux, 1981; 
Davies, 1995). 

A “NEW” SOCIOLOGY OF EDUCATION. = This theoretical approach developed in 

England around the same time as the critical pedagogy movement, the late 
1960s and early 1970s, and has followers in the United States and elsewhere 
(Apple, 1978; Wexler, 1987). Known as “new” because it broke ranks with struc- 
tural functional theories that had dominated the theoretical scene in sociology 
of education, it critiqued and suggested an alternative approach to “macrocos- 
mic” approaches, which put little emphasis on understanding and interpreting 
the meaning of interactions and of the curriculum, known as “school knowl- 
edge,” in schools (Wexler, 2002, p. 593). Some “new” sociologists of education 

argued that the field should be seen as a subfield of the sociology of knowl- 
edge, the idea that all knowledge is “social” and a product of humans; thus 
what we teach in schools is created by people and a social project. Curricula are 

not necessarily objective (Young, 1971). These sociologists stress the need to 
understand our commonsense views of reality—how we come to view the 
events and situations around us and react to them as we do. They base their 
ideas on symbolic interaction, ethnomethodology, and phenomenology, argu- 
ing that an alternative approach to sociology of education is needed if we are to 
understand micro-level aspects of educational systems. As applied to educa- 
tion, these “new” theories have taken the form of studying interaction process- 
es in classrooms, the management and use of knowledge, the question of what 

it is to be “educated,” curriculum content, and so forth. Some examples of work 

using this approach are cited in Chapter 6. 

Some theorists have attempted to synthesize micro- and macro-level 

theories, arguing that both must be considered if we are to understand edu- 

cational systems (Bernstein, 1990), which is a view that is consistent with the 

open systems approach that underlies this book. 
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The work of two European sociologists argues for a holistic approach 

to education, looking at both macro-level class analysis and micro-level 

interaction analysis, and considering how Durkheim’s functional approach 

and Marx’s conflict approach might be used together. Basil Bernstein and 

Pierre Bourdieu (Sadovnik, 2004; Karabel and Halsey, 1977, p. 60) have 

attempted to show a synthesis of macro- and microcosmic approaches rather 

than developing a totally new approach (Bernstein, 1975; Bourdieu, 1973). 
Bernstein’s goal for his life work was to “prevent the wastage of 

working-class educational potential” (Bernstein, 1961, p. 308). He provided 
an analysis of the relations among society, schools, and the individual and 
explained how these reproduce social inequality (Sadovnik, 2004). Bernstein 
argued that the structural class and power relations of the system (the 
macrocosmic levels of analysis) and the interactional educational processes 
of the school (the microcosmic levels) need to be integrated in order to gain 
an understanding of educational systems (Bernstein, 1974). One effort at int- 
egration is seen in his work on the speech patterns that, he argued, perpetu- 
ate one’s social class. One’s family class position determines speech patterns, 
which, in turn, affect one’s position in society—as exemplified by the poorer 
academic performance of working-class children. He also pointed out the 
need to evaluate the effect of class bias in teaching and educational ideology 
on students’ performance. 

Bernstein’s later work focused on curriculum and the pedagogy used 
to transmit knowledge. Curriculum—what is taught—defines “valid 
knowledge,” that which is defined, approved, and transmitted to students. 
How it is transmitted has consequences for different groups of students 
based on social class and power relations. His attempts to link the societal, 
institutional, interactional, and intrapsychic realms have moved the field 

closer to integration. However, more empirical testing of his theories is nec- 
essary, and applicability to educational practice and policy needs to be 
shown (Sadovnik, 2004; Bernstein, 1990). 

The central concept in Pierre Bourdieu’s work is cultural capital. 
Children from higher social classes have more cultural capital (e.g., proper 

language; knowledge of art, music, theater, and literature; and knowledge 

of ideas important in the world), a commodity that can be traded in for 
higher status in school and later in the workforce. Thus, cultural capital 
allows students to reproduce their social class through family and school- 
ing. In later chapters we discuss not only cultural capital but also social and 
human capital. 

Today “critical pedagogy” and the “new” sociology are no longer “new,” 
but much of their content has been absorbed into yet newer theoretical 
branches. Equity in race, class, and gender has been adopted as a common 
theme today, and “cultural studies” affirm the importance of taking these dif- 
ferences into account in educational studies. Even resistance and reproduction 
theories have been incorporated into new trends in sociology of education. We 
now move to a discussion of modern and postmodern theories. 



Chapter 1 * Sociology of Education 23 

MODERNISM AND POSTMODERNISM. Several recent proposals for reform of 
schools have been based on educational theories. Modernism, largely a Western 
perspective on education, includes “modern” ideas of rational thought, 
progress through science and technology, humanism, democracy (equality, 
justice, and liberty), and the primacy of individualism over established 
authority (Elkind, 1994, p. 6). It replaced the idea of the divine right of kings 
and the church with the ideas of progress, universality, and regularity, which 
led to modern education. Many of the proposed systemic changes in educa- 
tion, such as government goals for uniform national standards (as in Goals 
2000 and No Child Left Behind) and reforms of teacher education training, fall 
into the modernism category (Darling-Hammond and McLaughlin, 1995). 

Postmodernism moves beyond the modernist thought that was more rel- 
evant in the industrial era than in the current postindustrial era, according to 
these scholars. While modernism attempted all-encompassing explanations 
of the world and progress based on science and technology, postmodernists 
stress the importance of theories relevant to local situations; the connection 
between theory and practice; and democratic, antitotalitarian, and antiracist 

ideas. They call for respect and understanding of human differences. 
Sometimes postmodernism is called “critical education theory” (Sadovnik, 
2004, p. 32); some recent writers on postmodernism include Baudrillard 
(1984), Cherryholmes (1988), Derrida (1982), Freire (1987, 1970), Giroux 

(1991), Lyotard (1984), and McLaren (1991), to name a few. 

Postmodernism honors human diversity, including the variations and 
ambiguity in the way different people learn and see the world. It also recog- 
nizes the political setting in which education occurs. Schools are seen as racist 
and sexist (Giroux, 1991). Thus, postmodern theory is linked to feminist theory 

(human diversity) and cultural theory (recognizing differences). Giroux 
attempts to “synthesize the contributions of modernism, postmodernism, and 
feminism” (Giroux, 1991). Education results from choices that cannot be made 

without reference to sets of values and interests in the community, which is 

entangled in power structures (Cherryholmes, 1988). “Postmodernism is not a 

rejection of regularity, just a demand that irregularity be accepted as well” 
(Elkind, 1994, p. 12). This means that curricula should be interdisciplinary and 

represent diverse interests, that universal skills such as critical thinking should 

be stressed, and that individual children can reach a common goal by different 
paths. The locus of control in this model is at the individual school level, and 
children’s achievements can be measured in many ways: tests, portfolios, per- 
formances, and projects—whatever works best for the children in that school 

(Bernstein, 1993; Sizer, 1992). 

Feminist Theories in Sociology of Education 

In line with postmodern theorists, feminist theorists argue for more attention 

to the condition of women. For most of history, the human condition has been 

explained through the eyes of white European men. Feminists argue that such 
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men cannot accurately portray the experiences of women around the world. 

Feminist theory has developed along several lines, sometimes paralleling the 

theories discussed above. Here we outline some major themes in this large 

body of literature; these are expanded upon in the chapters of this book. 
Feminist theorists have pointed out the injustices and differential treat- 

ment faced by many girls and women in schools around the world. They 

attribute these differences to many factors including differential access to 
education, preference for male education, patriarchy and exploitation, and 
male dominance. One direction of research has been to study the effect of 
educational policies on girls and their future opportunities. These interests 
parallel those of postmodernists (Ballantine and Spade, 2008). 

Unfortunately, despite improvements in some areas, research shows 
inequalities in others. Girls are treated differently in classrooms (Sadker and 
Sadker, 1994), especially in math and science, and these differences can result 

in males receiving better, higher paying jobs. In addition, in many countries 
girls barely see classrooms due to lack of access and opportunity. Boys 
around the world have a much better chance of completing levels of educa- 
tion from grade school on. Today feminist theorists are increasingly aware of 
the differences in experiences of women around the world and attempt to 
address these differences (Dillabough and Arnot, 2002). 

We have made the point that a number of approaches are useful in the 
sociology of education, depending on the questions one is asking. These the- 
ories help us understand and work with educational systems. 

Applying Sociology to Education: Select an educational topic of inter- 
est to you. Which of these theoretical approaches would be useful in 
studying this topic? 

THE OPEN SYSTEMS APPROACH 

By now it is clear that a number of theoretical approaches are used to study 
the institution of education. Each provides valuable insights into a complex 
system. How can we order this complexity and make it understandable? 
Some sociologists favor one theoretical approach for all of their work; others 
select an approach to fit the problem. Our goal is to understand the educa- 
tional system and the contribution that each approach can make to that 
understanding. For this reason, this book is organized around an open sys- 
tems model of education. Using this model, we can break this complex 
system into its component parts for study. One theoretical approach is more 
applicable than another for the study of certain parts of the system or of 
educational problems that arise in the system. The model enables us to see 
the interconnections between parts and theories and helps us determine 
which theory and research methods are most appropriate for our study. Let 
us now move to an explanation of the model. 
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One-room schoolhouse. 

If we want to understand an educational system as a whole, integrated, 
dynamic entity, we are faced with a problem. Most research studies focus on 
parts of the whole system, and most theoretical approaches have specific 
foci. An open systems approach can help us conceptualize a whole system 
and understand how the small pieces fit together, and which pieces do not 
fit. A model provides a useful way of visualizing the many elements in the 
system; it helps order observations and data and represents a generalized 
picture of complex interacting elements and sets of relationships (Griffiths, 
1965, p. 24). The following model does not refer to one particular organiza- 
tion or theoretical approach or one type of school. Rather, it gives us a frame- 

work to consider the common characteristics of many educational settings. 
Any school system or theory can be placed in the framework, and parts of 

the system become the focus of a research study. 
Although this model indicates the component parts of a total system, it 

does not imply that one part or theory is better than another for explaining situ- 
ations or events in the system. Neither does it suggest which is the best method- 
ology to use in studying any part of the system. It does allow us to visualize the 
parts we may read about or study in relation to the whole system to see where 
they fit and what relationship they bear to the whole. Then we can better select 
the most appropriate theory and methods for our problem or study. 

Consider the following description of an open systems model: 

It is not a particular kind of social organization. It is an analytical 
model that can be applied to any instance of the process of social 
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organization, from families to nation. . . . Nor is [it] a substantive 

theory—though it is sometimes spoken of as a theory in socio- 
logical literature. This model is a highly general, content-free 
conceptual framework within which any number of different 
substantive theories of social organization can be constructed. 

(Olsen, 1978, p. 228) 

Figure 1.3 shows the basic components of any social system. We dis- 
cuss the five parts in a five-step process. An example for each step, taken 
from an educational setting (see Figure 1.4), is included to help clarify the 

content of each part of the system. 

Step 1 Focus your attention on the center box, the organization. This refers 
to the center of activity and often the central concern for the 
researcher. This box can represent a society (such as the United 
States), an institution (such as education or family), an organiza- 

tion (such as a particular school or church), or a subsystem (such as 
a classroom). For purposes of discussion, we shall refer to this as 

“the organization.” It is in the organization that action takes place, 
illustrating that the organization is more than structure, positions, 

roles, and functions. Within the organizational boundaries there is 
a structure consisting of parts and subparts, positions and roles. 
Although we speak of the organization as though it were a living 
entity, we are really referring to the personnel who carry out the 
activities of the organization and make decisions about organiza- 
tional action. The processes in the system bring the organization 
alive. Decision making by key personnel, communication among 
members of the organization, and socialization into positions in 

the organization are among the many activities that are constantly 
taking place. 

Some theoretical approaches emphasize only this internal 
organization analysis, a closed system, but these processes do not 
take place in a vacuum. The decision makers holding positions and 

1 

3 ORGANIZATION: 4 
INPUT — Structure and OUTPUT 

Processes 

2 

ENVIRONMENT 

5 
FEEDBACK LOOP 

FIGURE 1.3 Systems model. 

Source: Adapted from Ludwig Von Bertalantly. “General Systems Theory—A Critical Review.” 
General Systems. Vol. 7, 1962, pp. 1-20. 
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EDUCATIONAL 
ORGANIZATION 

1. Structure: 

Formal vs. informal 
Role relationships 

; Alternative structures 

NEUE 2. Goals (functions) CUTEUn 

1. Students: 3. Program: 
Demographic Content, curriculum 1. Graduates 
variables Program 2. New knowledge 

Subcultures Testing 3. Obsolete 
Peer groups 4. Processes within system: information 

Class Socialization 4. Emerging culture 
Family Teaching and learning 

2. Staff: teachers, Decision making 
administrators, Communication systems 
support staff Discipline 

Training Change, adaptation 

Class background | 9- Informal 
Aftiliations Structure 

ENVIRONMENT 

Immediate Secondary 

School board Technology 
PTA Political-economic 
Teachers’ union Religious 
Bonds, levies Cultural values and ideology 
Community pressure groups Social movements and fads 
Government regulations Population changes 

FEEDBACK LOOP 

FIGURE 1.4 Systems model of education. 

Step 2 

performing roles in the organization are constantly responding to 
demands from both inside and outside the organization. The bound- 
aries of the organization are not solid, but remain flexible and pli- 

able in most systems to allow system needs to be met. We call this 
“open boundaries” or an open system. 

The formal relationships within educational organizations are 
only part of the picture. Capturing the informal relationships in the 
school—who eats lunch with whom, who cuts classes, the subtle 

cues teachers transmit to students, the gossip in the teachers’ 
lounge—can tell us as much about its functioning as observing for- 
mal roles and structure. Think about how different theories might be 
used to help explain processes in the system including interactions 

and conflict. 

An open system implies that there is interaction between the organ- 
ization and the environment outside the organization. 

Focus now on the environment. This includes everything 
that surrounds the organization and influences it in some way. 
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Step 3 

Step 4 

Typically, the environment includes other surrounding systems. For 

a country, these would be all other countries of the world; for an 

organization, they would be other competing or cooperating organi- 

zations. In addition, there is the technological environment, with 

new developments that affect the operation of the system; the politi- 

cal environment, which affects the system through legal controls; the 
economic environment, from which the system gets its financing; 

the surrounding community and its prevailing attitudes; the values, 
norms, and changes in society, which are often reflected in social 

movements or fads; population changes taking place in the commu- 

nity or society; and so forth. 
For each organization, the crucial environment will differ and 

can change over time, depending on issues facing the school. The 
importance of environment, however, does not change. The organi- 
zation depends on the environment for meeting many of its resource 

requirements and for obtaining information. 
Each school and school district faces a different set of chal- 

lenges from the environment. There are necessary and desired inter- 
actions with the environment, and some are not so pleasant. The 
interaction of the school with the environment takes place in our 
systems model in the form of inputs and outputs. 

The organization receives input from the environment in such 
forms as information, raw materials, students, personnel, finances, 

and new ideas. Furthermore, the persons who are members of 
an organization belong to other organizations in the environment 
and bring into the organization influences from the outside 
environment. 

Some of the environmental inputs are mandatory for the 
organization’s survival (finances, human resources, technology); 

other inputs vary in degree of importance. For most organiza- 
tions, some inputs are undesirable, but unavoidable, such as new 

legal restrictions, competition, or financial pressures. Usually the 
organization can exert some control over the inputs. For instance, 
schools have selection processes for new teachers, textbooks, and 

other curricular materials. Certain positions in the organization 
are held by personnel who act as buffers or liaisons between the 
organization and its environment. The secretary who answers 
the phone, for example, has a major protecting and controlling 
function, and the social worker and counselor are links with the 

environment. 

Output refers to the material items and the nonmaterial ideas that 
leave the organization, for example, completed products, such as 
research findings; graduates; wastes; information; evolving cul- 
ture; and new technology. There may be personnel in boundary- 
spanning positions bridging the gap between the organization 
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and the environment. Personnel with responsibility for selling the 
organization’s product, whether they work in a manufacturing 
organization or in a placement office for college graduates, serve 
this function. 

Step 5 A key aspect of a systems model is the process of feedback. This 
step implies that an organization constantly adapts to changes and 
demands in the environment as a result of new information it 
receives. For instance, the organizational personnel compare the 
current state of affairs with desired goals and environmental feed- 
back to determine new courses of action. The positive or negative 
feedback requires different responses. 

The basic model (Figure 1.4) can serve us in many ways. It is used as a 

framework for organizing content in this book. But, as conceived by some of 
its early proponents, it is more inclusive and flexible, and it can help pro- 
mote interdisciplinary study. Consider, for example, Kenneth Boulding’s 
(1956) statement: 

[A]n interdisciplinary movement has been abroad for some time. The 
first signs of this are usually the development of hybrid disciplines. ... 
It is one of the main objectives of General Systems Theory to develop 
these generalized areas, and by developing a framework of general 
theory to enable one specialist to catch relevant communications from 
others. (p. 197) 

Sociology of education cannot be discussed only within the fields of 
education and sociology. Examples of related fields are numerous: eco- 
nomics and school financing; political science, power, and policy issues; 
the family and the child; church-state separation controversies; health 

fields and medical care for children; psychology and children’s motivation 
and aspirations; humanities and the arts; and the school’s role in early 

childhood training. 
Several social scientists have pointed to the value of an open systems 

approach in organizational analysis. David Easton, for example, writes, “A 
systems analysis promises a more expansive, more inclusive, and more flex- 
ible theoretical structure than is available even in a thoroughly self- 
conscious and well-developed equilibrium approach” (Easton, 1965, p. 20). 
For our book, tis approach not only serves the purposes noted but also 
helps give unity to a complex field. Each chapter in this book describes some 
part or process in the educational system. 

RESEARCH METHODS IN SOCIOLOGY OF EDUCATION 

A theory is used to give direction to research studies, determine data and 

materials to be collected, and guide interpretations of data. However, a theory 

is only a guideline. Content must be added. Using scientific and objective 
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techniques, one must collect data in order to test the usefulness and accuracy 

of theoretical explanations of events. 
A sociologist is a scientist and, therefore, employs the scientific 

method in studying issues and problems. Some sociologists focus their 

attention on the institution of education and issues related to it. Their 

research techniques are essentially the same as those used by sociologists 

studying other areas. 
Prior to 1950, few studies of education used objective standards and 

measures. Most frequently, anecdotes and value judgments were used to 
illustrate and support arguments. Gradually, the emphasis in published 
literature moved to empirical studies. Several research methods are now 
used in sociology of education: participant observation, surveys, second- 
ary analysis, controlled laboratory studies, and case studies. To decide 
which technique to use, the researcher must define the problem to be stud- 
ied and determine the level of analysis and possible sources of informa- 
tion related to the problem. Then the researcher selects the population or 
group to be studied and determines whether to study all or part of 
the population. The researcher may want to talk directly with the persons 
in the group to be studied, observe them at some task, obtain statistical 

information such as test scores, or use a combination of these and other 

techniques. 
Several well-known works rely heavily on observation in schools 

(McFarland, 2001; Lubeck, 1985; Willis, 1979; Metz, 1978; Jackson, 1968). In 

each, observation in schools and classrooms produced data to study 
research questions. Researchers consider how students and teachers con- 
struct the classroom social situation. For instance, in a study of similarities 
and differences among American high schools based on social class differ- 
ences of students served, Mary Haywood Metz studied teachers’ work by 
observing their classrooms, interviewing them, and reviewing documents 
about each school. What Metz found was a “common script.” The roles 
and plots were similar; however, the setting and actors’ lines were recog- 

nizable but different based on the social class composition of the school 
(Metz, 1990). 

Another famous study used controlled classroom settings. Robert 
Rosenthal and Lenore Jacobson studied the effects of teacher expecta- 

tions on student performance by manipulating the classroom situation. 
They assigned some children to a special treatment group, and others 
remained in the regular classroom (Rosenthal and Jacobson, 1968). This 

experiment comes close to being a controlled laboratory experiment with 
a minimum of influence from external sources, yet it is difficult to rule 
out all of the influences from outside the classroom that might have 
affected the study results. 

In yet another well-known study, James Coleman and others (1966) 
surveyed approximately 5 percent of the schools in the United States to ascer- 
tain the degree of equality of educational opportunity. In this massive study, 
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students at five grade levels were given standardized tests. Additional infor- 
mation about the students and schools was collected by survey and secondary 
analysis. These are several examples of different data collection methods. 
Other examples of research techniques are considered as we discuss various 
studies throughout the book. 

At times it is useful to combine methodological techniques in order to 
obtain the most accurate picture of what we are studying. Coleman, for 
instance, was criticized for not using observation or other techniques to 

describe the day-to-day life that went on in the schools he surveyed. Using 
multiple methods to collect data is called triangulation; this technique helps 
researchers overcome weaknesses of any one method. 

ORGANIZATION OF THE BOOK 

Each chapter in this book describes some part of the open system of edu- 
cation. As you read, be aware of which part is being discussed, and 
by the end of the book you should have a fairly complete picture of 
the total educational system. The chapters can be studied out of order and 
still present the total model. Theoretical approaches discussed in this 
chapter are related to practical issues throughout the book. In addition, 
you can enhance your effectiveness in dealing with schools by learning to 

“do” sociology, learning about the methodology used, and becoming 

knowledgeable producers and consumers. At the end of each chapter, you 
will find a chapter summary and suggested projects related to each topic. 
You are encouraged to try to make the subject more useful to yourself by 
doing these projects. For instance, after reading this chapter, ask yourself 
what questions you feel sociologist of education should address. Keep 
these in mind as you read. You might also consider doing further research 
on the questions you raise. 

We are now ready to enter the school. The scene is an active, dynamic 

one. Let us take a close look at some of the processes taking place. 

Summary 

In this chapter we have discussed the perspective of sociology of education. 

I. The Field of Sociology of Education 

Sociologists study group life. One of the social institutions that make up 

society is education; as a part of group life, it is of interest to sociologists. All 

of us are involved in educational systems during our lives, and education 

interacts and is interdependent with other institutions in society. 

We study sociology of education because it is or will be relevant to 

roles we play as taxpayers, parents, professionals, and students. 
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Researchers in sociology of education have focused on numerous areas 

of study: the socialization process, the relationship between education and 

stratification, control of education, and so forth. Many examples of questions 

sociologists of education ask are presented in this chapter. 

II. Theoretical Approaches and the Development of Sociology 
of Education 

Sociology of education is a fairly new field; much of the literature has been 
developed in the past half-century. It has its roots, however, in the works of 
European sociologists including Durkheim, Marx, and Weber. 

In recent years, the field has moved from practical to more theoretical 
emphases, although both approaches are still used. Three types of theory 
and research dominate sociology of education: large systems, specific insti- 
tutions, and interaction in educational settings. Each theory focuses on a dif- 

ferent level of analysis and uses different methods for research: 
Functionalist theory views the educational system as an integral, 

interrelated part of the whole societal system, carrying out certain neces- 
sary functions for the survival of society. Systems are held together by 
shared values. Durkheim first applied the sociological perspective and 
methods to the study of education. The functions or purposes of educa- 
tion are the same in each society but are carried out differently. They 
include learning to be a productive member of society; passing on culture; 
selection, training, and placement of individuals in society; change and 
innovation; and social and personal development. These functions are 

not always carried out smoothly and may be points of conflict in school 
policies. 

Conflict theory assumes that tension exists in society because of com- 
peting interest groups. The “haves” control the power and resources, 
and thus the educational systems including access to higher levels of 
education. There is the ever-present possibility of struggle. Weber’s 
contributions, less directly in the field of education than Durkheim’s, 

were in the areas of organization and training members for society. 

Interaction theory focuses on individuals and how they form inter- 
pretations of the world around them. Labeling and rational choice 
(exchange) theories are two examples of interaction theory. 

Recent perspectives include critical theory, the “new” sociology of edu- 
cation, modernism and postmodernism, and feminist theory. They 

attempt to move educational theory to be more inclusive of all race, 
class, and gender groups. In addition, some recent theories attempt to 
synthesize interaction theory and macro-level theories. 

Ill. The Open Systems Approach 

This book is organized around the open systems model presented in Figure 1.3. 
Each part of the educational system is discussed: the organization, its 
environment, inputs and outputs, and feedback. Using this approach allows 
us to visualize the whole system, each subpart in relation to the whole, and the 
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environment surrounding the system. Models help us visualize the relation- 
ship between parts. 

IV. Research Methods in Sociology of Education 

Sociological methods used to study educational systems include observa- 
tions, surveys, the use of existing data such as test scores, controlled 
laboratory experiments, and case studies. Any of these methods, or a 
combination of methods, can be used—depending on the theory and level 
of analysis used—to collect data to help answer questions within a theoret- 
ical framework. 

Sample Study Questions in Sociology of Education 

The following are examples of research questions that have been asked in recent 
studies: 

Js college a route for getting ahead in society? 
e How are social class and school achievement related? 

¢ Why do girls take fewer math and science courses than boys? 

¢ Do schools make a difference in our earning power? 

¢ To what extent should religion enter the classroom? 
¢ What teaching styles are most effective? 
¢ Should non-native-language speakers learn in their own language or in 

English? 

What differences do teacher expectations of students make in students’ per- 
formance? 

¢ What effects does TV watching have on educational achievement? 

Putting Sociology to Work 

1. Evaluate your own motive for going to college and for taking this course. 

Understanding your goals can help you get the most from this course and help 

you meet your educational needs (refer to pp. 2 and 3). 

2. Write down some questions you have concerning schools and relate them to 

questions asked by functionalists (indicated on pp. 13-17). 
3. From the brief descriptions of contributions made by Emile Durkheim and Max 

Weber, describe those issues facing education today that relate to aspects of their 

writings. 
4. What are some questions concerning education that come to mind when using 

functional theory? conflict theory? interaction theory? critical and postmodern 

theory? feminist theory? 

5. View the film High School. Diagram this school using the elements of a systems 

model. Indicate roles people play and processes being performed. Compare this 

with your own high school experience (refer to p. 27). 

6. Citing an example, explain how the open systems approach can help us concep- 

tualize a whole working organization. 
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7. Consider the questions asked above in relation to each theoretical perspective 
(project 4). What method(s) could be used to help you answer each question? 

8. The projects in this chapter give you the framework for developing a research 
project of your own: a theoretical perspective, a research question, or a methodol- 
ogy. Plan a research project based on a question of interest to you. 



CHAPTER y, 

Conflicting Functions 
and Processes 
In Education 
What Makes the System Work? 

"his chapter is about controversies in schools. Surrounding each func- 
tion, or purpose, of education are debates about power, access, whose 

knowledge, and knowledge for whom. Schools exist within the larger 
framework of society; the economic, political, and cultural spheres interact 

in everyday activities in schools (Apple and Weis, 1986). Therefore, contro- 
versies in society at large become controversies within the schools. After a 
general introduction to the conflicting nature of functions and the impor- 
tance of processes in educational systems, we examine selected issues and 
controversies related to each major function of education. 

CONFLICTING FUNCTIONS OF EDUCATION 

In any society, children must be taught the ways of the group and skills neces- 
sary to prosper in society. The basic functions, or purposes, of education are the 
same in most societies, but the importance of these functions and the means of 

achieving them vary greatly across societies and even among groups or social 
classes within each society. For instance, the degree of industrialization of the 

society will affect the content and the form of the educational process. The form 
of the political system will affect the content and control of the educational 
process. The expectations of the family in socializing the child to be a produc- 
tive member of society will affect the type of educational content. Family and 
education provide an example of the interdependence of parts in society. 

Function 1. Socialization: Learning to Be Productive Members 

of Society through the Passing On of Culture. Each new generation of 
children learns the rights and wrongs, values, and role expectations of the 

35 
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society into which they are born. In learning their role, children are social- 

ized, or taught, how to meet the expectations placed on them. Educational 

systems socialize students to become members of society, to play meaning- 

ful roles in the complex network of interdependent positions. Some critics, 

however, argue that students have different experiences in the school sys- 

tem depending on their gender, social class, racial or ethnic background, 

neighborhood in which they live, and other variables that influence their 

education. 

Function 2. Transmission of Culture. Similarly, the transmission of culture 

is often controversial, each interest group wanting its programs, curricula, or 

values to take precedence. In addition, different groups of students are taught 
different norms, skills, values, and knowledge. Thus, a student destined for a 

leadership or elite position may acquire a different set of skills and knowledge 
base than one who will enter the blue-collar workforce. 

Function 3. Social Control and Personal Development. Social control is, 

similarly, controversial. Discipline differs by social class, racial-ethnic group, 
and sex, even though the offense may be the same. Controversies, for 
instance, surround search and seizure. Do school officials have the right to 
“protect students” by testing for drugs or searching for weapons or drugs, 
especially when these searches may affect some groups of students dispro- 
portionately? 

Function 4. Selecting, Training, and Placement of Individuals in Society. 
Probably the most controversial function of schools is the selection, training, and 

placement of individuals in society. Critics argue that schools are “reproducing” 
social classes and maintaining the social hierarchy with educational policies and 
practices that select some students for higher tracks. Yet some policies, such as 
testing, give the “appearance” of equality. 

Consider the example of technology. The access that students have to 

technology influences their chances to compete in the future. Experience with 
computers and other high-tech machines gives some students an edge on lead- 
ership positions because these students will gain the skills needed for the high- 
tech jobs of the future. Thus, this issue raised questions of balance between 
ascribed characteristics (what students are born with) and achieved characteris- 

tics (opportunities and what students learn) in the determination of someone’s 
future educational and occupational success (Apple and Weis, 1986, p. 14). 
Chapters 3 and 4 focus on this function. 

Function 5. Change and Innovation. New technologies challenge stu- 
dents and teachers of all ages as they change the way work is done. Yet, insti- 
tutions often resist changes that affect routine work tasks, and education is 
no exception. 
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Unanticipated Consequences of Functions 

Each of the functions noted may have both positive and negative outcomes; 
the intended purpose is not always the only result or even the main result 
of the process of education. For instance, schools bring age peers together in 
the classroom and for other school-related activities. This bringing together 
enables friendship groups or cliques to develop and the youth subculture to 
flourish; these groups in turn may profoundly influence the school, as we 
shall see in Chapter 7. Delaying young people’s entry into the job market 
may serve the purpose of keeping more adults employed while the students 
receive more education, but it may also cause strain when overeducated, 
unemployed young people do reach the job market. 

THE IMPORTANCE OF PROCESSES IN EDUCATIONAL 
SYSTEMS 

Have you ever tried to describe your day using action verbs? Today I got up, 
dressed, ate my breakfast, put on my coat, walked to school, entered the class- 

room, sat at my desk, opened my book, read it, took notes as the teacher 

communicated, and learned about educational systems. The italicized verbs 
describe processes, the action part of your day. Learning, teaching, socializ- 
ing, disciplining, selecting, innovating, decision making, and changing are 

only a few of the processes that make up the action part of the system of edu- 
cation. The educational system structure is a stable and relatively permanent 
structure. Processes are the action part: what is happening. 

Nothing is ever fixed or final. People, things, and organizations are 
always becoming something new through the process of change. Always we 
grow older, learn new behaviors, and adjust to changes in the world around 

us. Educational systems affect our change process, and, in turn, are affected 
by processes in their environment, or surroundings. 

Structure refers to parts of the educational system that can be 

described and diagrammed: roles, social classes, organizations, institutions, 

societies. People in the structure act. They bring the structure alive. Their 
acts are processes and people bring their own personalities and interpreta- 
tions to their actions. Structure and action cannot be separated; there would 
be no processes without structure, and structure would be meaningless 
without processes. We are not simply social statuses or roles; we are what 

results from those structural parts and the processes that make them work. 
Thus, key parts of an open systems approach are the processes that 

make any system a dynamic, working unit. Some processes are found in 

almost every organization—interaction, decision making, conflict, coopera- 

tion. Others dominate in particular systems such as teaching and learning in 

educational systems. In addition to making the system work and giving it 

life, processes can produce controversy, as we shall see. 

Processes also provide links between the organization and other 

parts, such as between an educational system and the environment. The 
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process of communication, for instance, links the school with parents, com- 

munity leaders, and state legislators. 

THE FUNCTION OF SOCIALIZATION: WHAT WE LEARN 
AND HOW WE LEARN IT 

According to functional theory, in order to prosper a society must train its 
members to be productive and to perform required roles. However, there is dis- 
agreement on how, when, and for whom training should take place. Criticisms 
of the process of socialization include a range of topics. Here we focus on two: 
early childhood education and the role of the media in socialization. 

The Early Childhood Education Controversy 

From the moment we are born, the socialization process becomes a lifelong 
part of our lives; its influence is felt through the family, school, religious 
institution, and workplace. Learning to become a member of society has 
both formal, planned components and informal aspects. 

Early childhood education takes on special significance because chil- 
dren are in the beginning processes of developing their self-concept and 
social awareness. From studies of mental development, we learn that 

50 percent of general intelligence develops between birth and age four 
(Begley, 1996). Issues that surround early socialization include where 
cognitive development should take place (at home or school); at what age 

“Ready to Learn” initiatives prepare many young children for school. 
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children should begin formal schooling; whether there are benefits of pre- 
school for children of working parents or for those living in poverty; and 
the role preschool and kindergarten programs should play in the socializa- 
tion of children. 

Variations in the process of early childhood socialization are tremen- 
dous; they depend on society, social class, and family background. As chil- 
dren grow, they come into contact with socialization agents outside the 

home: relatives, neighbors, church, nursery school, playmates. But there is 
little preparation for the major transition to the formal institution of the 
school. More than half the nations of the world have some formal early 
childhood education for three- to five-year-olds to help socialize children 
and allow parents to work. In some countries, such as China and Israel, care 

begins shortly after birth and is sometimes mandatory, and in others, such as 
Sweden and the United Kingdom, legislation addresses the need and fund- 
ing for day care and nursery schools. In the United States, 57 percent of all 
three to five year olds were enrolled in early childhood education programs. 
60 percent of children above the poverty line were enrolled and 47 percent 
below (Child Trends Data Bank 2007). 

The family provides the primary context for initial socialization. The 
movement against day care comes mainly from those who consider it a 
threat to the family and to the maternal role. The argument is that children 
should receive education in the formative early years in the home. In addi- 
tion, early childhood education is distrusted by some because many pro- 
grams are aimed at particular ethnic and minority groups such as African 
Americans and Native Americans. Although stated intentions are to give 
these children advantages, this “special attention” has been interpreted by 
some conflict theorists and policy analysts as a technique to manipulate 

learning, perpetuate a class structure, and train compliant members of 
society. 

Those for early childhood education argue that the greatest return on 
investment in terms of children’s achievement in schools comes from provid- 

ing preschool education for three- and four-year-olds from low-income fami- 
lies; these children are more likely to be at special risk of failure because they 
enter school at a significant disadvantage (Early et al., 2007). Risk factors cited 
for children include low household income, minority group status, non- 
English-speaking homes, single parents, large households, a disabling condi- 
tion, a mother who became pregnant as a teen and who did not finish high 

school, and those behind in language and intellectual development by the 

time they start nursery school (Hofferth et al., 1994, p. iii). In the United 

States, bills have been introduced in the U.S. Congress for years, proposing 

legislation to support early childhood education, reflecting pressure on gov- 

ernment and work institutions from women’s groups and others advocating 

for children. The federal government has developed several programs 

including provisions in the No Child Left Behind act and “ready to learn” 

initiatives for preschoolers. Although the government does fund “model” 
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programs such as Head Start, so far much of the legislation for early child- 

hood education has been defeated, despite the growing number of working 

mothers with children under age five needing day care. In 2004-2005 over 

800,000 or 17 percent of the nation’s four-year-olds attended state-funded 

preschools (Barnett et al., 2005). Approximately 500,000 four-year-olds were 

in federally supported Head Start programs (Early et al., 2007; U.S. 

Department of Health and Human Services, 2006). 

Those favoring early childhood education pose several arguments: 

1. Early childhood education provides valuable learning experiences not 
always available at home. 

2. Young children need to interact with children and with adults other 
than their parents. 

3. Parents and siblings are not always the best or most capable handlers 
of children. 

4. For many families, day care is necessary because both parents must 
work; in the case of single-parent families, the only alternative may be 
child care. 

5. A good day care center is often preferable to leaving a child with rela- 
tives or neighbors (Ochiltree, 1994). 

Studies show that disadvantaged children are behind at the “starting 
gate”; they begin their education with lower cognitive skills than those children 
from higher socioeconomic levels and often end up in the worst schools (Lee 
and Burkam, 2002). Evidence from evaluations of preschool programs in the 
United States shows that preschool experiences help brain development, espe- 
cially for at-risk children, and provide a foundation for later school success 

(Early et al., 2007, p. 558; NICHD, 2005). 

Studies of access to and quality of preschool programs for at-risk 
children indicate that the quality of preschool programs such as Head 
Start and Early Head Start (for children from birth to three-year-olds) is 

comparable with that for high-income children, but not all qualified 
children have access to the programs, usually due to lack of funding. 
Infant and Toddler Early Head Start programs help to overcome problems 

such as lack of prenatal care, parent isolation, substandard child care, 

poverty, inadequate health care, and lack of crucial brain development 
(National Research Council, 2000). Consider the following summary 
of findings for Head Start children compared with those not attending 
Head Start: 

Cognitive benefits: Less grade repetition in later schooling; reduced 
need for special education; higher high school graduation rates and col- 
lege attendance than those not attending Head Start; more Head Start 
parents reading to their children; less absenteeism; and higher skills in 
numbers, language, physical development, and social conduct—that is 
higher readiness to learn. 
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Economic benefits: Society receives nearly $9 in benefits for every $1 
invested in Head Start children (earnings, employment, family stabil- 
ity, decreased welfare dependency, crime costs, grade repetition, and 
special education). 

Health benefits: Children receive health care screenings, dental 
exams, and other family services not readily available to non-Head 
Start counterparts; children are more likely to have all immunizations; 

and children are in excellent or very good health. 

Social benefits: Less involved in crime and fewer arrests; fewer young 
and out-of-wedlock births; more cooperative behavior and less behav- 
ior problems; and higher achievement motivation and self-esteem 
(National Head Start Association, 2007). 

This positive report card for Head Start programs has resulted in many 
advocating for funding to enroll all young children who qualify. 

Early childhood education is not a substitute for many home care situ- 
ations, but it can provide children with experiences that go beyond those 
received at home. The goal of these programs is to provide developmental 
experiences that will help children in later schooling. Although the debate 
over whether early childhood education should take place primarily at 
home or in preschool is likely to continue, the need for care will not diminish 
as more parents work outside the home. 

Applying Sociology to Education: What impact might early child- 

hood education have on children from different backgrounds? Should 
some or all children be removed from home for part of the day? 

Role of the Media and Commercials in the Function 

of Socialization 

Socialization agencies complement and compete with schools for the 
attention of students. Commercial ventures and the media are two such 
agencies. Walk into schools and classrooms across the nation and witness 
big business advertising on school book covers with corporate logos, 
product names in textbook examples, soda companies with exclusive 
rights at schools, and advertisements on TV monitors (Baker, 2001). Tune 

into the free Internet access sponsored by an advertising agency that pro- 

vides special offers to students watching the screens. The equipment may 

have been provided free by marketing research firms who then have 

access to students for advertising and focus group research. And Coke or 

Pepsi may be the “official drink” of the school in exchange for providing 

technology and equipment (Brighouse, 2005; Labi, 1999, pp. 44-45). But 

here is the controversy: Should schools be in the business of promoting 

certain products or encouraging directly or indirectly students to drink 
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pop, eat candy and sweetened cereals, or indulge in any number of other 

commercial products? 

Big business has a vested interest in promoting and supporting educa- 

tion to prepare a trained and competent workforce. It also wants to sell prod- 

ucts. Controversies continue over the increasing influence of businesses that 

have money, and schools that don’t, but that need money to buy equipment 

and supplies. What is undue influence on schools? Are businesses and other 

interest groups affecting what is taught and how it is taught? These are some 
of the concerns raised by parents and watchdog groups about the impact of 

business inside schools. 
Television is another controversial agent of socialization. “Most children 

plug into the world of television long before they enter school: 70 percent of 
child-care centers use TV during a typical day. In a year, the average child 
spends 900 hours in school and nearly 1,023 hours in front of a TV” (Gavin, 

2005, p. 1); that is about four hours of TV a day. During the first two years of 
life, TV reduces the child’s ability to explore, learn, interact, play, and develop 
important skills. Children who watch more than four hours of TV a day are 
more likely to be overweight, believe the world is scary (from watching vio- 
lent shows), and have gender and racial stereotypes reinforced (Gavin, 2005). 

The average child sees 200,000 violent acts on TV by age 18, and the list of 

effects from excessive TV watching goes on. 
Channel One, started in the spring of 1990 by Whittle Communications, 

promised to bring video technology and innovative news programming to 
U.S. classrooms for grades 6 to 12. “They provide schools with television and 
video equipment on the condition that the schools agree to have their stu- 
dents watch 12 to 13 minutes of Channel One programming a day” 
(Brighouse, 2005, p. 529). In exchange, the broadcasts have two minutes of 
this time for commercials, reaching an attractive target group for many com- 
panies. Currently, more than 12,000 schools, or 350,000 classrooms, across the 

United States and 8 million teens—that is, 40 percent of 12- to 18-year-olds in 

the United States—receive the ten-minute news programs and two minutes 
of commercials every school day (Brighouse, 2005). 

Those two minutes of advertising for such products as snack foods, 
personal care products, movies, clothes, and electronics have created contro- 

versy in many school districts. Although the advertisements help pay for the 
equipment given to each school—satellite dish, TV in every classroom, 
videotape recorders, instructional videos, and public service announcements 

to stay in school and stay off drugs—some argue that it is inappropriate for 
schools to be involved in influencing students to buy certain products. This 
is especially important with the “fat” epidemic of overweight children. 

Evaluation studies of Channel One programming showed that students 
liked the news stories and that they had already seen most of the advertise- 
ments on T'V (Tiene and Whitmore, 1995). Teachers approve of the programs, 
rating them A—/B+, and 61 percent of principals believe their schools are better 
because of Channel One (Johnston, 1995). Yet not everyone agrees that Channel 
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One is a valuable informational resource; critics argue that it promotes com- 
mercialism, wastes class time, and ultimately costs taxpayers $1.8 billion in lost 
teaching time (Brighouse, 2005; Hayes, 1999; Sawicky and Molnar, 1998). 

When TV first became widespread in the 1950s, many thought that it 
would solve educational problems and bring education to millions around 
the world. To some extent this has been realized. TV satellites and distance 
education beam a variety of programs to many nations and rural areas, rang- 
ing from basic literacy training to advanced college courses. Satellite trans- 
mission has made education accessible to a worldwide population and 
spread culture and ideas. However, the controversy is this: Do the educa- 

tional benefits of TV outweigh the negative outcomes? Concerns focus on 
the unrealistic and unflattering picture of the West; school achievement and 
the amount of TV watched; TV’s possible distortion of information; and TV’s 

effects on negative behaviors, such as aggression and suicidal tendencies. 
The evidence regarding TV watching and school achievement is mixed; 

more TV means less time for other activities, such as reading and homework. 

On average, TV watching lowers achievement if it is excessive. The highest 
achievement has been found among those who watch up to ten hours of TV 
per week, and the lowest among those watching 30 to 40 hours a week. Thus, 
limited TV watching, depending on the type of shows watched, can positively 
affect the way we think and learn. Although TV viewing may be satisfying dif- 
ferent needs than those satisfied by reading and other activities, reading for 
pleasure is more beneficial to achievement. Yet according to a survey, 
“Reading At Risk,” literary reading declined 10 percent from 1982 to 2002 
(National Endowment for the Arts, 2004), with 18- to 24-year-olds showing the 
steepest declines. Less than half of the adult population in the United States 
reads literature, and other types of reading such as newspapers are declining 
as well (Whelan, 2004). With this has come a decline in vocabulary (Glenn, 

1994). Interestingly, a survey of students indicates that 40 percent prefer read- 
ing to TV, yet most spend twice as much time watching TV as they do reading. 

Why this decline, especially among younger groups? Some experts 
point to the Internet, e-mail, iPods, and Blackberries (Whelan, 2004). 

Education level and family income in addition to other variables such as race, 
sex, parental education level, educational resources, and intelligence also 

play a role in TV and reading behaviors. For those concerned about the 
amount of viewing, it may be encouraging to know that the national poll on 
“TV watching as the favorite pastime of Americans” was down from 46 per- 
cent in 1966 and 1974, to 33 percent in 1986, and 31 percent in 1999. Reading 
was the favorite evening recreation for 18 percent of adults (Newport, 1999a). 

Teachers complain that the TV generation expects to be entertained in 

school or they “turn off.” There is some support for the “distraction hypoth- 

esis,” which contends that exposure to TV leads to intolerance for the “slow” 

pace of schooling. The concern that we become mesmerized by the tube has 

led some critics to question whether we are critical enough in our TV watch- 

ing. Perhaps the most serious controversy centers on the behavioral effects of 
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TV watching. The concern is that TV socializes children into antisocial, 

aggressive behaviors. What kind of teacher is TV? Violence for entertain- 

ment teaches that violence is “legitimate, justified, rewarded, effective, clean, 

heroic, manly” (Slaby, 1994, p. 81). The sights and sounds on video games, 

films, and TV cartoons influence children. 

Despite criticisms from citizens’ groups, TV executives say they are “giv- 
ing people what they want.” Yet a poll conducted in the wake of the Columbine 
massacre found that many Americans believed that media-portrayed violence 
leads to real-life violence (Newport, 1999b) and that as a nation we have become 

desensitized to violence (Smith, 1993). Congress responded to Americans’ con- 
cerns by requiring that all TV sets 13 inches or larger and manufactured after 
January 1, 2000, be equipped with a V-chip. The V-chip, or violence chip, allows 

parents to control what their children watch based on program ratings pro- 
vided by the networks (Newport, 1999a; Federal Communications 

Commission, 1999). The type of TV children watch can be controlled by parents 
with the V-chip, but more ratings of TV shows are needed and parents must 
take the lead on this if it is to be effective (Broman and Paris, 1999). 

Clear evidence regarding the impact of TV on socialization and learn- 
ing comes from two areas. First, parental involvement in children’s TV 

watching has a powerful effect on its impact. Concerning elementary school 
children, the child’s cognitive and behavioral tendencies are correlated with 
several aspects of family patterns, two of which are especially relevant to 
TV watching: parents who play an active role in helping children under- 
stand the world around them, including what they see on TV, and parents 

who watch a limited amount of television. The second source of evidence 
comes from studies of children’s educational television, such as Sesame 

Street, which generally show positive outcomes for children (Biagi, 1998). 
In 1990, Congress passed the Children’s Television Act with the goal of 

making TV programming more educational and discouraging commercial 
TV. Pressure from lobbying groups, such as Action for Children’s 
Television, has resulted in less inappropriate advertising on children’s tele- 
vision. Advertisements on children’s TV are limited to 10.5 minutes an hour 
on weekends and 12 minutes per hour on weekdays, and no advertising is 
allowed in programming (Brown, 2004). Some schools offer programs to 
educate children about the effects of TV and about how to be sophisticated 
viewers. The Children’s Television Workshop (the producers of Sesame 
Street) and CNN Newsroom are making specific episodes available to teach- 
ers through an index system, and educational computer and video games 
have been developed. Thus, children are constantly bombarded by new 
exciting stimuli. The battle for the minds of children will continue. 

Applying Sociology to Education: What issues do you see in the com- 
mercial use of TV in schools? How should parents make decisions about 
what children watch on TV? 
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THE FUNCTION OF CULTURAL TRANSMISSION AND PROCESS 
OF PASSING ON CULTURE 

“The educational foundations of our society are presently being eroded by a 
rising tide of mediocrity that threatens our very future as a Nation and a peo- 
ple. What was unimaginable a generation ago has begun to occur—others are 
matching and surpassing our educational attainments. ... [W]e have, in 
effect, been committing an act of unthinking, unilateral educational disarma- 
ment” (Bell, 1983, p. 5). This statement from the 1983 U.S. report A Nation at 
Risk opened a floodgate of questioning and self-criticism. 

With these hard words to the American people came concern about the 
“cultural literacy” and illiteracy of the United States. Are young people 
learning the very core of knowledge that holds a nation together with a com- 
mon thread—information that is understood and shared by all? Some argue 
that this knowledge core has slipped in several ways (Hirsch, 1987, p. 152). 
For instance, they point out that we no longer teach many of the classics in 
Western literature that they argue form the core. Others argue that the “core” 
has changed and a multicultural curriculum is relevant to today’s society. 
Conflicts occur over why illiteracy is high among certain groups, how to 
raise literacy levels, funding for special programs, and questions of what 
content to teach. In this section we explore literacy, learning, and what 

should be taught and how. 

Literacy, Illiteracy, and Cultural Transmission 

Imagine going into a store and not being able to read the labels on the cans. 
Illiteracy among young people and adults is a problem that many of those 
affected try to hide, yet 14 percent (30 million) of U.S. adults aged 16 years 
and above have “Below Basic” skills (“no more than the most simple and 

concrete literacy skills”) and 29 percent (63 million) have “Basic” skills (“can 

perform simple and everyday literacy activities”) (National Assessment of 
Adult Literacy—NAAL, 2003). Figure 2.1 shows literacy rates (from NAAL: 
Key Findings, 2003). 

In the “Below Basics” group, 55 percent are not high school graduates; 

44 percent had no English skills before starting school; 39 percent were 
Hispanic and 20 percent African American; 26 percent were aged above 65; 
and 21 percent had multiple disabilities. Immigrants and family mobility 
account for a large percentage of those with poor literacy skills (NAAL, 
2003). There has been no change in the literacy rates between 1992 and 2003, 

although quantitative skills have risen slightly. The low level of scientific lit- 

eracy is also of concern; yet interestingly, 80 percent of the public feel that 

supporting basic scientific research is important (Center for Science and 

Technology Policy Research, 2004). 
Educational researchers are examining why nine out of ten children 

who start 1st grade in the bottom reading group stay there throughout ele- 

mentary school. Currently, there is a hodgepodge of programs for teaching 
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Prose Literacy 

@ Below Basic: 

© no more than the most simple and concrete literacy skills 

@ Basic: 

© can perform simple and everyday literacy activities 

@ Intermediate: 

© can perform moderately challenging literacy activities 

® Proficient 

© can perform complex and challenging literacy activities 

30 63 oD 28 
MILLION MILLION MILLION MILLION 

VE a ae ie ence PS 

Below Basic [| Basic | Intermediate ee Proficient 

Adults With Below Basic Prose Literacy 

Performance in 2003 

@ Several population groups are overrepresented in the Below Basic level. 
For example, 55 percent of adults with Below Basic prose literacy did not graduate 
from high school, compared to 15 percent of adults in the general population. 

Percent in Prose Below Percent in Total NAAL 
Basic Population Population 

Did not graduate from high 55 We) 
school 

No English spoken before 44 13 
starting school 

Hispanic adults 39 12 

Black adults 20 12 

| Age 65+ 26 15 

. | 
| Multiple disabilities 21 9 

gle 

FIGURE 2.1 Number of adults in each prose literacy level. 

Source: National Assessment of Adult Literacy (NAAL). 2003. National Center for Education 
Statistics. Available: http: //nces.ed.gov /naal/kf_demographics.asp (Retrieved: July 21, 2007.) 
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reading. For some children, new and coordinated approaches to reading 
may be key. Some advocate a return to phonics-based reading for low- 
income children instead of the whole-language approach, which works bet- 
ter with at-home support of reading. Others argue that the money spent on 
intensive, personalized education early in a child’s education more than 
pays off later. For older students, educators are trying everything from tying 
drivers’ licenses to academic performance and staying in school, to offering 
literacy training in alternative locations such as work settings. 

The number of first-year college students who are unprepared for 
college-level work is also alarming. American high schools are not adequately 
preparing students for later success in college (The Education Trust, 2005). 
“Only 32 percent of 18 year olds in U.S. public high schools possess the mini- 
mum qualifications needed to attend a four-year college; for African American 
students, the percentage of college-ready students falls to 20 percent, while 
only 16 percent of Hispanic students are at least minimally prepared” 

(Stewart, 2004). Data show that 13 percent of college students are in remedial 
reading, 17 percent are in remedial writing, and 24 percent are in remedial 
mathematics courses. Studies also show that scientific illiteracy is widespread 
(NCES, Condition, 1999), 

Worldwide the number of literate citizens is increasing; the number of 

illiterate adults fell from 22.4 percent in 1995 to 20.3 percent in 2000, and if 
the current trends continue it should drop to 16.5 percent by 2010. Asia and 
Africa saw the greatest gains in literacy. Women make up two-thirds of the 
world’s illiterate adult population, but their rates of literacy are increasing 
faster than men. In Africa, for example, now just under half of the women 
are illiterate. The countries that have the highest illiteracy rates are also the 
poorest countries in the world (UNESCO Press, 2003; Wedgeworth, 2003). 

Some Factors Affecting Learning 

Learning as a process is influenced not only by the teacher, the techniques 
used, the classroom setting, and the formal or informal material being 

taught, but also by the child’s ability, motivation, interest in the subject mat- 

ter, readiness to learn, retentiveness, values and attitudes, relationship with 

the teacher, feelings about self and ability, relationships with peers, back- 

ground experiences, home life, encouragement from home, and a myriad of 

other factors. Also of importance are the environmental pressures for learn- 

ing, the time allotted for learning, family support for learning, and the 

atmosphere of the school and classroom. Children’s learning experiences 

differ as a result of such variables as race, gender, and class. Thus, it is super- 

ficial to explain learning differences among children by one primary factor, 

such as intelligence. 
Because of the No Child Left Behind accountability movement, the back-to- 

basics movement, and concerns about declining achievement-test scores, high 

school curricula have undergone significant changes. There has been particular 
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emphasis in the areas of math and science, where educators believed that the 

United States was losing whatever competitive edge it may have had, espe- 

cially in high-tech areas. “The low level of scientific and technological literacy 

in our society is deplorable, and the trickle of talent flowing into careers in engi- 

neering, mathematics, and the sciences . . . is deeply disturbing” (National 

Science Foundation, 1992, p. 1). So begins a National Science Foundation evalu- 

ation of science and math curricula in the United States. 
Asa result of tougher high school requirements, high school graduates 

are taking more academic courses, especially in math and _ science. 

Achievement results have also risen, with proficiency scores on the National 

Assessment of Educational Progress (NAEP) math and science tests increas- 
ing nine points from 1990 to 1996 (NCES, Condition, 1999). 

Many factors affect math and science education. Some universities are 
providing special programs for younger students, especially women and 
minorities, to encourage them in math and science. Some businesses are 

even promising high school graduates free college educations for staying in 
school. Other reports and plans such as No Child Left Behind have followed A 
Nation at Risk; some are sponsored by foundations, others by government 
agencies or academicians. Some suggest tighter control over curriculum and 
requirements, and changes in teacher education so that teachers specialize in 
an area of teaching expertise rather than a general curriculum. Structural 
and funding changes are also recommended (this will be discussed in later 

chapters) (The Center for Comprehensive School Reform and Improvement, 

2005; SchoolMatters, 2006). 

Whatever the recommendations, positive trends in achievement are 

beginning to emerge in the United States. For instance, the achievement 
levels of students are where they were in the 1950s and 1960s, and the 
majority—minority disparities are declining and are much smaller than in 
previous decades (Alexander, 1997). 

How to Pass On Culture 

The debate over how to pass on culture covers issues from what materials, 
textbooks, and technology to use, to what philosophy of education should 
govern decision making. This section focuses on two issues related to pass- 
ing on culture: what teaching techniques are most effective in producing 
learning outcomes and what role critical thinking plays in education. 

Arguments about philosophy of education pit the “back-to-basics” and 
accountability advocates, who stress basic skills and testing, against the 
“progressive” educators, who argue that education must be relevant to the 
surrounding environment and future social civic participation of students. 
For much of the history of formal education, children have been taught those 
things that were regarded as important for the community and for the chil- 
dren’s prosperity in it. John Dewey (1916) made a great impact on education 
with the idea that learning could be more effective if it were relevant to the 
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lives of children. Dewey’s progressivism contended that schools were irrele- 
vant to the daily lives of most children, and, therefore, an alienating experi- 
ence; techniques of memorization and authoritarian atmospheres were not 
conducive to learning. He proposed using the children’s experience and 
involving them actively in the learning process. His extensive writings have 
been interpreted, misinterpreted, and modified, but they have influenced all 
movements in education since the turn of the twentieth century, including 
current postmodern and constructivist movements. Going beyond Dewey’s 
ideas are child-centered curricula that focus on learner needs and interests, 
are highly flexible, provide many options to the learner, and involve learners 
in planning their own curricula around their needs. Some free, alternative, 
and charter schools have adopted these ideas. 

Recent movements to improve the passing on of culture have included 
“writing-across-the-curriculum,” computers in the classroom, accountability 
and assessment, stricter discipline and increased homework assignments, 

and critical thinking and deep learning—that is, reflective and reasonable 
thinking that is focused on deciding what to believe or do. Some of these 
ideas result from social forces—achievement-test scores, criticisms of 

schools, and the lack of correspondence between demands to think more 
maturely and what the school program teaches. The idea of critical thinking 
contrasts with educational styles that concentrate only on facts. Related to 
Bloom’s (1976) taxonomy and “higher order thinking skills,” critical think- 
ing and deep learning require one to evaluate evidence and support conclu- 
sions before making decisions. 

Some teachers do include elements of critical thinking and deep learn- 
ing in their teaching, but it is more often found in classrooms of college- 
bound or brighter students, not in classrooms for children who are most 
likely to hold working-class jobs and where such thought processes would 
lead to change in the system through which minority children are taught. All 
students need to be able to express their thoughts cogently in oral and writ- 

ten form, and to evaluate their value stances on issues. Training in critical 
thinking aids in these processes, but it is not equally available to all. 

Recent reports (Chaddock et al., 1999) on the status of education in the 
United States have made many recommendations, among them longer 
school days and year-round school (Stedron, 2007), tougher graduation stan- 

dards, stronger curriculum and instruction (Craig and Dillon, 2007), profi- 

ciency exams for promotion, intensive work with bi-literate students 

(Komoski, 2007), smaller schools and classes, and more homework. As a 

result, changes are taking place in districts across the country. 

What Culture to Pass On 

Another debate related to cultural transmission focuses on what is taught in 

schools. What culture is transmitted and what should be transmitted? 

Who should decide these difficult questions? What should be the goals of the 
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curriculum? In every society there are expectations, usually unwritten, con- 

cerning what a successful adult should be able to do, and related ideas about 

the “products” or “outputs” of schools. An assumption built into the cur- 

riculum is that there are desired changes to be made in the students’ existing 

knowledge by the introduction of new ideas, by the correction of misconcep- 

tions, or by additions to existing knowledge. The curriculum provides for 

instruction in areas seen as desirable through “planned experiences.” 

WHO SHOULD MAKE DECISIONS CONCERNING CURRICULUM CONTENT? We 

have mentioned environmental influences on curricular decisions. Many 
groups vie for decision-making responsibility, and many have an influence 
on decisions. Because educators have been professionally trained to deal 
with matters related to education and the curriculum, they naturally prefer 
to keep decision making in the schools, removed from external politics and 
other pressures. Educators have used various techniques to maintain control 
of educational decisions and to keep schools independent of external influ- 
ences; controlling information about what is going on within the school, 
releasing selected positive information, and assigning sympathetic commu- 
nity members to committees are examples. 

“Academic freedom” refers to attempts by schools and colleges to mini- 
mize control and influence on teachers and curricula, primarily from the exter- 
nal environment. Schools can maintain this autonomy to the extent that their 
program and staff remain uncontroversial. Should controversy arise, however, 

autonomy may be threatened. Education is an open system and, therefore, 
subject to pressures and scrutiny from the environment. 

In heterogeneous societies without centrally run educational systems, 
curriculum planners face pressures from many diverse individuals and 
groups. In centrally run state systems, decisions are more protected from 
public scrutiny and challenges. The United States is an example of a hetero- 
geneous society and a federally decentralized system. 

WHAT SHOULD BE TAUGHT? What is being taught in the formal curriculum 
can be fairly easily and accurately determined, though the range is great. 
Examining curriculum plans and textbooks provides a start. Generally, cur- 
riculum plans in primary schools focus on developing basic skills; secondary 
schools refine these skills and add content. Math, language skills, science, art 

and music, social science, physical education, and history are common compo- 
nents of secondary school curricula. What is controversial in many communi- 
ties is the transmission of specific content, such as religious or sex education, 
because questions of responsibility and control of knowledge by family or 
educational systems are raised. 

Consider the Scopes trial in Dayton, Tennessee, 1925, in which a public 
school teacher was convicted of violating a state law that prohibited the 
teaching of evolution in public school. This battle over content continued 
with the Bryan v. Darrow case over what religion to teach. In the 1960s the 



Chapter 2 * Conflicting Functions and Processes in Education 51 

Supreme Court banned teacher-led prayers and Bible readings. In the 1980s, 
minority rights were the theme for separating church and state schools. 
Battles are still being waged today in communities from Pennsylvania to 
Missouri, reflecting the diverse populations that make up the United States 
and their desires to have their positions heard, respected, and reflected 
(Zimmerman, 2002). 

Functional theorists see schools as transmitting those parts of the cul- 
ture necessary to perform successfully in the adult world. Schools provide a 
transition from the warm, protective, accepting environment of the home to 
the competitive, performance-oriented atmosphere of the work world. 
Children learn that in school the same rules are supposed to apply to all. In 
this way schools are believed to serve the crucial function of preparing 
young people for society (Dreeben, 1968; Parsons, 1959). 

Conflict theorists view the cultural transmission of these values and 
norms as serving the needs of a capitalist society rather than those of indi- 
viduals who are dehumanized and alienated by the process (Bowles and 
Gintis, 1976). Schools are seldom completely effective in transmitting these 
cultural values, however, as exemplified by the disruptions and rebellions in 
many schools. Jackson, Boostrom, and Hansen (1993) evaluate the many 

ways, formal and informal, that values are taught in schools; some of these 

values become part of the hidden curriculum, discussed in Chapter 8. 
What is being taught reflects forces both inside and outside the school. 

Internal educational forces are those that have a direct influence on the cur- 
riculum and processes of the school. For example, teachers and principals may 
express preferences for certain materials and classroom organization and 
reject others, and the structure, composition, hierarchy, philosophy, and archi- 
tecture of any one school influence the curriculum content within that school. 

In addition to the internal educational forces affecting curricula, there 

are many environmental factors outside the school. Recall that in the systems 
model, the environment includes all those factors outside the school that 

influence what happens within it. Consider the following: 

1. Local, state, and federal regulations stipulate certain curricular require- 
ments. For instance, a state board of education may require that a cer- 
tain amount of state history be taken before students can graduate. The 
federal government may require that a certain curricular content be 
included as a stipulation for receiving federal money. 

2. Accrediting agencies reflect state or regional decision making con- 
cerning school standards, and they may specify required aspects of 

curriculum. 
3. Testing services that develop achievement tests for different grade lev- 

els and for college entrance do much to influence knowledge material 

taught. Some states require skills tests for graduation from high school. 

4. National studies, reports, and reform plans include recommendations 

for change in the curriculum (Anderson, 1995). 
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Curriculum content is influenced by certain concerns and trends in 

society. Women’s studies, minority studies (African American, Chicano, 

Native American, Appalachian, Chinese), multicultural and bilingual educa- 

tion, environmental studies, urban studies, drug and sex education, technol- 

ogy literacy, school-to-work curriculum, community service, and service 

learning are among the subjects that have been introduced into curricula as a 

result of societal trends. 
The call for curricula that fairly represent the history and current status 

of minorities in the United States has led to the multicultural educational 
movement. Teaching race, class, and gender issues is receiving increasing 

attention (King, 1999, 1990). Some advocate courses and programs on spe- 
cific minorities; others push for an accurate portrayal within the existing cur- 
riculum of minority history and contributions. Still others advocate global 
studies to familiarize students with the world issues that affect them. 
Sociologists are uniquely qualified to develop cross-cultural models for cur- 
ricula that take into consideration micro- and macro-level explanations of 
societies and change. 

Attempts to pluralize the curriculum have met with criticism from 
those who oppose reducing or eliminating teaching of traditional Western 
culture, which has been at the core of most courses of study in U.S. high 

schools and colleges. They feel that altering this core reduces the common 
learning experience that holds the United States together. Recommendations 
to change minority education stress the need for reform from preschool to 
graduate school (The Carnegie Corporation, 1990). These ideas may prove 
passing fads, or they may be integrated into the curriculum, or they may 
remain distinct fields of study. Whatever the case, those with power in soci- 
ety generally make educational decisions. 

We now discuss briefly three areas of curriculum decision making that 
have created heated controversy in many communities and that reflect the 
diversity in U.S. society: sex and drug education, creationism, and censor- 
ship of textbooks. 

Applying Sociology to Education: What should be taught in schools, 
and who should make the decision(s)? What factors are you taking into 
account in answering these questions? 

SEX AND DRUG ABUSE EDUCATION. Schools as condom dispensaries? A few 
years ago this idea was unthinkable, but with the threat of AIDS and other 
venereal diseases confronting more and more teens, “condom sense is com- 
mon sense.” School boards across the country debate the issue of “what cul- 
ture should be taught,” while a growing number of urban school systems, 
including New York, Philadelphia, and Los Angeles, are making condoms 
available in attempts to prevent teen pregnancy, venereal disease, and AIDS. 
The former Surgeon General of the United States, Dr. Jocelyn Elders, was 
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dismissed because of her controversial frank speech on the topic of teenage 
sex, and the 2002-2006 Surgeon General, Dr. Richard H. Carmona, testified 
that he was muzzled when talking about sex education policies. 

Sex and AIDS education are increasing, despite objections from some 
parents and community groups who argue that discussion of these topics 
belongs in the home. They feel schools should discourage sexual activity, not 
“encourage” it through classes and the distribution of condoms. Yet recent 
studies indicate that “making condoms available in high schools does not 
increase sexual activity among students, but does raise condom use by those 
already sexually active. . .” (Loughrey, 2003; Poppen, 2005). Others argue 
that, if sex and AIDS education are part of the curriculum, moral education 
should be as well. Three main approaches to sex education have been debated: 
abstinence-only programs, sex education programs, and making condoms 
available along with sex education in schools (Kirby, 2000). Fifteen percent of 
Americans surveyed believe in abstinence-only education, 46 percent believe 
in “abstinence-plus” (teaching about condoms and contraception while advo- 
cating abstinence), and 36 percent believe education should be about how stu- 
dents can make responsible decisions about sex (“Sex Education in America,” 
2004). The fact is that American teens are sexually active at increasingly 
younger ages. The number of women between ages 15 and 19 having sexual 
intercourse now equals that of men, both between 46.8 and 48 percent (Eaton, 

2006, p. 19; National Survey of Family Growth, 2006). Women who see little 
future opportunity in school or work tend to become sexually active earlier 
than those who feel in control of their futures. Other high-risk activities such 
as using drugs, participating in criminal activities, and engaging with multiple 
partners are associated with early sex. Despite the general increase in contra- 
ceptive use, studies show that teenage girls are less likely than older partners 
to be protected. 

Schools and family provide only part of the sex education children 
receive. Children are bombarded with sexual messages in U.S. and other cul- 
tures: pornography in magazines and on the internet, music videos with 93 

sexual situations (some hard core) per hour, and 83 percent of the top 20 
shows watched by teens including sexual content. Watching more than 14 
hours of rap music videos per week is correlated with teens having multiple 
sex partners. On the contrary, later onset of sexual intercourse was found in 

students aged 15-19 in the following situations: parents were more edu- 
cated, supportive family relations, parental supervision, sexual abstinent 

friends, good grades, and church attendance (National Survey of Family 

Growth, 2006). 
The controversy over sex education represents a conflict between inter- 

est groups in the United States. It is unlikely to be resolved at the national 

level, but local school systems may be able to find compromise resolutions. 

Even the federal government enters in; the Surgeon General of the United 

States has weighed in supporting comprehensive sex education programs 

and discussion of condom use. 
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One of the U.S. public’s top concerns about schools, rated number 4 in 

a nationwide poll in 2006 and for several years before that, is drug use. This 

concern is understandable considering the attention given to drug use 

among teens; however, according to the “Monitoring the Future” survey 

given regularly in schools, there has been a decade-long drop in illicit drugs 

and alcohol use. The 2006 survey indicates that 21 percent of 8th graders, 36 
percent of 10th graders, and 48 percent of 12th graders had taken an illicit 
drug during their lifetime. Marijuana, the most widely used drug, dropped 
in usage for the fifth consecutive year, but not among 8th graders. One dis- 
turbing fact is that prescription-type drug (Oxycontin, Vicodin, sedatives, 
and amphetamines) use remained high (Serwach and Meyer, 2006). 

For many teens, the preferred drug is alcohol, though reported usage 
has decreased slowly. Messages are passed on through our culture about 
usage from parents, advertising, and peers. Many underage drinkers are 
children of alcoholic parents (McEvoy, 1990). Factors that increase the proba- 
bility of drug use include a history of family crime, drug use, or alcoholism; 
poor child-rearing patterns; low investment in education, delinquent behav- 
ior, or academic failure; and early use of drugs. These children are at higher 
risk for being abused, attempting suicide, running away, delinquency, and 
poor school achievement. Rehabilitation programs that deal with both the 
abuse and the causes of abuse are most effective in fighting the problems. 

The problem of drug abuse among students as well as others was 
brought into the limelight with the death of several prominent figures in the 
sports and entertainment world and reports of extensive misuse of steroids 
and other drugs among athletes. Each federal administration has proposed 
programs to fight abuse. In some school districts, anti-drug programs have 
included searches and urine tests for drug use, but those opposed to drug 
testing and searches argue that searches are an invasion of privacy, and such 
practices have met with court challenges. Those in favor of searches and test- 
ing argue that resources should be in place for students with problems and 
that findings can be kept confidential. This issue is not going away; finding 
an acceptable approach is the problem (Office of National Drug Control 
Policy, 2006). 

The most successful programs seem to be those that deal with both life 
skills and social influences beginning before middle school. Thus, the most 
promising strategies are comprehensive—encompassing peer groups, fami- 
lies, schools, media, community organizations, and a wide variety of 

approaches that provide information, develop life skills, use peer facilitators, 
and change community policies and norms (Menehan, 2007). Drug Abuse 
Resistance Education (DARE) is one such program; it begins in elementary 
school and ends with a pledge by students to stay off drugs. In fact, DARE 
has become an international movement. 

Substance abuse and other problems point again to the controversy— 
the role of schools versus families in educating students. Should the 
schools offer drug and alcohol counseling and rehabilitation; sex and AIDS 
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education; pregnancy counseling and testing; contraceptives; and suicide- 
prevention programs? Or should these “personal and moral matters” be 
left to families? 

Applying Sociology to Education: What should be the school’s role in 
teaching about moral issues? Who should make these decisions? 

CENSORSHIP OF TEXTBOOKS AND LIBRARY BOOKS. Obscenity, sex, nudity, 

political or economic “bias,” profanity, slang or questionable English, racism or 
racial hatred, and antireligious or anti-American ideas all have been cited as 

reasons for censoring text and library books in schools. Censorship refers to 
“the removal, suppression, or restricted circulation of literary, artistic or educa- 
tional materials... on the grounds that these are morally or otherwise objec- 
tionable in light of the standards applied by the censor” (Cromwell, 2005). Such 
books as Rumplestiltskin, Madame Bovary, Soul on Ice, The Grapes of Wrath, 

Shakespeare’s Hamlet, Chaucer’s The Miller’s Tale, and Aristophanes’ Lysistrata 
have been on the “hit list” of organizations attempting to ban books. Some of 
the books that have been controversial and most frequently censored in recent 
years include books often assigned in high school English classes: Sophocles’ 
Antigone, Huxley’s Brave New World, Salinger’s The Catcher in the Rye, Heller’s 

Catch-22, Steinbeck’s The Grapes of Wrath, Shakespeare’s The Merchant of Venice, 
Orwell’s 1984, Vonnegut’s Slaughterhouse-Five, and Lee’s To Kill a Mockingbird 

(Simmons, 1994). The most frequently mentioned reasons for objection to these 
books are their vulgar language, profanity, and sexual content. Other targeted 
books and the reasons given for the challenge include The Diary of Anne Frank (a 
passage suggests that all religions are equally valuable); The Lion, Witch and 
Wardrobe, Harry Potter books, Cinderella, The Wizard of Oz, and Macbeth (depic- 

tions of good witches and witchcraft, and references to the occult); Romeo and 

Juliet (romanticization of suicide); Ordinary People by Judith Guest (depressing 
and obscene); Alice Walker’s The Color Purple (troubling ideas about race rela- 
tions and human sexuality); and Adventures of Huckleberry Finn (for offensive 

language and the portrayal of African Americans) (American Library 
Association, 2006; Hodges, 1995, p. 16). In 2004 The Chocolate War topped the 
most challenged book list (American Library Association, 2005), and in 2005 Its 

Perfectly Normal gained the top spot. Box 2.1 lists the ten most frequently chal- 
lenged books in 2006 (American Library Association, 2007). 

The issue is whether concerned parents and groups have the right to 
have certain material removed from classes and school libraries, especially if 

they represent only a small percentage of the parents, but are organized and 
supported by national groups giving them influence in their communities. 

The Supreme Court ruled in Island Trees School District v. Pico (1982) that “local 

school boards may not remove books from school library shelves simply 

because they dislike the ideas contained in these books.” Rather, they must 

ensure that the books are not being removed in order to deny students access 
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“The 10 Most Challenged Books of 2006” 

And Tango Makes Three, Justin Richardson and Peter Parnell (for homosexuality, 

anti-family, and unsuited to age group). 

Gossip Girls, series by Cecily von Ziegesar (for homosexuality, sexual content, drugs, 

unsuited to age group, and offensive language). 

Alice, series by Phyllis Reynolds Naylor (for sexual content and offensive language). 
The Earth, My Butt, and Other Big Round Things, by Carolyn Mackler (for sexual con- 

tent, anti-family, offensive language, and unsuited to age group). 

The Bluest Eye, by Toni Morrison (for sexual content, offensive language, and 

unsuited to age group). 
Scary Stories, series by Alvin Schwartz (for occult/Satanism, unsuited to age group, 

violence, and insensitivity). 
Athletic Shorts, by Chris Crutcher (for homosexuality and offensive language). 

The Perks of Being a Wallflower, by Stephen Chbosky (for homosexuality, sexually 

explicit, offensive language, and unsuited to age group). 

Beloved, by Toni Morrison (for offensive language, sexual content, and unsuited to 

age group). 

The Chocolate War, by Robert Cormier (for sexual content, offensive language, and 

violence). 

Source: American Library Association, “Challenged and Banned Books 2006.” 2007. 

Available: www.ala.org/ala/oif/bannedbooksweek/challengedbanned/ (Retrieved: February 29, 

2008.) 

to ideas with which the party disagrees because this is a violation of the First 
Amendment (Board of Education v. Pico, 1982). However, this has not stopped 
districts from banning many of the above mentioned books for the reasons 
mentioned. 

Controversies over library books and class texts have torn communities 
apart; no community is immune from censorship (Brinkley, 1999). In an 
analysis of one of the early challenges to books, sociologists Page and 

Clelland studied the Kanawha County, West Virginia, controversy, describing 

it as rooted in the “politics of lifestyle” (Page and Clelland, 1978, p. 265). 
Groups that feel disenfranchized or lack power find a legal way to express 
their beliefs and vent their frustrations through book banning. For example, 
the ultrafundamentalists (fundamentalists with a political agenda) “seek to 
have prayer included in the curriculum of the public schools, because it is a 
symbolic reaffirmation of their religious values and belief system” (Provenzo, 
1990, p. 88). Banned books provide symbolic victories in status politics and in 
the struggle to regain what was lost in the social revolution of the 1960s. As 
the religious right has gained political power, censorship cases have risen in 
public schools and libraries. More than 405 book challenges were reported in 
2005 (American Library Association, 2006). 
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Most educators argue that censorship threatens academic freedom; 
groups calling for removal argue that they are protecting their children 
from secularism, obscenity, racial issues, “damaging” lifestyles, blasphe- 
mous dialog, sexual situations or dialog, excessive violence, and other neg- 
ative influences (American Library Association, 2007). Court rulings have 
varied, but the balance of cases are coming down on the side of academic 
freedom and First Amendment rights. Some districts are retaining contro- 
versial books but providing alternatives to children whose parents disap- 
prove (Brinkley, 1999). 

Cultural politics is also involved in text selections. State-level text selec- 
tion involving citizens and interest groups allows the public’s competing 
interests to be represented, but the pressure on school professionals, many of 
whom are turning toward texts with packaged materials, is somewhat lim- 
ited. Texas and California, the largest buyers of texts, have a major influence 
on what types of textbooks are produced. The two states constitute about 
one-fifth of the textbook publisher’s market, giving them major influence in 
what texts will cover, including controversial topics such as evolution and 

creationism. Even the way historical topics are covered in books is subject to 
censorship, a practice that is perpetuated by groups with special interests 
and status politics (Loewen, 1996). 

Schools are one place where individuals and communities can dig in 
and take a stand, especially when events in other institutions may seem 

uncontrollable. The point is that decision making about curriculum content 
represents broader issues about power and control of people’s lives, what 
happens to their children, threats to belief systems, and changes in their 

communities. Much of the impetus for resisting change in curricula comes 
from rural and small-town areas, where residents feel pressure from a rap- 
idly changing, urbanized world threatening many of their long-held beliefs 
and values. 

Controversy reflects the dynamic and heterogeneous viewpoints of a 
pluralistic society. Consider the issue of creationism versus secular human- 
ism, an issue that also reflects the separation of church and state provided for 
in the Constitution. Most Americans favor teaching both creationism and 
evolution, reflecting their divergent views on how the human species came 
into existence. According to a recent Gallup poll, 46 percent of Americans 
believe that God created human beings at one time within the last 10,000 
years pretty much in their present form, while 36 percent believe that human 

beings have developed over millions of years from less advanced forms of 

life (The Gallup Poll, 2006). 
The views on this controversial issue vary by age and education, with 

56 percent of younger and more educated Americans accepting some form of 

evolution, and 60 percent of Americans aged 65 and older rejecting it. Forty- 

one percent of noncollege-educated Americans reject evolution as an expla- 

nation, whereas 58 percent of college graduates and 66 percent of those with 

postgraduate education accept evolution (Moore, 1999). This controversial 
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issue is yet another example of the conflicts that can occur in school systems 

about what information children should learn, how to teach it, and who 

favors what decision. 

Applying Sociology to Education: How can school districts deal with 

the competing demands from interest groups? 

THE FUNCTION OF SOCIAL CONTROL AND PERSONAL 
DEVELOPMENT 

The biggest crisis in American schooling is the erosion of moral authority. 
This, according to some educators and sociologists, is a crisis because one of 

the major functions or purposes of schools is to socialize children into their 
roles as citizens. In order to create an environment for learning, schools must 

ensure safety of students and staff. Yet some schools are so dysfunctional 
and chaotic that they may actually produce crime rather than socialize chil- 
dren for their future lives (Arum, 2003). Threats, intimidation, and actual 

incidents of violence on school grounds “created an atmosphere of disorder 
that disrupted the educational process, particularly in urban settings where 
poverty was rife. Disorder in schools coupled with much publicized shoot- 
ings also undermined individuals’ sense of school safety” (Arum, 2003, p. 3). 
Public opinion polls for the last decade show that lack of discipline in 
schools is at or near the top of concerns most years (Gallup Poll, 2006). 

Community members expect students to learn the skills and values— 
obedience, punctuality, perseverance, respect, and others—necessary to 

become productive, law-abiding citizens, according to functional theory. 
Through formal or informal means, schools are expected to instill values 
related to social control and personal development believed to be essential 
to survival in the workforce and in school. In this way, society’s problems 
can be reduced because individuals will be trained to fit into society in 
acceptable ways. 

In recent years, courts have been more involved in school conflicts. 

Questions revolve around individual rights versus school needs to maintain 
order (Arum, 2003). Whereas school personnel had the main power to make 
decisions about discipline, today courts enter into the decision making when 

cases are appealed, reducing the role of educators to make decisions regard- 
ing discipline. For some this means educators have lost the ability to pass on 
cultural values including civil and moral order. School discipline has become 
a constitutional and legal issue in many cases (Hymowitz, 2000). Conflict 
theorists have a different view of social control, however. They contend that 
schools are the tools of capitalist societies—controlling training, sorting 
human beings for places in the societal system, and perpetuating unequal 
class systems. Keep these theoretical views in mind as we discuss social con- 
trol and personal development in schools. 
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Schools have varying ways of passing on the skills of social control, 
ranging from authoritarian to humanistic methods. The process of disci- 
pline is the major method of enforcing control in schools. The means for 
achieving social control within the school and for preparing disciplined 
workers creates dilemmas and controversies for schools as well as for soci- 
ety. Three interrelated issues illustrate this point: violence, discipline, and 
gangs in schools. 

Violence and Discipline in Schools 

The chance that a white male between the ages of 15 and 19 will die from a 
gunshot wound now surpasses the chance of dying from natural causes, and 
over 50 percent of the deaths of African American teen males are caused by 
firearms (Addington et al., 2001). About 6 percent of students carry weapons 
to school (10 percent of males and 3 percent of females) (NCES, Indicators, 

2006). The incidence of bullying at school has increased and is now about 8 
percent (NCES, 2002). Between 7 and 9 percent of students reported being 
threatened or injured with a weapon such as a gun, knife, or club on school 
property (NCES, 2001). Even so, schools are fairly safe compared with some 
other settings in society; the victimization rates for students aged 12-18 
decreased from 122 incidents per 1,000 students in 1992 to 72 per 1,000 

students in 2000 (NCES, 2002), with a total of about 1.9 million total crimes in 

2000 (NCES, 2001; DeVoe et al., 2002). Nonetheless, “violence in and around 

schools directly affects educators and students by reducing school effective- 
ness and inhibiting students’ learning. Additionally, unsafe school environ- 
ments may place students who are already at risk of school failure for other 
reasons in further jeopardy” (NCES, 1995, p. 134). 

Even though violence has decreased, perhaps it is the more serious inci- 
dents that lead the public to perceive “lack of discipline,” “fighting, violence, 
and gangs,” and “drug abuse” as among the most serious problems facing 
schools in the United States, locally and nationally (Rose and Gallup, 2006). 
Students’ perceptions of school safety relate to their neighborhoods, commu- 
nity safety, and school climate; if students are to perceive schools as safe, they 

need to perceive neighborhoods as safe. The message is that schools and 
neighborhoods need to work together to ensure student safety at school and 
to and from school (Kitsantas, Ware, and Martinez-Arias, 2004). 

Although the total number of crimes committed against students has 
decreased, the number of street gangs present in schools did not (NCES, 
Indicators, 2005). In 2003, 21 percent of students reported gang presence at 

their schools, with 31 percent in urban schools reporting street gangs. 

Hispanic (37 percent) and African American students (29 percent) reported 

the most gang activity (Figure 2.2) (NCES, Indicators, 2005). This presence 

raises questions concerning the rights of students to wear gang insignia or 

colors to school, and the security of all students in schools with gang mem- 

bers present. Should the schools become guarded fortresses, or less coercive 
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Percentage of students ages 12-18 who reported that street Al, 

gangs were present at school during the previous 6 months, by urbanicity 

and race/ethinicity: 2003 

Percent 

Total Urban Suburban Rural 

Urbanicity 

B White! © Black’ & Hispanic! Other! 

FIGURE 2.2 Students’ reports of gangs at school. 

1Other includes Asians, Pacific Islanders, American Indians (including Alaska Natives), and 

students who indicated they were more than one race. For this report, non-Hispanic students 

who identified themselves as more than one race in 2003 (1 percent of all respondents) were 

included in the other category. Respondents who identified themselves as being of Hispanic 

origin are classified as Hispanic, regardless of their race. 

Note: “At school” was defined as in the school building, on school property, on a school bus, or 

going to and from school. 

Source: U.S. Department of Justice, Bureau of Justice Statistics, School Crime Supplement (SCS) 

to the National Crime Victimization Survey, 2003. Available: http: //nces.ed.gov /programs/ 

crimeindicators/crimeindicators2005/Indicators.asp? (Retrieved: April 20, 2007.) 

and punitive? Should potential troublemakers be removed to more secure 
environments, or can they be taught to behave according to school rules? 

This brings up the controversial issue of what type of discipline 
should be used in schools. Students can be expelled or suspended in many 
states for carrying a dangerous weapon, possessing illegal drugs, or 

assaulting a school employee, or if charged with a felony (Children’s Law 
Center of Massachusetts, 2002). From 1960 to 1975, one study shows that 
suspension was the most common form of school discipline, used for up to 
65 percent of cases. Suspensions dropped to 40 percent between 1976 and 
1992. Expulsion, the next most common form of discipline, followed with 
from one-quarter to one-third of cases falling into this category (Arum, 
2003, pp. 55-56). 

The use of authoritarian techniques—corporal punishment, suspen- 
sions, and expulsions—is favored by recent U.S. federal administrations to 
protect the rights of teachers and students in safe educational environments. 
Courts have tended to uphold school rulings in discipline cases, although 
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more challenges to school discipline have been seen in recent years. Some 
research indicates that strict discipline is important for achievement in low- 
income city schools. In New York City, former Chancellor Ramon Cortines 
proposed a policy to suspend for one year any student caught with a gun 
and possibly to send the student to a special discipline school (Hodges, 1995, 
p. 17). However, some schools have become repressive places with strict dis- 
cipline and guards in the halls, at times resembling armed camps, and stu- 
dents in high schools and middle schools in some localities are angry and 
defiant as a result of the atmosphere. 

Contrary to authoritarian techniques and atmospheres, others argue that 

a positive school climate is necessary for personal development and to encour- 
age achievement. Schools have become more hierarchical, and some even like 

prisons. In an ethnographical study of inner-city high schools using partici- 
pant observation techniques, researchers delved into the lives of adolescents to 

understand how violence becomes normalized, an everyday part of attending 
school. “Security guards, high-tech devices for weapons searches, and use of 
police tactics for corridor surveillance” are an everyday part of school for 
some students, and an attempt by adults to control the situation. But some 
argue that the control by adults does not allow them to understand what is 
going on in the lives of inner-city students. Administrators may be creating a 
culture of violence within which students must define their reality (Devine, 
19967 Dp): 

Concern about recent school shootings has led to analysis of the causes, 
including the increase in bullying. “Insufficient attention is paid to the alien- 
ation experienced by disliked and lonely students. Mental health nurses could 
play a pivotal role in fostering change in the social climate of schools. . .” 
(Thomas, 2004). 

Some sociologists believe discipline problems represent power strug- 
gles between students and adults in a system where students are powerless 
and often rebel against the authoritarian rules restricting their thoughts and 
behaviors. These sociologists contend that unless the coercive, alienating 

power structure surrounding students is radically altered, discipline will 
always remain a problem (see Box 2.2 below—Pedro Noguera). School 
actions may encourage a culture of violence. Schools with an emphasis on 
strict social control may produce prison-like atmospheres that do not 
improve the situation (Noguera, 1995). Punishment, critics claim, not only 

discourages students from making an effort to succeed but also labels them 
negatively among teachers. The point is that teachers and schools can teach 
violence by condoning and using physical force (see Box 2.2). 

Schools have turned to a number of alternative techniques to deal with 

problems, some of which will be discussed in later chapters. Approaches 

include smaller schools, single-sex classes, forced parental involvement, alter- 

native and charter schools, vocational education programs, or weekday 

evening and weekend schools (NCES, 2000-2001), to name a few. Evaluation 

of one policy, school suspension, shows that African American male students 
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Preventing Violence in Schools: Creating a Positive Climate 

The pervasive dysfunction that characterizes social relations in urban public schools Is 

not accidental but is caused by the severity of social and economic conditions in the 

inner city. However, it is also not unavoidable. There are a few important exceptions 

to this norm, schools where teachers and students support each other in pursuit of 

higher personal and collective goals. Such schools, however, are not typical or com- 

mon. Rather, the average urban school tends to be large, impersonal, and forebod- 

ing, a place where bells and security guards attempt to govern the movements of 

students, and where students more often than not have lost sight of the fact that 

education and personal growth are ostensibly the reasons why they are required to 

attend this anonymous institution five days a week. 

| have visited urban schools that have found ways to address effectively the 
problem of violence, ways that do not rely on coercion or excessive forms of control. 

At one such school, rather than hiring security guards, a grandmother from the sur- 

rounding community was hired to monitor students. Instead of using physical intim- 

idation to carry out her duties, this woman greets children with hugs, and when 

some form of punishment is needed she admonishes them to behave themselves, 

saying that she expects better behavior from them. | have also visited a continuation 

high school, where the principal was able to close the campus, not permitting the 

students to leave at lunch time, without installing a fence or some other security 

apparatus, but simply by communicating with students about other alternatives for 

purchasing food so that they no longer felt it necessary to leave for meals. Now the 

Students operate a campus store that both teachers and students patronize. Such 

measures are effective because they make it possible for children and adults to relate 
to one another as human beings, rather than as anonymous actors playing out roles. 

Improving the aesthetic character of schools by including art in the design of 

schools, or by making space available within schools for students to create gardens 

or greenhouses, can make schools more pleasant and attractive. Similarly, by over- 

coming the divide that separates urban schools from the communities in which 

schools are located, decision makers can address the lack of adults who have author- 

ity and respect in the eyes of children. Adults who live within the community can be 

encouraged to volunteer or, if possible, be paid to tutor, teach, mentor, coach, per- 

form, or just plain help out with a variety of school activities. 

The goal of maintaining social control through the use of force and discipline 

has persisted for too long. Most urban youth today are neither passive nor compli- 

ant. The rewards dangled before them of a decent job and material wealth for those 

who do well in school are seen by too many as either undesirable or unattainable. 

New strategies for providing an education that is perceived as meaningful and rele- 

vant, and that begins to tap into the intrinsic desire of all individuals to obtain 

greater personal fulfillment, must be devised and supported. Anything short of this 

will leave us mired in a situation that grows increasingly depressing and dangerous 
every day. 

Many urban schools that feel safe don’t have metal detectors or armed secu- 
rity guards, and their principals don’t carry baseball bats. What these schools do have 
is a strong sense of community and collective responsibility. Such schools are seen by 
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students as sacred territory, too special to be spoiled by crime and violence, and too 
important to risk one’s being excluded. Such schools are few, but their existence 
serves as tangible proof that there are alternatives to chaotic schools plagued by vio- 
lence, and controlled institutions that aim at producing docile bodies. 

Source: Adapted from the original article by Pedro A. Noguera, “Preventing and Producing 

Violence: A Critical Analysis of Responses to School Violence.” Harvard Educational Review, 

65(2), Summer 1995, pp. 189-212. Copyright © 1995 by the President and Fellows of Harvard 
College. All rights reserved. 

in the United States are in many cases disproportionately suspended. 
Although suspension may solve the immediate goals of removing the prob- 
lem and punishing the students, it can create long-term problems that cost 
society, for example, by reducing suspended students’ chances for productive 
lives, limiting educational opportunities, increasing dropout rates, causing 
reliance on welfare services, future incarceration in prisons, and being com- 

mitted to mental hospitals. An alternative used in many districts is in-school 
suspension, restricting students but allowing them to continue with their aca- 
demic programs under strict supervision. 

All human beings have certain basic needs—food, shelter, love and 

affection, respect, trust, knowledge, and truth (Maslow, 1962). If basic 

underlying needs are not met, children may exhibit disruptive behavior. 
For instance, if children come to school hungry or lacking affection at 
home, they are likely to be disruptive in school. Teachers do not always 
have the time, energy, or interest to deal with these problems directly and 
instead resort to techniques of discipline or control such as corporal pun- 
ishment, expulsion (ten days or more) or suspension (ten days or less), 
detention, transfer to another class or school, loss of privileges, drugs to 

calm children, or special education classes. There are no easy answers to 
problems in schools, especially because they reflect problems in the society 

at large. 

Applying Sociology to Education: In what situations might strict 

authoritarian discipline be most effective? More humanistic discipline? 
Should suspensions be used, and if so, under what circumstances? 

THE FUNCTION OF SELECTION AND ALLOCATION: THE 

SORTING PROCESS 

What is the best way to determine whether you or the next person gets the 

best college placement, admission into your desired academic program, and 

the highest-paying and most prestigious job? Although this issue is dis- 

cussed in detail in Chapters 3 and 4, here we consider one method used by 
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most of the industrial countries to sort students—testing. The controversy 

lies in the role that exams play in placement and whether they are fair to all 

students. 

The Testing Game 

Many modern industrial societies emphasize achievement and merit. In 
these test-oriented societies, it is beneficial to be skilled at test-taking. Most 
of us are faced with intelligence quotient (IQ) tests, aptitude tests, achieve- 
ment tests, career-interest inventories, psychological tests, civil service tests, 
Scholastic Aptitude Tests (SATs), American College Tests (ACTs), Miller’s 

Analogy test, Graduate Record Examination, professional school exams, job- 

aptitude tests, and so on. Schools use exams at various checkpoints to track 
or stream students and to ensure that students are achieving at grade level, 

because schools are held accountable by the community for student achieve- 
ment. Many states now require students to pass examinations in order to 
graduate from high school, and students must take the SAT or ACT for col- 

lege entrance. Tests are a part of our lives, helping educators and others to 

select and allocate applicants according to their ability. Do some groups have 
an advantage in the testing process? 

The use of IQ test scores has been controversial for years. Alfred Binet 

first developed intelligence tests in France to diagnose mental retardation 
and areas of individual difficulty or weakness. Binet felt that an individ- 
ual’s intelligence was not a fixed attribute but could be increased with 
expert training. It was not his idea to use the test for mass placements, but 
this soon became common. U.S. Army recruits were given intelligence tests 
and were classified as alpha (literate) or beta (illiterate) in order to sort and 

select them for various roles in the armed service. Concerns about IQ testing 
intensified when schools also began to use the tests for sorting purposes. 
This practice has come under attack, but many school districts still use IQ 

tests to help with general placement of children. Since the 1970s, debate 
intensified with the publication of several books and articles on the nature 
and use of IQ tests, and concerns have been raised about the nature of intel- 

ligence tests: 

1. What are we really measuring? 

2. To what extent do genetic or environmental factors influence test 
results? 

3. Can we develop a culture-free test? 

Applying Sociology to Education: Jot down some characteristics that 
make someone you know seem intelligent. Compare your ideas of intelli- 
gence with someone else’s. Probably you have some overlap and some 
differences in your definitions. Why? 
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The first problem deals with the nature of intelligence: Social scientists 
try to pinpoint what we really mean by intelligence; but there is not com- 
plete agreement on what innate qualities to look for or how to find them and 
to what extent environmental factors influence intelligence. 

As many as 23 different mental abilities have been included in defini- 
tions of intelligence—including verbal fluency, spatial perception, analogical 
reasoning, series and sequence manipulation, memory, and creativity. In 
attempting to define intelligence, we are not referring to a simple quantity 
but to a complex system of reasoning. Howard Gardner (1987) refers to the 
many areas of human functioning as “multiple intelligences”—including 
practical, social, musical, spatial abilities, and others. Since he proposed the 

concept of multiple intelligences in 1983, Gardner has added to the list of 
intelligences, most recently “naturalist intelligence, a person’s ability to 
identify plants and animals in the surrounding environment” (Gardner, 
1999). Others believe intelligence is an information processing framework, 
which involves the processing of information from the time we perceive it 
until the time we act on it. The implication is that some people are more 
adept at processing certain kinds of information than others. 

The second problem deals with the controversy over genetic and envi- 
ronmental determinants of intelligence. In 1969, Arthur Jensen stated that 

what IQ tests measure is 80 percent inherited and 20 percent cultural factors. 
Jensen and others, such as Richard J. Herrnstein (1980), theorized that IQ dif- 

ferences between socioeconomic, social, and ethnic groups are caused pri- 
marily by genetic factors. This statement and the general content of his 
article in the Harvard Educational Review generated a controversy that contin- 
ues to this day. 

Herrnstein and Murray (1994) created a firestorm in the scientific com- 
munity with their book The Bell Curve, arguing that there is a direct link 
between low IQ, inherited genes, social class placement, and social ills. They 

implied that race, IQ, and social hierarchy fit together, and that the poor are 
blameworthy for their position. Their thesis assumes that intelligence is 
understood, definable, and testable, and that we have a test that can measure 

intelligence accurately. If one could assume IQ tests to be valid and intelli- 
gence to be inherited (assumptions that are challenged by most researchers 
in the scientific community), some policy makers feel that the distribution of 
positions in society could be justified on the basis of intelligence groups—the 
argument being that some are more capable than others. Some individuals 
indeed may be more capable, but we must be sure that we can determine this 

accurately before pigeonholing the population on the basis of a test. 

Accuracy of a test presuming to measure intelligence is questionable and has 

not held up under scrutiny, yet some policy makers still use these measures 

for selection and allocation in schools and jobs. 

Scientists have critiqued The Bell Curve on the basis of everything from 

its underlying assumptions to its methodology. One major critique uses 

alternative explanations of data, showing that economic success depends 
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more on social class than on IQ, and that we must look beyond individual 

characteristics to the structure of society to find causes of inequality. Factors 

ranging from the wealth of individuals’ parents to national policies on labor 

laws, education, and tax deductions serve to distribute rewards unequally. 

Racial differences are a result of, not a cause of, social inequalities. This state- 

ment and the general content of his article in the Harvard Education Review 

generated a controversy that continues to this day. 
Another problem with using intelligence tests to classify members of soci- 

ety deals with whether it is possible to devise tests that are free of cultural 
bias—class, ethnicity, regionalism, and the other variables that make our nation 
and school systems so diverse. Consider the following question: Children are 
asked to draw a horse. Who do you think would draw the “best” horse? The 
answer is Native American children living in rural areas do best at this task 

because of their familiarity with the subject. This is a culturally-sensitive and 
biased question. The Native American child on a reservation asked about the 
role of the violin in an orchestra would be equally disadvantaged on a test. 

Another environmental factor that affects intelligence tests is the 
region of the country from which a person comes. In IQ tests administered 
to army recruits after World War I, researchers noted that army recruits did 
not follow the stereotypic pattern of African Americans scoring lower than 
whites, but that region made a significant difference in their scores. 
Northern whites scored highest, followed in descending order by northern 
African Americans, southern whites, and southern African Americans. 

Studies showing the rise in IQ scores of children placed in enrichment pro- 
grams also. point to the importance of environmental factors in IQ. Several 
other variables affect test scores: the race of the person in charge of the test- 
ing situation, the sex of the test-taker, the motivation of the test-taker, how 

the test-taker feels on the day of the test—even whether the individual had 
a good breakfast. You probably remember feeling nervous on test days. 
Some children do better under stress, some do worse, and some just give up 

in the face of a threatening or difficult situation. Individual factors of this 
type can affect test scores significantly. 

All of the studies point to the problem of ranking or classifying people on 
the basis of scores that are unreliable or changeable and that are influenced by 
environmental circumstances; for example, intelligence scores of young chil- 
dren exposed to lead may be adversely affected (“Challenging Assumptions 
about Lead and IQ,” 2005). They also suggest that intelligence—as typically 
measured—is not a fixed, inherited attribute but a variable depending on stim- 
ulation and on cultural and environmental factors. 

Achievement Tests 

The scene of a student waiting by the mailbox in anticipation, dreading to 
open “the envelope,” is familiar around the world. That envelope holds the 
key to the future of many young people—scores on achievement tests. 
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Because of limited space in university systems, most countries rely on 
entrance examinations for placement in universities. Those test scores deter- 
mine for many students their entrance to or rejection by universities. The 
scores are important—and controversial—because they tap the core of how 
we evaluate and place people in society. 

In the United States, two national achievement tests are given to college- 
bound high school students: the ACT and the SAT. As of fall 2006, all higher 
education institutions accept either test; about 730 colleges make the test scores 
optional for at least some students (Marklein, 2007). Still, most of the growing 
number of college applicants take one or both tests. In some states, all juniors 
take one of these exams as part of the state accountability system (Olson, 2006). 
SAT scores rose slightly from 1997 to 2005, and ACT scores stayed almost con- 
stant over the same time period (NCES, 2005, 2006) (Table 2.1). However, scores 

of African American students are still significantly lower than those of whites 
and of some other minorities. Some educators criticize the tests, arguing that 
they do not test classroom reality, but that they tend to shape what happens in 
the classroom. The Educational Testing Service, authors of the SAT and 
achievement tests, have developed revised tests that they say are more closely 
tied to classroom experiences. 

With the “No Child Left Behind” testing and accountability require- 
ments and state testing requirements, all students face multiple testing situ- 
ations in reading, math, and science. Emphasis placed on these tests is 

unprecedented (Samuelsen, 2001). Whether the requirements are fair and 

whether they improve education levels or actually leave some children 
behind are conflicts in the debate over use of tests. In a nutshell, those in 

favor of minimum skills tests point to several factors: “1. It improves the 
accountability of students and schools; 2. It motivates students to really learn 
the material rather than just memorize for tests; 3. Knowledge is cumulative, 
so a student doing poor early can end up behind indefinitely.” The tests 
allow schools to track students who are falling behind, and proponents 
argue that it is through testing that students can excel (Samuelsen, 2001). 

On the flip side, those opposed to minimum skills testing argue, 
“1, Standardized tests can be biased or unfair; 2. Students in failing school 

districts will be punished; 3. It lessens the flexibility of teachers; 4. Learning 

material for tests means other material receives less emphasis” (Messerli, 

2003). Parents, educators, and policy makers raise questions about the unin- 

tended consequences of exams on students and schools. For example, stu- 

dents from different backgrounds do not enter schools with the same 

resources and opportunities, and basing their futures on one or several high 

stakes exams may leave behind the very students the system says it is trying 

to help (Samuelsen, 2001). 

Test-makers will continue to improve the validity of their tests; edu- 

cators will continue to question the relationship between curricular mate- 

rials and test items; parents and students will share concerns about the 

meaning of tests for life chances; educators will continue to be concerned 
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about the meaning of low scores for their schools and salaries (Morse 

et al., 2000); and minority advocates will keep a watchful eye on tests for 

bias. However, in meritocracies some forms of testing, however imperfect, 

are likely to continue. This is the controversial function of selection and 

allocation. 

TABLE 2.1A SAT Score Averages of College-Bound Seniors, by 
Race/Ethnicity: Selected Years, 1997 Through 2004-2005 

Race/ 1996- 1999- 2000-— 2001- 2002- 2003- 2004- 

ethnicity 1997 2000 2001 2002 2003 2004 2005 

SAT-Verbal 
All students 505 505 506 504 507 508 508 

White 526 528 529 SLi 529 528 Sew 

Black 434 434 433 430 431 430 433 

Hispanic or 

Latino 466 461 460 458 457 461 463 

Mexican 

American 451 453 451 446 448 451 453 

Puerto Rican 454 456 457 455 456 457 460 

Asian American 496 499 501 501 508 507 Sih 

American Indian 475 482 481 479 480 483 489 

Other 52 508 503 502 501 494 495 

SAT-Mathematics 

All students 511 514 514 516 519 518 520 

White 526 530 53 533 534 33) 536 

Black 423 426 426 427 426 427 431 

Hispanic or 

Latino 468 467 465 464 464 465 469 

Mexican 

American 458 460 458 ASS] AY] 458 463 

Puerto Rican 447 451 451 451 453 452 457 

Asian American 560 565 566 569 PW Ae) Si 580 

American Indian 475 481 479 483 482 488 493 

Other 514 Sills a2 514 58 508 513 

Note: Data are for seniors who took the SAT any time during their high school years through 

March of their senior year. If a student took a test more than once, the most recent score is 

used. The SAT was formerly know as the Scholastic Assessment Test and the Scholastic 

Aptitude Test. Possible scores on each part of the SAT range from 200 to 800. 

Source: College Entrance Examination Board, National Report on College-Bound Seniors, selected 
years 1986-87 through 2004-2005. (This table was prepared August 2005.) Available: http: // 

nces.ed.gov /programs/digest/d05/tables/dt05_126.asp (Retrieved: July 17, 2007.) 
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TABLE 2.1B Average ACT Scores by Subject and Race/Ethnicity: 1997-2004 

Puerto American 
White, Black, Rican/ Asian/ Indian/ 
non- non- Mexican- _ other Pacific Alaska 

Year Total Hispanic Hispanic American Hispanic Islander Native 

English 

1997 20.3 UD) lec 18.9 (92 D2 IQs 

1998 20.4 2272 Wie: 18.7 19.9 21a 19.7 

1999 20.5 22a 17s 18.7 20.0 23 19.8 

2000 20.5 DPS WW 18.6 SES Dales, IS 

2001 20.5 2433 16.2 AS 18.6 207 17.8 

2002 20.2 222 2 18.0 19.3 Zhi2 19.2 

2003 20.3 Zh 16.2 172 18.1 ZOH/ ey 

2004 20.4 225 172 18.3 19.1 2157 19.5 

Mathematics 

1997 20.6 2233 17.8 20.1 20.3 2a 20.0 

1998 20.8 DBS (la 19.8 20.9 DA? 20.0 

1999 20.7 DBRS lee, 19.8 AOH BBE: 20.0 

2000 20.7 D2 17.6 19.6 20.6 Deno 20.0 

2001 20.7 IAS 16.8 NSH 19.4 BS 18.4 

2002 20.6 DAS 7.3: 197 20.0 23.6 19.8 

2003 20.6 Dies 16.7 18.3 18.9 229 18.3 

2004 20.7 ph gi Lita 19.4 19.9 23.6 19.9 

Note: Test-takers were asked to self-identify a single racial/ethnic group. Scores for both 

English and Mathematics range from 0 to 36. 

Source: American College Testing Program, ACT National Scores Reports, 1997-2004. Available: 

http: //nces.ed.gov /pubs2005 /nativetrends/Show Table.asp?table=tables/table_4_9b.asp&indi 

cator=4.9&excel=xls/table_4_ 9b.xls.. . (Retrieved: July 17, 2007.) 

THE FUNCTION OF CHANGE AND INNOVATION: LOOKING 
TO THE FUTURE’ 

Schools provide a link with the future; it is through research and teaching 
the next generation new knowledge that societies move forward. 
Universities are generally on the cutting edge of research, passing this 
knowledge on to students. Although few deny the inevitability of change, 
questions arise as to how change takes place and who controls change. One 
thing we know is that those who possess technological skills and knowl- 

edge in the twenty-first century, and who know how to get information 

“Written with Jeffrey Dixon, Koc University, Istanbul, Turkey. 
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important to functioning in the future, will rise in the hierarchy. Can 

schools teach and implement new technology? Are these tools equally 

available to all? 
The proliferation of computer technology is dramatically changing the 

process by which educators at all levels disseminate information to students. 

Whereas students in “traditional classrooms” listen to lectures, instructors in 

“postmodern classrooms” enhance their lectures with high-resolution com- 

puter graphics, virtual sounds, and popular multimedia platforms and web- 
based class organizers such as PowerPoint, WebCT, Course Studio, and 

Blackboard. Students in traditional classrooms learn about remote cultures 
by reading a text, but students in postmodern classrooms interact and com- 
municate with people of different cultural backgrounds via the Internet. 

In a postindustrial society, access to technology at all educational levels 
is increasingly important. By fall of 2003, nearly 100 percent of the public 
schools in the United States had access to the Internet and 93 percent of class- 
rooms had access; the ratio of students to computers with Internet was 4.4 to 

1. Many schools have a full-time school technology director (Kleiner and 
Lewis, 2003; Parsad and Jones, 2005). This is an amazing transformation since 

1994 when only 3 percent of schools had Internet to today with 100 percent! 
The bottom line is that the postmodern classroom is quickly replacing the tra- 
ditional classroom. 

Reliance on computer technology is equally prevalent in institutions of 
higher education. Especially prominent is distance learning, a low-cost 
method of educating large numbers of students. Via two-way interactive 
video connections and the Internet, students can earn credit for online 

courses (Dunn, 2000). Fifty-six percent (2,320) of post-secondary institutions 
offered distance learning courses in the 2000-2001 academic year, with 
another 12 percent saying they planned to offer courses in the next three 
years (NCES, 2003); public institutions are more likely to offer distance 
learning courses, with 90 percent of two-year colleges offering distance 
learning courses. Of four-year public colleges, 89 percent were offering dis- 
tance education classes in 2001, and those numbers are increasing rapidly 

(NCES, 2003; Askov et al., 2003). Supporters of distance learning point to the 

opportunities it provides to students who do not have access to colleges and 
the flexibility for those with time constraints. Critics point to the potential for 
watered-down and entertainment courses, and the lack of interaction with 

professors and other students (Greenwald and Rosner, 2003). As distance 

learning courses become more established and quality increases, more stu- 
dents will be reached through this medium. 

Although data are still coming in, preliminary research suggests that 
computer technology has a positive impact on student achievement. At the 
Secretary of Education’s conference on educational technology in 1999, edu- 
cators evaluated the relationship between access to computer technology 
and standardized test scores. Extensively connected, or “postmodern,” 
schools in West Virginia and Idaho boasted gains approaching 15 percent on 
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the Iowa Test of Basic Skills (ITBS), the Test of Academic Proficiency (TAP), 
and other standardized tests. However, some educators criticize these find- 
ings on methodological grounds, arguing that it is difficult to isolate access 
to computer technology as a variable that either promotes or impedes aca- 
demic achievement (McNabb, Hawkes, and Rouk, 1999). Whatever the case, 
preliminary research raises poignant issues regarding the educational 
impact of technology leading to change and innovation. 

Disparities between “high-minority-enrollment schools” (defined as 
50 percent or more minority enrollment) and “low-minority-enrollment 
schools” in instructional rooms with Internet access were significant in 1994 
(NCES, 1999), but today the differences between high and low poverty or 
minority schools are minimal except in the area of wireless connections 
which are greater in wealthier schools; nearly 100 percent of public schools 
in the United States have access to the Internet (Kleiner and Lewis, 2003). 

How computers are used in the classroom is a key determinant of the 
effectiveness of technology and the extent of a continuing “digital divide” 
between schools. Research suggests that teachers in high-poverty schools are 
less proficient in technology and use computers for less sophisticated educa- 
tional purposes (Peters, 2002). Moreover, computer and Internet access at 
home is limited to students whose parents can afford it. “About 13 percent of 

students in the $25,000 to $29,999 household income group used computers 
at home for schoolwork, compared to 45 percent of students in the $75,000 

and over income group” (NCES, 1999, p. 472). These numbers are growing 
rapidly, especially in the higher income groups. “The Web has grown from 
130 sites in 1993 to nearly 450 million sites as of July 2006” (Hiemstra and 
Poley, 2007). Students with access to the Internet at home may be found 
doing homework by surfing the net while multitasking with their iPods, 
MP3s, and Blackberries—and new technologies enter the picture at a pace 
faster than students—or their parents and teachers—can keep up (Hiemstra 
and Poley, 2007). 

Educators and policy makers face a formidable challenge in the 
twenty-first century. In a society dominated by computer technology, they 

must decide how to make effective use of computers and the Internet in 
classrooms and how to equitably distribute technological expertise. If such 
issues are not addressed, some students may be left in the twentieth century. 

Applying Sociology to Education: How can educators best prepare 

students for the future? 

Any educational issue we choose to investigate is likely to fall under 

one of the functions of education. Those discussed here provide a few exam- 

ples. We move now to a discussion of the school function of selection and 

allocation, which takes place through the process of stratification (see 

Chapter 3). 



72 Chapter 2 © Conflicting Functions and Processes in Education 

LS 

Summary 

In this chapter we considered five primary functions of education and 

processes that make the system function. 

I. Conflicting Functions of Education 

To illustrate the dynamic nature of educational systems, we discussed exam- 

ples of controversies surrounding each function. 

II. The Importance of Processes in Educational Systems 

Processes are the action part of systems. They link the system parts and the 
system with the environment. Each function discussed involves processes of 
education. 

Ill. The Function of Socialization: What We Learn and How We Learn It 

Two controversies are discussed: 

1. The early childhood education controversy. Controversies surround who 
should provide early care and the long-term results of early care. 
Research finds that there are some long-term positive effects of pro- 
grams on poor children, especially if the efforts continue, and no dele- 
terious effects of early childhood education on other children. 

2. Role of the media and commercials in socialization. Controversies surround 

the role of media in education or entertaining, and the possible nega- 
tive results of television watching. Excessive TV watching lowers 
achievement, and TV violence may increase aggression. There is clear 

evidence regarding the effect of parental involvement in TV decisions 
and the positive effects of educational TV for children. Recent industry 
ratings and V-chips allow more control over TV viewing. 

IV. The Function of Cultural Transmission and Process of Passing 
On Culture 

Concern has risen over poor skills of students, as shown by low standardized 
test scores and cultural illiteracy. Some advocate a strict core curricula to correct 
deficiencies. What to teach and who should decide are also controversial ques- 
tions, especially in heterogeneous societies. Two areas exemplify the controver- 
sies: (1) drug and sex education and (2) censorship of textbooks and library 
books, especially concerning issues such as evolution versus creationism. 

V. The Function of Social Control and Personal Development 

Two issues that point to the conflicting attempts by schools to maintain 
social control are discipline and gangs. Controversies center on what type of 
discipline to use, the role of gangs in competing for students’ attention, and 
how to deal with gangs and violence in schools. 
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VI. The Function of Selection and Allocation: The Sorting Process 

How individuals are placed in society is the key controversy here. Because 
testing is used extensively for placement in schooling and jobs, the fairness 
& ae eas is discussed. (This function is discussed further in Chapters 

and 4. 

VII. The Function of Change and Innovation: The Process of Looking to 
the Future 

Who has access to the technological training necessary to advance in society 
is one issue raised here. To the extent that certain students have more access 
than others, they may have an edge in future placements and success. 

Putting Sociology to Work 

1. Discuss the main processes involved in your role as a student. 
2. What controversy over curriculum content has been present in a town with 

which you are familiar? What sociological factors underlie this controversy? 
3. Visit a nursery school and observe. What types of socialization experiences are 

the children having that might differ from home experiences? 
4, Discuss with some parents and teachers of young children their feelings about 

early childhood education. 
5. Interview fundamentalist religious leaders about their views concerning the 

school curriculum. What changes or additions, if any, would they like to see? If 
there are fundamentalist church schools in your area, try to visit, observe, and 

learn about their programs. 
6. Discuss with school board members and school administrators the pressure 

groups that influence their decision making, on what issues, and using what 

tactics. 
7. Discuss with several teachers the techniques they feel are most effective in help- 

ing children learn and the discipline techniques they use in the classroom. 
8. What are the biggest discipline problems facing schools in your area? Visit a 

school in a different type of community and find out the same information. What 
are the reasons for the similarities or differences in discipline problems? This may 

involve learning how the school deals with discipline. 

9. Interview students of different ages to learn their views about discipline and stu- 

dents’ rights. 



CHAPTER 5 

Education 
and the Process 
of Stratification 

THE CRISIS IN SCHOOLING 

Within the schools lie the keys to our futures; most people believe that 
schooling is directly linked to occupational and financial success. Because 
schools are accessible targets for criticism, anger, and hostility, parents, edu- 

cators, students, and policy makers voice their concerns in public forums 

and at the ballot box. 
There is general agreement that schools should produce individuals 

who can function in society, but how and why is controversial. Schools still 
carry out their tasks of transmitting basic skills, but most people around the 
world have higher expectations of what schools can and should do. In this 

chapter we consider several issues related to selection and placement of stu- 
dents and to the process of stratification. One of those issues is the very 
meaning of the phrase equality of educational opportunity. Other issues relate 

to variables that cause different school outcomes for children and adults, 

public or private schools, ability grouping, home and community environ- 
ments, teacher and student expectations, and other variables. 

Education and Stratification in America 

There is a crisis, according to a number of educational critics (Young, 1990), 

because of changes in the educational environment, and hopes for schools 
that are not being met. The old Horatio Alger success stories just do not 
seem to be coming true any more, and the image of the “land of opportu- 
nity” is fading. Until recently, Americans believed that with education a 

person could do anything. Immigrants could come from societies where 

poverty and caste were inherited, rise in the social structure, and have a 

74 
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chance to reach their full potential. In 1848, Horace Mann, father of public 
education in the United States, wrote: “Education, beyond all other devices 
of human origin, is the great equalizer of the conditions of men—the bal- 
ance wheel of the social machinery” (Mann, 1891). But things have not 
worked out quite that way. 

In the early history of the United States, essential skills were passed 
from generation to generation through the family. With the growth of 
industry, new and more formal mechanisms to transmit knowledge were 
necessary, and this function was gradually transferred from family to 
school. Schools had the responsibility of preparing workers for industry 
and assimilating immigrant subcultures into the mainstream. Some early 

schools, including those for children working in factories, used the “moni- 
torial system”; minimal learning was provided in reading, writing, math, 
and citizenship by monitors trained under teachers. Discipline was often 
very harsh (Finkelstein, 1989). These schools gave way to the “common 
schools,” espoused by Mann, in an attempt to create a common identity and 
unifying force in the United States. At first they were open to all white chil- 
dren; later, segregated schools were provided for African Americans. Some 
children rose in the social structure as a result of education, but others, 

including Native Americans and freed slaves, fell further behind. Some 
immigrant groups, not satisfied with the public school education, formed 
their own schools to serve their own needs. 

As industry and formal schooling expanded, the division of labor 
between those who controlled capital and decision making and those who 
were controlled began to be formalized and to result in inequalities. 
Private schools were established for elites, ensuring a continuation of their 
privileged positions. Mass education was encouraged to provide workers 
with necessary skills, including punctuality, obedience to authority, and 
accountability. Many felt that education for factory workers provided hope 
for a better life, and indeed that hope was realized for many. However, 
education also served to perpetuate class distinctions between the capital- 
ists and the working class. Such practices as tracking generally favored 
advantaged students. 

Society requires a cadre of trained workers to “keep the wheels of 
industry turning.” Many levels and types of training are necessary, requiring 
a selection and allocation process that begins at school. The school system is 
thus expected to raise everyone’s chances for a better life, to provide equality 

of opportunity, and to identify those who are most qualified for the most 

powerful and prestigious positions in society. The inherent contradiction 

inevitably leads to some dissatisfaction. Schooling helps some children 

move up; it locks others into low-level positions in society (Kozol, 1991; 

Learning to Fail, 1991). 
Many subcultural groups today wish to maintain their ethnic identi- 

ties; minority-group pressures have changed the emphasis over time from 

assimilationist goals to respect for and preservation of minority identities 
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while providing access to social, economic, and political institutions. As we 

shall see, this model has met with mixed results and the controversies over 

access continue. 

Education and Stratification Around the World 

Some argue that improvements in the educational standing of various 

groups in the United States would lead to social equality; in fact, there has 

been a reduction in equality of income even though most groups are com- 
pleting more schooling. In 2005, 17.6 percent of, or 12.8 million, children in 

the United States lived in poverty—34.5 percent of African American chil- 
dren, 28.3 percent of Hispanics, and 14.4 percent of whites (U.S. Bureau of 

the Census, 2006). 

Mass education has spread around the world in the past two cen- 

turies; today over 70 percent of primary-age children in least-developed 
countries are enrolled in some type of formal schooling (UNICEF, 2007, 
Table 5, p. 121), yet many others are excluded. In 2001-2002, UNESCO 

estimated that 115 million children were excluded from a primary educa- 
tion, with most living in sub-Saharan Africa (45 million) and South 
Asia (43 million) (UNESCO, 2005). Worldwide access to secondary educa- 

tion has also increased, but worldwide, less than 50 percent attend 

(UNICEF, 2007, p. 121). Similarities in the curricula at both the primary 
and secondary levels show standard world models, though some coun- 
tries are providing specialized tracks at the secondary level (Benavot and 
Braslavsky, 2006). 

Around the world, demographic factors such as sex, race, and family 
status affect individuals’ chances for an education and have substantial 
effects on their future occupations, incomes, and prospects for poverty. A 
controversial thesis presented by Herrnstein and Murray in The Bell Curve 
(1994) essentially argues that individual placements in society are largely 

genetically determined. According to this idea, money for education 

or policies such as affirmative action will have little effect on people’s 
place in society. Social scientists have criticized the book on many 
grounds, including manipulation of data, limited definitions of terms 
such as IQ, and faulty assumptions. Most point out that social factors in 
the United States and around the world are the root causes of inequality, 
and it is these factors that we need to understand and correct (Fraser, 1995; 
Hauser, 1995). 

In order to deal with the complex relationships between the process of 
stratification and education, we need to address a number of interrelated 
topics. Several key questions will provide the underlying framework for this 
chapter and Chapter 4: 

1. What role does stratification play in the societal system? 
2. What role does education play in social stratification? 
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3. What are some key variables, both in and outside the schools, that 
affect stratification? 

4. Can education lead to equal opportunity for members of society? 

THE PROCESS OF STRATIFICATION: IS INEQUALITY 
INEVITABLE? 

Most of us have a general idea about the meaning of stratification: It refers to 
a position in society. In the United States, an “open class” system predomi- 
nates. The majority of us would probably answer “middle class” if asked our 
position in society. “Middle class” implies an “average” lifestyle—a house, a 
car, a white-collar wage earner. This contrasts with caste or estate systems, in 

which structured inequality is built into the society—individuals are born 
into their permanent, ascribed positions. 

From our open class system perspective, stratification is perceived as an 

interwoven part of the whole societal fabric or system. We cannot isolate one 
institution, such as education, from the whole system and understand the phe- 
nomenon of stratification. Although our focus will be on education, we will 
bring aspects of family, politics, and economics into our discussion. Figure 3.1 
indicates the interrelationships between the process of stratification and the 
educational system. Note the stratification of groups within the school, among 
those who enter the school as teachers and students, and in the community. 

SOCIAL ORGANIZATION 

Stratification hierarchy: 

Administrators (age and sex rankings) 

Teachers (age anc sex) 
Students (class, race and ethnic 

group, sex, age) 

INPUTS — > OULU 

Stratification results: 

Class placement and tracking 
Self-perceptions 
Future options 

1. Participants in the 

organization 

2. Variables in 
stratification: Graduates of 

Race and ethnic high school 
background College bound 

Class Dropouts (lower class, poor, minority, alienated) General education 
Sex or vocational 
Age ENVIRONMENT education 

Attitudes, stereo- Employment 
Community stratification system types, beliefs, 

values Community leaders or elite — decision makers 
Average citizens — social class distribution 

Welfare recipients 
Minority and ethnic group composition 

FEEDBACK LOOP ~- 

FIGURE 3.1 Stratification and the educational system. 
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Determinants of Social Class 

Sociologists study stratification, defining the meaning of social class and dis- 

cussing its significance and implications for individuals in society. Class has 

been described by Weber (Gerth and Mills, 1946) as a multidimensional con- 

cept that is determined by three major variables: wealth, power, and pres- 

tige. Wealth refers to one’s property, capital, and income. The striking fact 

about the United States is that 80 percent of the wealth is owned by one- 

twentieth of the population, and the top 1 percent own 35 percent of the 

total, leaving a tremendous gulf between rich and poor. Most segments of 
society have raised their standard of living in recent years, but the propor- 
tion of wealth controlled by top segments has increased (Keister and Moller, 
2000). The small group at the top of the hierarchy generally perpetuates 

itself through inherited wealth or high-paying positions. 
Power implies the ability to make major decisions or to influence others 

to act on behalf of one’s benefit. Much power has become concentrated in the 
upper levels of government and business. C. Wright Mills (1959) argues that 
the “power elite” that dominates society and controls decision making is 
composed of members of the economic, political, and military elite. Others 
argue that interest groups such as unions vie with each other for power 
(e.g., Dye and Zeigler, 1997). In either case, the average person has little 
power in decision making. 

Occupation is a main factor in one’s prestige. Education affects occupa- 
tional status, and income is closely associated with one’s occupation. Various 
occupations have different amounts of prestige, including the ability to 
influence others. 

The class system in the United States has been described by many differ- 
ent sociologists. In the 1920s, the Lynds (1929) were among the first to study 
the relationship between social class and educational achievement. Through 
an in-depth analysis of a small Midwestern city in the United States referred to 
as “Middletown,” the Lynds concluded that working-class children do not 

have many of the verbal and behavioral skills and traits that are prerequisite to 
success in the classroom. In a number of community studies conducted by 
Warner, Havighurst, and Loeb (1944) in the United States, schools sorted stu- 

dents based on their potential for upward mobility. Lower-class children are 
often regarded as not capable. Other studies have replicated the social 
class-educational achievement relationship and confirmed these findings. 

Table 3.1 shows one of the many typologies of social class in the United 
States, indicating the relationship between class and education. Thus, educa- 
tional achievement is highly correlated with social class; students from 
lower classes have a much lower likelihood of going on to college than those 
of higher classes, even though they may have high ability. 

One’s position in the class stratification system implies a certain 
lifestyle, membership in certain groups, political affiliations, attitudes toward 
life chances, health, child-rearing patterns, and many other aspects of life. 
From an early age, we are socialized to be members of a social class and to 
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TABLE 3.1 Social Class Typology 
BNE 2 Tis eB ADO EE Net I Ses NOW ee 

Class and Percentage 
of Total Population Education Education of Children 

Upper class (1-3%) Liberal arts at elite College education by right 
schools for both sexes 

Upper-middle (10-15%) Graduate training Educational system biased 
in their favor 

Lower-middle (30-35%) High school Greater chance of college 

Some college than working-class child 

Working (40-45%) Grade school Educational system biased 

Some high school against them; tendency 
toward vocational 
programs 

Lower (20-25%) illiteracy, especially Little interest in education, 

functional illiteracy high dropout rates 

Source: Daniel W. Rossides, Social Stratification: The American Class System in Comparative 
Perspective (Englewood Cliffs, NJ: Prentice Hall, 1990), pp. 406-408. 

develop strong loyalties to the values of our class, including its attitudes 
toward education. 

In the United States, the expectation is that we can improve our 
life position with good education and hard work, and that all members 
of society have an equal opportunity to experience upward mobility. 
Those with higher levels of education have more chances at better jobs 
and salaries, but the question remains: Who gets the higher levels of 

education? 
The median earnings of wage and salary workers vary dramatically 

by amount of schooling completed. In 2004 constant dollars, men more 
than 25 years old with nine years or less of education received approximate 
median earnings of $21,659 a year; women received approximately $17,023. 
With a high school diploma, these figures jumped to $35,725 for men and 
$26,029 for women. With a bachelor’s degree the figures were $57,220 for 

men and $41,681 for women (NCES, Digest, 2005, Table 378). 

Additional degrees command higher incomes. Those males over 25 

who had a Master’s degree earned a median income of $71,530, and females 

earned $51,316. With a professional degree (law, medicine and the like), the 

earnings for males was $100,000 and for females, $75,036 (NCES, Digest, 

2005, Table 378). Education plays a role in sorting people into occupational 

categories. Many less tangible factors, however, enter into this sorting 

process, including the following: 

1. Differences in the level and quality of education available in the coun- 

try, region, or community in which one lives. 
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. Differential access to educational facilities according to one’s social 

class status, religion, race, and ethnic origins. 

. Differences in one’s motivations, values, and attitudes; differences in 

the willingness and ability of one’s parents and significant others to 
provide the financial and psychological supports necessary for the 
maximization of talent potentials (Sewell and Shah, 1967). 

The status attainment model (see Figure 3.2) shows six major ascribed 

and achieved variables that affect one’s educational and occupational 

positions: 

1. 

. Ability, measured by achievement or IQ test (academic aptitude) 

. Academic performance 

. Significant others’ encouragement 

. Educational/occupational aspirations 

. Educational attainment’s direct influence on occupational attainment Ao FW N 

Father’s and mother’s education, father’s occupation, family income 

As the arrows imply, these factors with additional influences from 
external sources interact to determine one’s position in society. 

If we do not have other favorable factors in our lives, schooling alone is 

likely to make little difference to our economic and social success in society, 
though some recent programs in schools that involve one-on-one tutoring, 
more academic classes, and high expectations have proven successful in 
increasing the academic achievement of students. 

i | 5 

Academic is 

performance Aspirations 

1 6 

Mother's education en 
job 

Father's education 

Father's occupation Education 

Family income Ss 

First job 

Significant 

others' 

encouragement 

Ability 

FIGURE 3.2 The process of status attainment in the United States. 

Source: Beeghley, Leonard, The Structure of Social Stratification in the United States. 2/e. 
Copyright © 1996 by Allyn and Bacon. Reprinted with permission. 
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Applying Sociology to Education: Think of cases in which the posi- 
tions of individuals in the stratification system have influenced their 
educational attainment. 

Major Explanations of Stratification 

We all have ideas about how society should work and why some people suc- 
ceed in society whereas others do not. Social scientists have explanations as 
well. From our systems perspective, we get a general framework for viewing 
stratification. Schools alone cannot cause or cure problems resulting from the 
stratification system, because they are but one part of a total, integrated sys- 
tem. Thus, to understand the role of schools in the process of stratification 

one must view interrelationships among schools, family, politics, religion, 
economics, and other integral parts of society. This will be the major empha- 
sis of our discussion of stratification, as presented by classical theorists in 

sociology. 
Two opposing theories of stratification are most often used to explain 

the unequal class system in our society: the functionalist (consensus) theory 
and the conflict theory. Our discussion here cannot do justice to the volumes 
of detailed analyses related to these complex theories; however, we can pres- 

ent some of the important issues surrounding these and related theories of 

stratification. 

FUNCTIONALIST (CONSENSUS) THEORY OF STRATIFICATION. According to 

the functionalist perspective, each part of society is related to each other part 
in the total society. In order to maintain a working balance between the parts, 
the system has certain requirements and agreed-on rules. From this starting 

point, functional theorists explain the inevitability of inequality and the role 
education plays in the process of stratification. A major function of schools is 
to develop, sort, and select individuals by ability levels to fill hierarchical 
positions; functionalists argue that this is a rational process based on the 

merit of individuals. By following the argument of Kingsley Davis and 
Wilbert Moore (1945) in a classic article on stratification, the role of education 

in the stratification process becomes clearer: 

1. People are induced to do what society needs done, motivated to fulfill 
roles by extrinsic rewards (money, prestige). 

2. The importance to the survival of society of a particular role and 
scarcity of qualified persons to fill the role determine the prestige rank- 
ing of positions. For instance, doctors are believed to be more impor- 

tant than bartenders and have more prestige and higher pay. 

3. Those positions that are most complex and important and require 

the most talent and training—that is, education—are the most highly 

rewarded. 
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Presumably, then, the more schooling one has completed, the more 

productive and valuable one is to society. Hence, a stratification system 

evolves, with some inevitably attaining more education and higher positions 

than others. 
Another well-known theorist, Talcott Parsons, has laid the ground- 

work for much of functionalist theory. Parsons argues that society has 

shared norms and values by which to judge or evaluate its members. 
Those who come closest to meeting the established needs and values of 
society are likely to have higher status and occupational prestige (Parsons, 
1970). Inequality, then, is inevitable, according to Parsons. Some will 
always be at the top because of their value to society; others will fall to the 
bottom. The question for Parsons becomes not whether inequality needs 
to exist, but rather how much inequality is justifiable. There is no easy 
answer to such a question, although he contends that some inequality is 
useful in motivating members of society to work hard, get ahead, and fill 

the positions necessary to keep society running (Sadovnik, 2001). How 
“value to society” is measured, of course, is not self-evident. Is a first 

grade teacher less valuable to society than a center playing for a team in 
the National Basketball Association? Certainly, if we look at their salary or 
at their prestige among other citizens, there is little question. Is market 
value the same as value to society? Can value be manipulated or is it 
somehow “naturally” determined? 

The selection process that will eventually determine occupational 
status begins in school, where functionalists argue that students are 
placed more according to individual performance than to group differ- 
ences such as race and sex. Some functionalists point out opportunities 
that exist for working-class students to achieve mobility through school 
achievement. They argue that the system is flexible, allowing opportunity 
for most American students to attend college. They stress the improve- 
ments in educational achievement levels of the poor, minorities, and 

women as evidence that abilities are taking precedence over race and sex. 
Robert Hauser and David Featherman (1976), in a classic analysis of male 

students, found that members of minority groups were completing more 
years of schooling; this, they believe, indicates that inequality in educa- 
tion is declining. While parents pass along their advantages and disad- 
vantages to their children, education is a place where youth are more 
objectively evaluated—the further one goes in school, the less one’s social 
origins matter. 

The functionalist view of society has not only many proponents, but 
also many critics. Criticisms fall into several categories, but of primary con- 
cern to us are the ideological critiques: 

1. Functional or consensus theory presents a conservative view; many 
argue that it supports existing systems and the dominant power 
group, whether good or bad, and preserves the social order. Rather 



Chapter 3 ¢ Education and the Process of Stratification 83 

than finding a way out of wars, inequality, and scarcity, it is commit- 
ted to making things work within existing systems (Hurn, 1993; 
Gouldner, 1971). 

2. The implication that people must meet the needs of the system, 
rather than vice versa, is believed by some critics to be false and mis- 
leading. Similarly, functions of education may represent powerful 
individuals or groups pursuing their own interests (Hurn, 1993; 
Levitas, 1974, p. 165). 

3. To assume that we can locate the most talented and motivated indi- 
viduals through the schools or other institutions is questionable, 
especially when we look at statistics as to who is successful in soci- 
ety. The socioeconomic status of the student is an important determi- 
nant of college graduation. Consistently, higher-status students 
complete college at a greater rate than lower status students (Astin 
and Oseguera, 2005). 

4. To assume that extrinsic rewards, such as wealth and prestige, are pri- 

mary motivators for individuals to train for certain occupations may be 
false. Individuals may have other motivations, such as humanitarian 
goals, for entering certain occupations. In addition, not all talented indi- 
viduals who wish to become doctors or lawyers may have the opportu- 
nity to pursue those careers. 

We turn now to contrasting views of the education system. 

CONFLICT, NEO-MARXIST, AND REPRODUCTION THEORIES OF STRATIFICATION. 

Conflict theorists see the stratification system and equality of opportunity 
from a different perspective. They believe that problems in the educational 
system stem from the conflicts in the society as a whole. Education is but one 
part of a system that is based on “haves” and “have-nots.” Karl Marx, the 

father of conflict theory, believed that educational systems, like all social 
institutions, perpetuate the existing class structure. When the type of educa- 
tion and knowledge available to various groups of people is controlled, their 
access to positions in society is controlled. Thus, the educational system is 
doing its part to perpetuate the existing class system—to prepare children 
for their roles in the capitalistic, technological society, controlled by the dom- 

inant groups in society. As Marx put it, the ruling ideas of any period are the 

ideas of the ruling class. 
Members of social classes share socialization, which leads to traits such 

as common language, values, lifestyle, manners, and interests. These “status 

groups” distinguish themselves from others in terms of categories of moral 

evaluation—honor, taste, breeding, respectability, propriety, cultivation, 

good fellows, plain folk. Each group struggles for a greater share of those 

parts of society that make up “the good life”’—wealth, power, and prestige— 

and it is because of this competition that conflicts exist. Some look to educa- 

tion to reduce inequalities, but according to conflict theorists, education, in 
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fact, serves to reproduce the inequalities based on power, income, and social 

status (Carnoy, 1974). The values, rules, and institutions of society reflect the 

interests of the dominant groups, the ruling class; this is evident in the insti- 

tution of education in the way resources are distributed (Scheurich and 

Imber, 1991). Thus, education is no exception. 

Samuel Bowles, outlining the role of education from the conflict per- 

spective, contends 

(1) that schools have evolved in the U.S. not as part of a pursuit of 

equality, but rather to meet the needs of capitalist employers for a 
disciplined and skilled labor force, and to provide a mechanism 
for social control in the interests of political stability; (2) that as 

the economic importance of skilled and well-educated labor has 
grown, inequalities in the school system have become increas- 
ingly important in reproducing the class structure from one gen- 
eration to the next; (3) that the U.S. school system is pervaded by 
class inequalities, which have shown little sign of diminishing 

over the last half-century; and (4) that the evidently unequal 
control over school boards and other decision-making bodies in 
education does not provide a sufficient explanation of the persist- 
ence and pervasiveness of inequalities in the school system. 
(Bowles, 1977, p. 137) 

Origins of inequality are found in the class structure, capitalism, and 
modernity, and education reflects this. Inequality is part of the capitalist sys- 
tem, likely to persist as long as capitalism itself persists. Conflict theorists 
argue that although statistics show a narrowing of the educational gap 
between groups, this has not been translated into a more equal sharing of 
society’s wealth. The characteristics of workers, such as their age, gender, 
race, and social class, influence the dollar value attached to education. The 

characteristics of the particular urban community and the economic struc- 
ture in which individuals live, however, also affects their job opportunities 

and, thus, the value of their education. For instance, white male college grad- 
uates benefit in types of economic sectors that disadvantage equally edu- 
cated females (Young, 1990). 

Schools have come under increasing attack by frustrated minority 
groups hoping to improve their lot. A great variety of new approaches and 
special programs to improve opportunities have been initiated through edu- 
cational systems. Conflict theorists argue that more extensive alterations in 
the fabric of societal order will be necessary to attack the underlying causes 
of inequality (Anyon, 2005). 

A group of scholars called “critical theorists” question the availability of 
chances for low-status individuals to find opportunities. Reproductionists, 
revisionists, and neo-Marxists have developed explanations of stratification 
stemming from the idea that the upper-middle class “conspires” to perpetuate 
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their own class interests by limiting access to educational opportunities for 
other groups. These theorists argue that the underclasses are channeled into 
poor secondary schools, community colleges, vocational schools, and lower- 
level jobs. In the process, schools give knowledge to poor and minority chil- 
dren that make them accept failure in school, poor occupational status, and the 
dominant culture (Giroux, 1994; Apple, 1993a, p. 215). In this way, schools 
“reproduce” class inequality over generations. Scholars who share this view 
have “revised” the more positive view of education and opportunity in the 
United States. 

Bowles and Gintis (1976) argue that schools are agencies for “reproduc- 
ing” the social relations of production necessary to keep capitalistic systems 
working. Schooling and family are like economic production; some students 
gain more “cultural capital” for success, while others do not, thus reproduc- 
ing the social class structure. This is referred to as the correspondence principle. 

There is some empirica! evidence to support the idea that classes are 
reproduced. In a study of American educational structures and reproduction 
of the “mental-manual” division of labor (or intellectual, white-collar class 

versus the working class), Colclough and Beck (1986) found that between 56 

and 76 percent of male students reproduced their class status when looking 
at three key determinants of reproduction: public versus private schooling, 
socioeconomic community of the schools, and curriculum tracking within 

the schools. “Curriculum tracking was shown to be the critical determinant 
of reproduction.” The authors found that “students from manual class back- 
grounds are over twice as likely to be placed in a vocational track” and from 
there are channeled into manual class jobs (Colclough and Beck, 1986, 
pp. 172-173). In the recent return to the arguments in their Schooling in 
Capitalist America book, Bowles and Gintis (2002) review evidence for high 

correlations between parent’s and children’s income and the role schools 
play in abetting this transmission of status. They assert that their original 
arguments have largely been substantiated by research over the past 25 
years since their book’s original publication. 

In the late 1960s and early 1970s sociologists in Europe were exploring 

the effect that the cultural form and content inside schools had on stratifica- 
tion and reproduction. Young’s Knowledge and Control (1971), followed by 
works of Bernstein, Bourdieu, Passeron, and others, argued that “the organi- 

zation of knowledge, the form of its transmission, and the assessment of its 

acquisition are crucial factors in the cultural reproduction of class relation- 
ships in industrial societies” (Sadovnik, Cookson, and Semel, 2000; Apple 

and Weis, 1986, pp. 19-20). 

Some lower-class students do resist the tendencies toward class repro- 

duction and learn to think independently, even to recognize their disadvan- 

tages. Willis describes the school counterculture of working-class boys in 

England, who rejected the dominant values and norms of the educational 

process (Willis, 1981). In their rejection, they embraced the attitudes, behav- 

iors, and values of their parents—and did not seek to become allies with 
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other groups that also rejected the dominant institutions. Their understand- 

ing of their oppression was limited. Also, Willis’s counterculture boys are 

only a few; many working-class students conform to the norms and try to 

make the system work for them. Some scholars have sought to identify other 

eroups that resist the inducements of middle-class life, including women, 

sexual-identity minorities, and others (Davies, 1995). These “resistance theo- 

rists” seek to find those who may be the vanguard of broader social change 

in society. Even finding replicas of Willis’s lads has not been easy, however 
(Davies, 1995). The lower and upper extremes of the stratification system are 

mostly locked into class positions; some individuals in the middle classes are 
mobile. Providing students with the knowledge needed to get ahead in a 
way they understand could help provide opportunities (Giroux, 1994). 

Viewed from an international perspective, some have argued that 
schooling in the United States has a limited degree of stratification compared 
with other countries, especially in Europe. Rubinson points out that political 
forces in the United States have acted to limit the extent to which class-based 
decisions influence schools. Thus, according to this view, and contrary to 

Bowles and Gintis, class analysis is important but does not necessarily deter- 
mine schooling (Rubinson, 1986). 

Lower-class, minority, and female students in the United States fall dis- 

proportionately at the bottom of the economic hierarchy. These three 
groups—based on class, race, and sex—are those on which we focus 

throughout our discussion of equal educational opportunity here and in the 
next chapter. Sex and race are discussed extensively in the next chapter. 

Social-class background can aid or hinder students. Schools have a 
middle-class “bias” and are more closely aligned with the values and behav- 
ior patterns of middle-class children. A student’s social class is determined 
by the home environment and is reflected in school grades, achievement, 
intelligence test scores, course failure, truancy, suspension, the high school 

curriculum pursued, and future educational plans. Class is not the only vari- 
able affecting achievement, and within each class there is wide variation, but 

there is definitely a significant relationship between class and achievement. 
The sex difference favors girls initially, but this reverses later. Girls 

achieve grades as high as and higher than those of boys throughout high 
school. On standardized achievement tests, boys score higher than girls in 
some areas, such as math and science, and girls score higher in reading and 
writing. More girls graduate from high school, their enrollment in colleges 
and universities passed men in 1978, and the gap has continued to grow to 
the point that women are now over 55 percent of all students (Chronicle of 
Higher Education Almanac, 2006-2007, p. 15). As we will discuss in greater 
detail in Chapter 10, while women have achieved parity with men in many 
respects, and have surpassed them in others, there are still differences in 
majors and earning advanced degrees that remain to disadvantage them. 

Other discussions of inequalities in education and society concern 
who has access to education, the content of education, and the outcomes of the 
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educational process in terms of power, prestige, and income. These “new 
left” conflict theorists argue that it is the long-term results of education 
that in part determine class structure. Other modern theorists argue that 
power and coercion are more important determinants of inequality than eco- 
nomics and social class. An altogether different approach to inequality, 
phenomenology, is concerned with the content of the educational process 
and the passing on of information that can perpetuate the class system. 
Clearly, many factors contribute to the stratification into unequal class sys- 
tems. One’s theoretical perspective influences policy decisions, which in 
turn affect school reforms and allocation of resources, benefiting students 
unequally whether they are gifted, at risk, require special education, belong 
to a low- or high-socioeconomic level, are minority, or live in an urban or 

rural community. Our task in the remainder of this chapter is to explore in 
more detail the role of education in the stratification process. 

Applying Sociology to Education: Consider students who are at the 

bottom of the school achievement hierarchy. What factors do you think 
contribute to their position in the system? 

STRATIFICATION AND EQUALITY OF EDUCATIONAL 
OPPORTUNITY 

Equal opportunity exists when all people, even those without high status, 
wealth, or membership in a privileged group, have an equal chance of 
achieving a high-socioeconomic status in society regardless of their sex, 
minority status, or social class. This requires removing obstacles to individ- 
ual achievement, such as prejudice, ignorance, and treatable impairments 

(Gardner, 1984, p. 46). 

The Meaning of “Equality of Educational Opportunity” 

James Coleman (1990) explored the concepts of equality and inequality, con- 
sidering two opposing theories. One states that inequalities are justified only 
if they provide advantage to the unprivileged in society or if they benefit all. 
The other states that each person is entitled to what she or he has justly 
earned. Contrasting these two extremes reveals the dilemma of two sets of 
values in American society—equal access or individual freedom, the state’s 

right to impose equality versus the individual's right to choose his or her 

own school. There are many aspects of education where views are shaped by 

these opposing ideas. For example, in an effort to serve a diverse student 

body, many school systems differentiate their curriculum, creating pathways 

to rather different educational destinations—for example, immediate 

employment after high school or college. High achieving students and their 

parents want schools to offer what they think they have earned—access to 



88 Chapter3 ¢ Education and the Process of Stratification 

Advanced Placement courses and the like. At the same time, evidence shows 

that the classes taken by the non-high achieving students are likely to move 

more slowly, cover much less material, and employ passive teaching meth- 

ods (Oakes and Wells, 2004). A number of school systems have attempted to 

“detrack” their curriculum to avoid the inequalities tracking creates (Wells 

and Serna, 1996). The “tracking wars” that result reflect these two theories 

have raged in many communities (Loveless, 1999). Over time, in part due to 

conflicts such as those just described, the concept of equality of educational 

opportunity has varied in meaning from equal school resources (inputs) to 
equal outputs (levels of academic achievement). 

In practice, each society places before its children the opportunities 
deemed appropriate and valuable in that society, and, if motivated by demo- 
cratic values, it attempts to give children an equal chance to compete within 
that framework. Some children’s talents may go unappreciated in any partic- 
ular society. In the United States and other heterogeneous societies there are 
many competing value systems; those who feel underrepresented argue that 
the schools are not giving them a fair shot at success within their framework 
of values. Some societies with high average levels of student achievement 
are very homogeneous, such as Japan with about 90 percent of its population 
sharing Japanese heritage, the same language and religion (Royko, 2004). 
The United States is incredibly more diverse, with many communities being 
made up of high proportions of immigrants speaking a different language, 
and with very different cultural resources. 

Conflicts arise over differential treatment in school and unequal out- 
comes of the educational process in terms of wealth, occupational status, and 
opportunities. Given that students have different abilities and needs, can 

some type of equality of outcome be expected? What if unequal outcomes 
break down along racial, ethnic, social class, or gender lines? Even more con- 

troversial are proposals that argue that life chances are unfair to some, and 
that to ensure “equality of results,” society should control the distribution of 
jobs and wealth. These proposals range from progressive income taxes to 
curb extreme poverty and wealth to total restructuring of the economic sys- 
tem of society (Apple, 1993b). Coleman (1990) concludes that equal treat- 
ment of students alone cannot produce equal outcomes. 

Social Class Reproduction: The Debate over Public 
versus Private Schools 

Students who get the best educations are more likely to be selected for the 
preferred jobs in society. What are the “best” educations and how to get 
them are the questions. Those who can afford to go to elite private schools 
pay for the special “status rights” and social networks that allow for the 
“passage of privilege,” and hope that this will maintain their children’s priv- 
ileged position or help them obtain a better position. Studies of women’s 
elite boarding schools, for instance, show higher education attainment and 
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major differences in postsecondary outcomes (Persell, Catsambis, and 
Cookson, 1992; Persell and Cookson, 1985). Elite secondary schools socialize 
students into elite peer groups that form their adult primary groups and per- 
petuate status (Cookson and Persell, 1985). Howard's recent book, Learning 
Privilege (2007), explores the lessons students learn in elite schools about 
their place in the world, their relationship with others, and who they are. 
Howard argues that these lessons reinforce and regenerate privilege. While 
all private schools charge tuition, not all serve elites; the selection of single- 
sex or religious private schooling is based largely on family tradition and 
preference (Lee and Marks, 1992). 

A major research question, and one that has caused heated debate, is 

whether private schools produce significantly higher achieving students 

than public schools. If so, questions arise about the role of public schools, 
funding for private schools through vouchers, and charter schools. In 1982, 
Coleman and colleagues published a controversial study, Public and Private 
Schools (Coleman, Hoffer, and Kilgore, 1981). In the study, 58,728 sopho- 

mores and seniors in 1,016 public, private, and parochial high schools 
around the country were tested. Major findings, which have stimulated con- 
troversies surrounding the study, indicated that, controlling for family back- 

ground, students in private schools (mostly Catholic) achieved at a higher 
level than those in public schools; private schools tended to have smaller 
classes and a more limited academic curriculum, with fewer choices, and 

more student involvement; private schools provided more disciplined, 
orderly, and safe environments and have school climates more conducive to 
achievement; more homework is required in private schools, and they have 
better attendance records. All of these findings combine to produce higher 
academic achievement (Hoffer, Greeley, and Coleman, 1985). 

Coleman states “The evidence is strong that the Catholic schools func- 
tion much closer to the American ideal of the ‘common school,’ educating 

children from different backgrounds alike, than do the public schools” 
(Coleman, 1990, p. 242). Additional findings show that Catholic schools pro- 
duce positive effects on verbal and math achievement from grades 10 to 12 in 
high school, with an advantage of one-half to one year over other students. 
These findings are greatest for minority and low-socioeconomic-group stu- 
dents. One of the reasons Catholic schools are more effective, Coleman 

argued, is that generally they don’t track students. Usually smaller than pub- 
lic schools, these schools have only one class per subject and are necessarily 

fairly heterogeneous in student composition. All students are expected to 

take and succeed in the school’s less differentiated curriculum. 
Catholic schools do well in the inner city: Students there achieve higher 

test scores than do students in public inner-city high schools, have less gang 

involvement and fewer discipline and dropout problems, take more 

advanced courses, and receive more value training and character building 

(MacFarlane, 1994, pp. 10-12), and have more parental involvement. Students 

in private schools for African Americans receive more college preparatory 



90 Chapter3 © Education and the Process of Stratification 

courses and achieve better test scores (Walsh, 1991). The contraction of urban 

Catholic school systems, however, is threatening their ability to offer an alter- 

native to public schools for working-class families (Zehr, 2005). 

The main criticisms of Coleman’s study fall into three categories: 

methodological problems, accuracy of interpretations and alternative find- 

ings, and policy implications of the findings. Reanalysis of data by a num- 

ber of researchers has challenged the major finding—that Catholic private 

schools are superior. Controlling for background variables such as class and 
race, and considering curriculum and teacher qualifications, critics argue 

that there is not a significant difference between good public schools and 
Catholic or other private schools in academic achievement (Topolnicki, 
1994). An important attribute of all private schools is that parents have to 

select them, pay for them, and make sure that their children behave well 
enough so as to be allowed to stay in the school. None of these actions are 
required of public school parents. The difference between parents who 
select private schools and those who use public schools are potentially very 
important in affecting the achievement behavior of their children. Without 

being able to control for these differences, any conclusion about the superi- 
ority of private over public schools is suspect. To the degree that perform- 
ance differences between public and private schools are found, they may be 
due to differences in the students and parents, not to the teachers or the 

schools they attend. 

Just what is a significant difference in achievement is also in question. 
Some argue that findings that show a one-half-year to one-year difference 
are not large enough to claim that private schools are significantly superior 
(Alexander and Pallas, 1985, 1984, 1983). 

Advocates of federal support for private education in the form of 
vouchers, tuition tax credits, or other federal aid are using Coleman’s find- 

ings and recommendations to bolster their claims. Others, however, contend 

that federal support would increase religious and racial segregation of 
schools. 

Alternative interpretations suggest other policies. James McPartland 
and Edward McDill (1982, pp. 77-78), arguing that student body composi- 

tion accounts for school effectiveness, suggest that policy should be con- 
cerned with “allocation practices determining student body enrollments”; 
busing has been one such practice. This position is elaborated in 
Kahlenberg’s book, All Together Now (2001), which argues that all children 
should have access to middle-class schools; that is he makes the case for 
social class desegregation, not racial desegregation. 

Despite the controversies over Coleman’s findings on academic 
achievement and access to the best educations, research reveals the charac- 
teristics that make for effective schools, public or private. Some of these char- 
acteristics are high standards and achievement expectations, committed 
staff, high self-concept in students, effective leadership, appropriate 
rewards, and flexible heterogeneous grouping (Brookover, Erickson, and 
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McEvoy, 1996). The debate over how to provide all students equal opportu- 
nity will continue. But we need to be alert to factors that can affect school 
performance that are not due to characteristics of the schools, but to charac- 
teristics of the students. As with the research on private schools, some public 
schools have student selection criteria that influence their performance. For 
example, some charter schools begin their day at 7 AM and go until 5:30 PM 
and hold mandatory classes on Saturdays and during the summer. Some of 
these schools require parents and students to sign a contract to maintain this 
schedule or forfeit their eligibility for attendance. This requirement alone 
introduces selection effects that assure that the children (and parents) who 

attend the school are not typical of their communities. 

The Controversial Issue of “Choice” 

If public schools are found to be wanting, or if private schools receive federal 
funding, are we undermining a basic institution in society, the mass public 
school? In response to arguments that we weaken public schools, some 
politicians and educational leaders are advocating “choice”—allowing par- 
ents to select from among schools. Choice is a strategy for reform and 

restructuring. The logic here is that parents are consumers of education, and 
should have different schools from which to choose. Like any market, this 
thinking goes, competition among those offering education should improve 
it. Part of the problem of public education has been its monopoly over the 
provision of educational services, choice proponents argue. Since private 

schools are often expensive, only the affluent have a choice. In fact, school 
choice has largely been determined by place of residence since most children 
attend neighborhood schools. One driving force for the expansion of sub- 
urbs in the latter half of the twentieth century has been parental desire for 
alternatives to urban schools. Thus, choice plans have been adopted in many 
urban areas to provide parents with public school choice without requiring 
them to move. Choice presumes variety in the characteristics of schools. 
Challenging the historic idea of “common schools,” choice plans involve 
developing schools with different themes, curricula, or other variation, such 

a size. District 4 in New York City was an early example of this plan; it 
offered several schools from which parents of elementary students could 
choose. Other plans involve giving families a voucher for each student and 
allowing them to select from among schools, including private schools. Of 
course, if there are meaningful differences among schools, parents need to 

have information about these differences so as to make informed choices for 

their children. Getting access to this information is not always easy; New 

York City publishes an annual high school directory that rivals the 

Manhattan phone directory in size and complexity, which advantages highly 

literate parents and those with insider knowledge (copies in Arabic, Bengali, 

Chinese, Haitian Creole, Korean, Russian, Spanish and Urdu are available at 

the Department of Education’s website). 
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Proponents argue that competition among schools for students will 

improve school quality. Choice helps increase accountability and gives par- 

ents and students more sense of ownership over schools. In fact, choice 

seems to have worked in some districts, and several states such as 

Massachusetts (Viadero, 1995), Minnesota, and Texas; and cities such as 

Milwaukee, White Plains, and parts of Harlem in New York City are experi- 

menting with choice plans. More than half the states have forms of choice 

plans (Cookson, 1994). 

In a controversial discussion of the choice issue, Chubb and Moe ques- 

tion whether school systems should be subjected to individual choice and 
market forces. The researchers focused on school practices and achievement 
differences between public and private school students, and their results 
support the side of choice (Chubb and Moe, 1990). They argue that most 
school systems have become so politically and bureaucratically complex that 
elements that encourage high achievement, including autonomy and profes- 
sionalism of school staff, are limited. Under a free market system, educators 

could design any programs they think could compete successfully for stu- 
dents. This, in fact, is the idea behind many charter or community schools. 
Some momentum has been gained by the movement as it has proposed that 
vouchers be made available for students in “failing schools” as identified by 
the federal No Child Left Behind act. 

Opponents of choice decry the potential decline in numbers and qual- 
ity of the common school, or public school, pointing out that only the least 
capable students will be left, accentuating the problem for ill-prepared stu- 
dents, and the best teachers will go to the better schools. School choice 
would likely increase religious and social segregation along race and class 
lines, though some studies show that African American and Hispanic par- 
ents, even those with lower levels of education, were more likely than white 

and Asian Americans to take advantage of school choice options (Schneider 
et al., 1996). Critics also point out disparities between public and private 
school students now and argue that little will change without fundamental 
restructuring of the system. The percentage of children enrolled at each kind 
of school by family income is shown in Figure 3.3. Note the differences in 
the high- and low-income categories (NCES, Condition, 1999). 

In an analysis that examined the debate across the political spectrum 
and did case studies of cities and states with choice programs, Cookson 
(1994) argues that student achievement and school improvement and equity 
cannot be better than the reforms put in place by districts to achieve equality 
and excellence. For instance, there is little evidence at this time that the 
Milwaukee or Harlem experiments are improving school achievement 
(Tashman, 1992). The General Accounting Office conducted a review of the 
evidence on the Cleveland and Milwaukee plans and agreed that the data 
did not provide a clear conclusion (General Accounting Office, 2001). 

Recent court rulings in Florida, Maine, Vermont, Ohio, and Pennsylvania 
against school vouchers raise questions about the constitutionality of voucher 
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FIGURE 3.3 Distribution of public and private elementary and secondary students, 
by family income, October 1990. 

Source: U.S. Department of Commerce, Bureau of the Census. Reprinted in National Center for 
Education Statistics, The Condition of Education 1994, Dass 

systems. For instance, Florida courts threw out the nation’s first statewide 
school voucher system, ruling that the Florida Constitution forbids public 
money to be spent on private education. In 2002, the U.S. Supreme Court, ina 
5-4 decision, ruled that the Milwaukee voucher plan was legal, setting the 
stage for a potential expansion of the plans (Simmons-Harris v. Zelman). The 

Court determined that since the public funds represented by the vouchers 
went to a broad class of citizens who could decide whether to seek to attend 
religious schools or secular private schools, the support to religion offered by 
vouchers did not violate the constitutional prohibition of public support for 
religious activity. While there have been new laws passed in several states in 
support of voucher programs, there has not been the big expansion of them 
proponents hoped for. Provisions in many state constitutions prohibit state 

funding of religious activities (Walsh, 2002). 

When a 1999 Gallup poll asked for public attitudes toward public 
school choice, it found “support for public funding for attendance at pri- 
vate schools has slipped slightly, but the public remains divided on the 
issue.” Asked, “Do you favor or oppose allowing students and parents to 
choose a private school to attend at public expense?,” 55 percent oppose 
making such choice available, up from 50 percent in 1998. Even Catholic 

and other private school parents were not in favor of public funds paying 
for private schooling (Rose and Gallup, 1999). By 2002, after the Court’s 
ruling in favor of vouchers, public sentiment was more in favor of them, up 

12 points from 34 percent in 2001 to 46 percent in 2002. Yet many are still 

not in favor of the idea, and the issue remains one on which the public is 

deeply divided (Jacobson, 2002). One interesting point is that suburban 

parents are mostly not in favor of the idea as they are largely satisfied with 
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their schools and don’t want to lose control of the funding that would go 

with the vouchers (D’entremont and Huerta, 2007). 

Applying Sociology to Education: What are some advantages and 

disadvantages of school choice programs for your district? 

Ability Grouping and Teacher Expectations 

Most highly industrialized societies claim to be meritocracies—societies that 

attempt to place and advance individuals based on their merits. Yet few 

achieve a perfect match between abilities and responsibilities. Testing, dis- 
cussed in Chapter 2, is one method used to determine education and job 
placement, yet many hold strong sentiments against the use of standardized 

tests for placement and perceive poor, minority, disabled, and female stu- 

dents to be at a disadvantage. In the rush to make schools and teachers 
accountable, many states and districts instituted placement exams, one out- 

come of which is ability grouping. 

INSTRUCTIONAL GROUPING. The basic question is how best to educate large 
numbers of students whose backgrounds and abilities differ widely without 
limiting the instructional opportunities of lower-track students. This is a rea- 
sonable question. Efforts to deal with it, however, have often found low-income 

and minority students at the bottom of the ability grouping system (Burnett, 
1995). Therein lies the problem. As recent research shows, even in very early 
childhood, cognitive differences are strongly associated with parental social 
status (Lee and Burkam, 2002). Using measures of student achievement, even 

in kindergarten, thus divides students by their social origins. 
All schools with more than just a few students must decide how to 

organize those students into groups for instruction. The most common dimen- 
sion of this sorting is by age. We are used to the idea that generally children in 
the same grade are about the same age. In fact, “holding back” students 
because of their low achievement level is an emotionally powerful event for 
children because they are then placed with children younger than themselves. 
Getting off the regular age-grade progression is an early indicator of education 
risk; very high percentages of high school dropouts are “left back” in elemen- 
tary school, often more than once (Hammack, 1989; Stearns et al., 2007). 

In addition to age, gender is sometimes used to sort students, as in single- 

sex schools, an old practice in American education (Tyack and Hansot, 1990). 

Rising concerns for the academic achievement of girls and, during the last 
decade, of boys has produced new interest in this form of grouping. Federal 
policies forbid most of this form of segregation until recent changes were 
announced. It is too early to see whether this policy change will stimulate the 
creation of large numbers of single-sex schools, but in many urban areas, there 
is interest in how such schools might help improve academic achievement. 
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Academic achievement, itself, is a very common dimension of group- 
ing. Sometimes called “ability grouping,” using student achievement to cre- 
ate learning groups and classes has a long and controversial history in 
American education. The term reflects its history. The word “ability” is 
defined in the dictionary as the state of being able to perform; also, a natural 
talent or acquired proficiency (Webster’s, 1974). Implied in this usage is that 
ability may be part of the genetic heritage of a person, a “natural talent,” not 
something over which we have personal control. Early mental testing sought 
to uncover the “natural” intellectual abilities of individuals, and though our 
thinking has moved away to a more plastic and flexible conception of intelli- 
gence, the legacy of this usage remains. The usage of “acquired proficiency” 
or achievement is consistent with our understanding today (Lemann, 1999). 
Students may be grouped into the “robins” or “blue birds” reading groups 
based on their reading performance. 

Achievement grouping is a common practice in schools because most 
teachers believe that it is easier to teach a group of students with similar 
levels of prior learning. Different grouping patterns emerge under differ- 
ent organizational structures, depending on the structural constraints and 
the school’s atmosphere, or “culture.” An example of a structural con- 
straint would be students demanding to be placed in a particular track 
(Kilgore, 1991, pp. 201-202). Groupings are usually based on reading 
and math levels of students. In high schools, this grouping is often associ- 
ated with divergent curricular pathways, called “tracks.” Traditionally, 

American high schools developed as comprehensive schools, providing 
college preparation courses, as well as vocational and general education 
courses (Hammack, 2004). The sequencing of courses, especially in math 
and science, meant that if one wanted to go to college, the student needed 

to start the college prep classes as a freshman and continue to take them 
through the senior year. Mobility into, through, and out of this track was 
necessarily limited by the sequencing of courses. This meant that educa- 
tional decisions that prepared students for college needed to be made late 
in elementary school, cutting off those who developed an aspiration to col- 
lege later. Today such rigid tracking systems are rare (Lucas, 1999). More 
common is a diverse curriculum with many student choices (Powell, 
Farrar, and Cohen, 1985), though sequencing is still very important, espe- 
cially as high schools expand their Advanced Placement and other college- 
level course opportunities. 

Most U.S. schools studied using national data sets have similar track- 
ing systems and sequencing of courses in math (Hoffer and Kamens, 1992), 

there is more variation in science sequencing, though placement in math and 

science often go together. Studies show that as early as eighth grade, stu- 

dents’ science grouping affects their future science curriculum and their 

chances to excel in the sciences (Schiller and Stevenson, 1992). 

Unfortunately, not all students are placed on the basis of careful evalu- 

ation of their interests and abilities. Testing has been a primary method of 
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placing students in tracks, but this method can increase social stratification 

(Darling-Hammond, 1994). A study of inner-city urban schools found that 

many factors operate in the placement of students—filling study halls or 

low-enrollment classes, filling remedial courses so that funding would con- 

tinue at the school, and staff preferences for course assignments (Riehl, 

Natriello, and Pallas, 1992). Movement from one track to another is usually 

downward, based primarily on achievement. A student’s socioeconomic 

level, however, does affect assignments, with higher-socioeconomic-level 

students disproportionately in college tracks (Lucas, 1992). The effects of the 

differences in children as they enter school do not disappear easily (Lee and 

Burkam, 2002). 

Schools in the United States rely more heavily on tracking than schools 
in any other nation (Oakes, 1990). However, national sequencing of courses, 
that is a common sequencing across a country, is less common in the United 
States than in many other countries because of local control of schools and 
no national governing bodies or tests. Standards set by teachers’ organiza- 
tions and college entrance requirements have some influence on national 
sequencing of courses and tracking of students in the United States (Schiller 
and Stevenson, 1992). Many states now require students to take and pass 
high school exit tests in order to obtain a diploma. This forces schools to offer 
a curriculum of at least minimal rigor for all students, and, reformers hope, 

will better prepare graduates for college opportunities and for work 
(Dougherty, 1996). 

Japan, which values group conformity, is an example of a society with 
heterogeneous grouping in schools, treating all students alike by age 
cohorts. Though tracking within schools is rare, tracking occurs across mid- 
dle and high schools in Japan, with some schools considered elite. Japanese 
parents and teachers believe in the philosophy that each child is expected to 
achieve in school, and they believe that all can, although some may need to 
work harder than others. An underlying assumption in American education, 
despite the efforts toward equality, is that some will fail because of our dif- 
ferent abilities. 

Conflict theorists argue that elites in the United States are unlikely to 
change basic structures that work for their class interests (Oakes, 1995). 
Thus, reforms in education have benefited some but have not changed their 

relative educational and economic position. Achievement grouping often 
begins in elementary school and continues through high school as students 
are “tracked” into distinctive curricular paths. The problem is to determine 
who gets placed where; too often, according to conflict theorists, placement 
correlates directly with the child’s background, language skills, appearance, 
and other socioeconomic variables (Oakes, 1986). 

The Supreme Court’s 1967 ruling in Hobson v. Hansen in Washington, 
DC, stated that separation of students into fast and slow tracks resulted in 
unconstitutional segregation of minority and non-minority students. Yet, 
many public secondary schools still offer core courses tailored to differences 
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in student ability (Lucas, 1999). Many teachers argue that finding the best 
“fit” between students and teachers increases classroom effectiveness and 
that ability grouping of students makes it possible to teach them more effec- 
tively at their own levels (Hallinan, 1994), 

Students in different groups have quite different school experiences. For 
instance, in average to low-achievement classrooms there is a more disruptive 
learning environment (Mekosh-Rosenbaum, Spade, and White, 1996), whereas 
students in honors classes participate more (Gamoran et al., 1995). These learn- 
ing environments affect student life chances, self-concepts, motivations, IQ and 
achievement levels, and other aspects of school and work experiences. Of the 
three major ways in which reproduction theorists argue that classes are repro- 
duced (public versus private schooling, socioeconomic class composition of 
school communities, and achievement grouping of students), research shows 

tracking to be the most important mechanism in the reproduction process. 
Colclough and Beck (1986, p. 469) show that students from “manual class” 

(working class) backgrounds are more than twice as likely to be placed in a 
vocational track as are other students. Table 3.2 illustrates the importance of 
each of these factors in the reproduction of class. 

Thus, we know that achievement is not a perfect predictor of place- 
ment in learning groups. Characteristics of schools such as “electivity” 
(how students are assigned to tracks), inclusiveness, and other school poli- 

cies, plus student characteristics (socioeconomic status [SES] of students 

and community, race, percentage of minority students in the school, the 

proportion of students in the school in an academic track, and the methods 
for assigning tracks—self-selection versus assignment) are influential in a 
student’s placement. The higher the SES, the more likely students will be in 
academic tracks (Jones, Vanfossen, and Ensminger, 1995). Placements tend 

to be fairly stable over the year. We know that students placed in high- 
achievement groups are taught more and at a faster pace than are those in 
low-achievement groups, making it more difficult for students in lower 

tracks to move up. 
Studying the socioeconomic composition of students in different 

schools is also revealing. Anyon (1980) compared the socioeconomic compo- 
sition of schools with the work tasks of students, studying five elementary 
schools with very different compositions based on parents’ occupations: two 
working-class, one mixed (middle-class), one “affluent professional,” and 

one executive elite. The school patterns train students for their respective 
social classes. In working-class schools, children follow procedures—usually 

mechanical, rote behavior. In the middle-class school, getting the right 

answer and following directions is important, but some choice is possible. In 

the “affluent professional” school, the emphasis is on independent creative 

activity in which students express and apply ideas and concepts. In the exec- 

utive elite school, developing analytical intellectual ability, learning to reason, 

and producing quality academic products are important. Conceptualizing 

rules by which elements fit together is a key goal. 
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TABLE 3.2 Social Class and Schooling Structures 
Peat SEAT CON SD TS PTA IAD AL NT LG ec Ns SAE Ae RE 

Schooling Structure Mental Class Manual Class Overall 

I. School Type 

Public schools 

Percent students recruited from 33.37 66.63 — 

Percent class membership 
reproduced 5A Sp 70.85 64.87 

Private schools 

Percent students recruited from 43.93 56.07 — 

Percent class membership 
reproduced 62.02 53.94 57 AS 

Il. School Community 

High-minority communities 

Percent students recruited from 26.59 WBN — 

Percent class membership 
reproduced ANS DY WAS 64.25 

Low-minority communities 

Percent students recruited from 36.29 63.71 — 

Percent class membership 

reproduced 55.333) VOD 65.14 

Wl. Curriculum Track 

General track 

Percent students recruited from 26.96 73.04 — 

Percent class membership 

reproduced 33.41 81.91 68.83 

Vocational track 

Percent students recruited from 19.70 80.30 — 

Percent class membership 

reproduced 16.67 90.27 US07) 

College-bound track 

Percent students recruited from 45.63 547 — 

Percent class membership 

reproduced 69.32 44.95 56.07 
a a i 
Source: Glenna Colclough and E. M. Beck. “The American Educational Structure and the 

Reproduction of Social Class: Table 3, Social Class and School Structures,” Sociological Inquiry, 

Vol. 56, No. 4, p. 469. Copyright © 1986 by the University of Texas Press. All rights reserved. 
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Tracking has other consequences for students who develop “student 
cultures” within each track. These cultures add to the perpetuation of atti- 
tudes and behaviors that reproduce social class. In Israel, a multiethnic soci- 
ety, students from the same ethnic groups have tended to group together. 
Vocational education has come under question because it reproduces the 
same class of students in the same occupations (Yogev and Avalon, 1987). 
This track-based student culture may limit or expand student engagement in 
school and academic achievement. The degree to which students enforce 
among themselves norms that support or undermine school and achieve- 
ment has received much attention in the last decade or so. We will review 
that literature in more detail in the next chapter, but many scholars see such 
“peer effects” as powerful and strongly associated with the existence of 
achievement-based learning groups in schools (Ogbu and Simons, 1998). 

Many writers have commented on the effects of grouping. A summary 
of findings follows. 

1. Lower-ability groupings tend to include a disproportionate number of 
lower-class and minority children; this stratification influences educa- 

tional attainment and is likely to affect students’ later job attainments 
and earnings. 

2. Children from low-socioeconomic backgrounds are more likely to be 
placed in low-ability groups because of low test scores, which some 
argue do not measure ability accurately. In addition, they are often stig- 
matized, and scores keep falling in relation to other groups. 

3. Each school has its own stratification system, depending on students 
coming into the system, but children in any given grouping tend to be 
more homogeneous in terms of socioeconomic status and race than are 
children in the school as a whole. In other words, groupings within the 
school are highly related to the background of the students. Once stu- 
dents are labeled and grouped, there is less chance of their moving 
from one category to another. Schools in different neighborhoods have 
different outcomes. For instance, in higher social class districts with 
excellent schools, students have more college preparatory courses from 
which to choose (Jones, 1996, p. 21; Spade, 1994; Spade, Columbia, and 

Vanfossen, 1997). 
4. Students in upper-ability groupings are disproportionately of higher 

socioeconomic status, are more motivated, and have higher achieve- 

ment, class rank, and test scores, all of which give them a better start 

after high school. Teachers give more feedback and praise to high- 

ability groups and plan more creative activities for them. For the 

lower-ability groupings, the opposite is true. This same distinction by 

class status holds at junior and community colleges in the vocational 

versus academic tracks. 

5. Summaries of research on the effects of ability grouping indicate that 

the practice benefits gifted students and those placed in high tracks. 
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Lower-ability groups receive less teacher attention and poorer instruc- 

tion, setting them further behind in the quest for equal opportunity. 

Ability groups often reinforce race and class segregation and stereo- 

types, and they lower the aspirations and self-esteem of lower-group 

students. 

6. Most problematic is the conflicting evidence on the effects of grouping. 

Ina review of 29 studies on the effects of ability grouping, Slavin (1990) 

finds little evidence of beneficial effects. He does not address institu- 
tional and curricular differences in students’ experiences, but mainly 

uses test scores. 

Not only do some studies show no justification for the use of tracking, 
but they also question programs such as Chapter I that “pull out” students 
from regular classes (Oakes, 1990). Most damning was a study showing 
minority students’ disproportionate placement in low-achievement math 
and science classes with the least-qualified teachers and insufficient access to 
computers, science equipment, and quality textbooks. Students in low- 
achievement groups lose ground and perform poorly on reading and math 
achievement tests (Hallinan, 1990). Grouping can start as early as first grade 
and can have an impact for several years thereafter (Pallas et al., 1994). 

Those in favor of heterogeneous grouping of students believe that 
tracking on the basis of presumed ability level harms students who are 
placed in the lower tracks and fails to help those placed in higher tracks. 
Proponents of untracking students also assert that tracking results in a lack 
of equity, is a violation of democratic values, produces low self-conceptions 
of learning ability, and causes a devaluing of self by those placed in lower 
tracks. Many argue that tracking programs based on presumed ability result 
in two unfortunate consequences: “more academic failure, and heightened 
racial and social class animosity” (Brookover et al., 1996, p. 116) that are 
more important than the gains it provides for those in the higher tracks. 

In a series of studies of efforts to “detrack” middle and high schools, 

Oakes, Wells, and their colleagues have shown the resistance that can be 

generated to this change. Teachers in some subjects, particularly math and 

science, may believe that the curriculum should be graded by prior student 
achievement, and these subjects are often organized in a strictly hierarchical 
way. This tendency has been increased with the addition of college-level 
courses to the high school curriculum (AP courses, International 
Baccalaureate programs, dual-enrollment programs). Eligibility for these 
course opportunities is often determined by prior achievement. Parents of 
students in the high achieving groups or tracks strongly defend the benefit 
their children obtain from a hierarchically structured curriculum (Wells and 
Serna, 1996; Oakes and Wells, 2004). How students understand tracking and 
detracking is addressed by Yonezawa and Jones (2006). 

Are there solutions to the problem of homogeneous versus hetero- 
geneous grouping? Most suggestions focus on restructuring classroom 
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groupings: Students work together in many subjects but are grouped in 
reading, language arts, and math. Low achievers are not stigmatized or 
made to feel they are “dummies.” Low achievers are few in the class, so that 
the teacher can give them needed help. Success, experts argue, depends on 
small student-to-teacher ratios, high expectations by teachers, extensive oral 
communication in class, and experienced, effective teachers (Levine and 
Stark, 1983). 

Some elementary schools in Britain and the United States have 
attempted alternatives to grouping, making constructive use of the 
diverse abilities and backgrounds of the students. In these schools, chil- 
dren work at their own levels of ability in reading and math. The teacher 
gives the class lessons on particular topics suitable for the range of abili- 
ties and works with individual children or with small groups, sometimes 
with the help of an aide. Cooperative relationships between children are 
encouraged—for example, children who understand a math concept may 
be assigned to help teach other students. This fosters not only cooperation 
but also feelings of self-worth because each child’s particular talents are 
recognized. It also prevents some of the problems associated with label- 
ing. The late Elizabeth G. Cohen, a sociologist of education at Stanford 
University, has studied how heterogeneous grouping in schools can be 
better managed by teachers. She and her colleagues have developed ideas 
about “complex instruction.” In this method, “students use each other as 
resources while completing challenging group tasks that require the use of 
multiple intellectual abilities. Teachers work to create equal-status interac- 
tion within the small groups” (Cohen and Lotan, 1997, p. vii; also see 

Cohen, 1986). 

TEACHER EXPECTATIONS AND STUDENT ACHIEVEMENT. What difference do 

teacher expectations of students make in student performance? In a pioneer- 
ing study, Robert Rosenthal and Lenore Jacobson (1968) tested the effects of 

teacher expectations on interactions, achievement levels, and intelligence of 

students. A follow-up study in a San Francisco elementary school with a 
high percentage of lower-class and Mexican American students gave sup- 
port to their hypothesis that once a child is labeled by the teacher and others, 
a “self-fulfilling prophecy” operates: The teacher expects certain behaviors 
from the child and the child responds to the expectations. Once this pattern 
is established, it is hard to alter (Bonetari, 1994). 

Criticisms of their study have focused on its methodological weaknesses 

and have pointed out that their findings apply mainly to lower grades. 

Multiple factors enter into teacher interactions with students; nonetheless, 

they pioneered in an important area of research that continues to provide valu- 

able insights on teacher-student dynamics. The body of literature that has 

developed since their study has shown that teacher expectations play a signif- 

icant role in determining how much and how well students learn (Bamburg, 

1994). The focus of more recent studies has been on teacher expectations of 
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The way teachers interact with students affects student achievement. 

their class and how this affects their teaching methods and the atmosphere in 
the class. What difference do teacher expectations of students make in student 
learning? 

Teacher expectations are influenced by various factors, including 
records of the student’s previous work and test scores; the student’s dress, 

name, physical appearance, attractiveness, race, sex, language, and accent; 
the parents’ occupations; single-parent and motherhood status (Cooper and 
Moore, 1995); and the way the student responds to the teacher (see Box 3.1). 

A study of Mexican American student achievement was shown to be related 
to teacher attitudes and expectations; teachers viewed the Mexican 

American students as different from Anglo students. Underachieving 
Mexican American students valued their cultural traditions more than the 
high-achieving Mexican American and Anglo students and became resistant 
to learning when these traditions were marginalized. Achievement was also 
related to their compliance, appearance, styles of communication, and will- 

ingness to support Anglo norms (Pena, 1997). 

Teacher expectations are manifested in the teachers’ behavior toward 
and treatment of individual children and their grouping of the children in 

classroom situations. Children pick up the subtle cues; the “self-fulfilling 
prophecy” can cause them to believe that they have certain abilities and can 
influence future behaviors. Many teachers in schools with low-achieving stu- 
dents become discouraged about the children’s ability to learn. Their expecta- 
tions for student learning are reduced, creating that self-fulfilling prophecy in 

which teachers expect less and students give less. Students are influenced by 
their teachers’ expectations, and they internalize those expectations. Even 
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Sources of Teacher Expectations 

We need to guard against using the following factors to impose lower expectations 
on undeserving students: 

Sex. Young boys and older girls are sometimes the recipients of prejudicial low 
academic expectations. This often is a function of mistaken beliefs about the 

relevance of boys’ maturation and sex-role discrimination, which harms 
females. 

Socioeconomic status level. Low expectations are typically held for children 

of families with low-level income and education. Status based on the jobs held 

and the place of residence of the parents often are used to prejudge students. 

Race and ethnic identifiers. African American, Hispanic, and Native 

American students receive lower expectations than other students. Asian stu- 

dents receive high expectations. 

Negative comments about students. Negative comments by other teachers 

or principals often result in lower expectations. 

The status of the school. Rural and inner-city schools often are associated 

with lower expectations than suburban schools. The racial, ethnic, and income 

level of the school is often a factor in such prejudice. 

Appearance. Lower expectations are associated with clothes and grooming 

that are out of style, made of cheaper material, not brand name, or purchased 

at thrift or discount stores. 

Oral language patterns. Nonstandard English often is the basis for holding 

lower expectations for students. 

Neatness. Lower expectations are associated with general disorganization, 

poor handwriting, or other indicators 

Halo effect. There is a tendency to label a student's current achievement 

based upon their past performance evaluations. 

Readiness. There are negative effects when teachers assume that maturation 

rates or prior lack of knowledge or experience are unchanging phenomena, 

thus precluding improvement. 

Seating position. Lower expectations are typically transmitted to students 

who sit on the sides and in the back of a classroom. 

Socialization by experienced teachers. Experienced teachers have a ten- 

dency to stress the limitations of certain students for new teachers rather than 

the need to work on improving the performances of students. 

Student behavior. Students with poor, nonacademic behavior also tend to 

receive lower academic expectations from teachers. 

Teacher training institutions. Some faculty within colleges of education 

perpetuate myths and ideologies of individual limitations of students. This 

results in prejudicially low expectations for large numbers of students. 

(Continued ) 
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Teacher education textbooks. Some textbooks also perpetuate myths and ideolo- 

gies that individual students have limitations, which reinforce prejudicially low 

expectations for students. 

Tracking or grouping. Students in a lower academic track are mistakenly pre- 

sumed to have been placed there for good reason (i.e., they have limited capacities 

and can never be expected to learn critical knowledge and skills). 

Source: Brookover, Wilbur et al. Creating Effective Schools: An In-Service Program. Holmes 

Beach, FL: Learning Publications, Inc., 1996, pp. 75-76. 

though some students have given up on education, they dislike teachers who 
do not carry out the illusion of believing in education. 

Teachers manipulate the classroom situation so as to affect student per- 
formance through achievement grouping and creating other groups within 
the classroom. An example of this is revealed in an experiment conducted by 
a classroom teacher in Iowa. She was concerned that her students really 
understand the impact of discrimination, so she set up an experiment, the 

results of which surprised even her. She divided the children in her all-white 
class into two groups: blue-eyed and brown-eyed. For the first day, one 
group was given privileges and made to feel superior. The situation was 
reversed the next day. The children took their roles very seriously, with the 
superior ones taking delight in putting down the inferior ones and in 
excelling in their own work. The inferior for the day were outperformed. The 
importance of this example is that labels can affect the self-concept of stu- 
dents and their treatment by others, even in such a short-term experiment 

(Peters, 1971). The major policy recommendation coming from studies of 
teacher expectations is that positive teacher attitudes and approaches 
toward learning are necessary if students are to believe that they can 
achieve; some inner-city schools that have rigorous expectations have raised 
levels of achievement significantly. 

Another facet of the teacher expectations literature is how these expec- 
tations operate at the school level. A number of researchers have explored 
what is called “collective responsibility” for student achievement and how 
this school-level characteristic varies and how it affects student performance 
(Lee and Loeb, 2000). The basic idea here is that expectations are reciprocal, 
that is students’ behaviors and achievements affect teacher expectations for 
individual students, for classrooms, and for schools. In turn, those expecta- 

tions of teachers affect student behavior and performance. Most of the dis- 
cussion this far has been at the individual student and classroom level. 
Increasingly researchers are recognizing that schools also operate as a single 
organization, and that the way teachers and administrators in a school think 
and act can have a significant affect on students. Thus, the notion of collec- 
tive responsibility is the degree to which teachers and administrators believe 
that what they do can affect student behavior and performance. If teachers 



Chapter 3 ¢ Education and the Process of Stratification 105 

attribute student behavior and performance primarily to factors external to 
the school—to the family, the neighborhood—then they are unlikely to exert 
high levels of effort to educate students. These collective expectations are, of 
course, made up of those expectations of individual teachers, but together, 
they may in turn affect the attitudes of individual teachers, creating a school 
climate encouraging of student effort and teacher effort. Of course, the oppo- 
site effect is also possible; a situation referred to as a failing school. In the Lee 
and Loeb research referred to above, teachers in Chicago’s smaller schools 
were more likely to have a positive sense of collective responsibility for stu- 
dent learning than were teachers in large schools. Smaller school size seems 
to encourage a sense that the learning needs of students are achievable and 
not overwhelming as large schools may communicate. 

Applying Sociology to Education: How can teachers affect classroom 
interactions and student self-perceptions? 

Financing Schools in the United States 

Wealthy school districts attract the best-educated and more experienced 
teachers. They can offer higher salaries, superior facilities and materials, 
support staff to handle problems, and a potentially achievement-oriented 
group of students. Poorer and minority schools get new, inexperienced 
teachers. There is also a tendency for minority teachers to be placed in 
schools with heavy concentrations of minority students, depriving all dis- 
tricts of an integrated teaching staff. These are some of the factors that indi- 
rectly affect student achievement (Elliott, 1998). 

When schools were initially founded in the United States, their fund- 

ing was largely local. Individual communities decided to tax themselves to 
support education for their children. Few funds were available from the 
state, although the authority for schools resides with the state government. 
The tradition of local funding remains strong, as communities see their 

ability to control their children’s schools in part assured by their raising the 
funds to pay for schools. The property tax became the chief means by 
which local funds to support schools were generated. This meant, of 
course, that the greater the value of property in a community, the more 
money it could raise at any level of taxation. Communities of wealth and of 
poverty, taxing themselves at the same rate, generate very different 

amounts of money. This inequality led to greater participation of states in 

funding schools so as to reduce the worst disparities, driven by law suits 

based on the equal protection clause of the federal constitution. These 

“foundation” state grants were based on an estimate of sufficient funding 

to provide an adequate education. But such disparities in the amount com- 

munities spend on schools are still large. A recent report about spending in 

New Jersey school districts found districts at the top spending over $29,000 
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per student a year and at the bottom, $7,426, while the statewide average 

was $12,098 (Hu and Fessenden, 2007). 

This imbalance has stimulated several court cases concerning equal 

financing of education. In the 1974 landmark Serrano v. Priest case, the 

California Supreme Court ruled that forcing school districts to rely heavily 

on local property taxes created sharp inequalities between school districts in 

the state. In 1976, California was ordered to substantially reduce the gap 

between districts by 1980. Many other state courts considered cases on 

finances, one of which was heard by the Supreme Court. In San Antonio 

Independent School District v. Rodriguez, the Supreme Court left decisions 
regarding property tax funding of schools up to each state. Property tax is 

still a part of local school funding, but often it is not the most equitable way 
of collecting funds for education. School spending per student can be up to 
four times greater in wealthy districts than in poor ones. Property taxes are 

highest in cities, causing middle classes to leave and businesses to locate 
elsewhere, resulting in a smaller tax base. Urban students often require dif- 

ferent types of programs—bilingual, vocational, compensatory, or special 
education—all of which cost additional money. On average, local districts 
with high percentages of students in poverty receive a higher percentage 

of school revenues from the state and federal government, though most 
federal support is for special programs, such as compensatory education 
(Brown, 2007). 

States help support education through income tax, sales tax, and lotter- 

ies. Local districts use primarily property taxes to fund close to 50 percent of 
local school budgets. And this is where the conflict arises; some districts 

bring in significantly more tax dollars than others and can afford better edu- 
cation for their children. The federal government holds a big stick over 
local and state education by threatening to withdraw funding for special 
programs if districts do not comply with federal laws barring racial bias in 
programs of instruction such as Title IV of the Civil Rights Act of 1964. 

In recent years, however, the litigation over education funding has taken 

a new turn. Because education is not mentioned in our federal constitution, it 

is a state function, and all state constitutions spell out the state’s responsibility 
for providing citizens with an education. The specific language varies from 
state to state, but often includes language such as a guarantee of a “thorough 

and efficient education.” How one defines such an education has become the 
subject of litigation. But without operational state standards or definitions of 
what an education would look like, litigation based on the equal protection 
clause of the federal constitution was limited. In its place, an argument about 
“adequacy” has emerged. One common mechanism used to resolve this is 
known as a “costing out method.” This method has several forms, but often 
involves examining how successful school districts achieve their results and 
finding out what those educational efforts cost. It identifies the resources 
and conditions necessary to provide all students a reasonable education, an 
“adequate” one—which can increasingly be defined according to the standards 
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that states have adopted for their credentials. For example, if a state has a high 
school exit examination, model school districts would be the ones that have 
the highest success rate for their graduates on that test. In adopting state stan- 
dards, states have essentially defined what a “thorough and efficient” educa- 
tion means in practice. Thus, an unanticipated consequence of the movement 
to impose specific educational standards has offered litigants a new means of 
seeking greater equality of school funding (Rebell, 2005). As we will discuss in 
more detail in Chapter 4, with the 2007 Supreme Court ruling against using 
race to assign students to schools, this litigation is one of the few remaining 
means to salvage the effort to equalize the educational opportunities of 
children from different backgrounds. 

Educators will continue to struggle over ways to involve all children 
fully in the educational process. For some, this means finding ways to alter 
the disadvantages of “cultural capital” brought to schoo! by lower-class chil- 
dren. For others, it means restructuring the system so that all children have a 
place, regardless of family background and financing factors. In the next 
chapter, we discuss the effect of educational policies and attempts at equality 

of educational opportunity on specific groups of students. 

Summary 

Schools are the target for the frustrations of many groups; they represent at 
the same time a means to get ahead and an institution that is holding some 
students back. 

I. The Crisis in Schooling 

According to many experts, there is a crisis in schooling. Both the public and 
the educators are concerned about evidence indicating the failure of schools 
to meet expectations. It is also true, however, that we expect schools to solve 
some problems that have their roots in the structure of societal institutions. 
This chapter addressed the stratification system, its role in education and 

society, and equality of educational opportunity. 

II. The Process of Stratification: Is Inequality Inevitable? 

Stratification, a process that is interlaced through the whole societal struc- 
ture, refers to our position in society. Our social class, the structure of 

American stratification, is determined by several variables, including wealth, 

power, and prestige. Educational attainment is closely associated with these 

variables. In addition, education is used to sort people into future societal 

roles. Thus, people look to education to improve their status in society. 

There are two major theoretical explanations of stratification systems. 

Functional theorists see inequality as inevitable, and education as playing 

a role in selecting and training people for unequal positions in society. 

The question is this: How much inequality should be tolerated? Among the 
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criticisms of functional theory is the charge that, by assuming inequality, it 
assumes perpetuation of the status quo. 

Conflict theorists disagree with the assumption that inequality is 
inevitable. They argue that it is perpetuated by those in power, the “haves.” 
We are distinguished by status groups, with the dominant group controlling. 
Conflict theorists hold that education alone cannot solve the problems of 
inequality in society, but that it will take a restructuring of the whole society 
to bring about change. 

III. Stratification and Equality of Educational Opportunity 

Equality of opportunity refers to all people having an equal chance of 
achieving a high-socioeconomic status in society, regardless of sex, race, or 
class. Related to schools, it refers to equal facilities, financing, and availabil- 

ity. Problems arise over different treatment and outcomes—the fact that cer- 
tain groups come out consistently on the bottom. 

Social classes are “reproduced” through several mechanisms, such as 
elite and private schools, tracking and ability grouping, and teacher expecta- 
tions. For instance, certain school policies can influence groups negatively. 

Testing tends to favor middle-class, white students; ability grouping falls 

along race and class lines. Teacher behaviors and expectations can also affect 
student achievement. All of these factors can influence the child’s achieve- 
ment and attainment in school. 

Many ideas have been proposed to bring about change, including leg- 
islation, changing the financing of schools, and compensatory education. 

Putting Sociology to Work 

1. What evidence, if any, do you see in your community for “the crisis in schooling”? 
2. Do you have evidence that your social class, race, subculture, or sex has affected 

your educational experience? Document. Talk with others about their experiences. 
3. Describe examples of differences in educational achievement by race, sex, or class 

from data available for your community or for other communities. How would a 
structural-functionalist explain these differences? How would a conflict theorist 
do it? 

4. Talk to teachers or school officials about school policies that influence stratifica- 
tion: testing, ability grouping, teacher expectations. 
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Race, Class, 
and Gender 
Attempts to Achieve Equality 
of Educational Opportunity 

frican American and white, female and male, Hindu and Muslim, 

rich and poor—such dichotomies in our ascribed statuses also imply 
different points on the continuum of educational experiences and 

outcomes. The positions that individuals hold in the societal and educational 
systems are influenced by their race, sex, cultural background, and social 
class. These background factors affect the stratification within educational 
systems and society as a whole; the dynamics of systems cannot be under- 
stood without regard for such factors. In this chapter we focus first on the 
experiences of females and males in the educational system and on how this 

influences the status and roles of men and women in society. (A distinction is 
made in most discussions between “sex,” which generally refers to biologi- 
cal aspects of an individual, and “gender,” which refers to sociocultural 

aspects that determine appropriate behavior patterns (Rothenberg, 1995, 
p. 8). Here we use the terms sex and sex roles to refer to both biological and 

sociocultural aspects.) In the second section we look at some attempts to rec- 

tify the unequal treatment of racial, ethnic, and other minorities in the educa- 

tional system and examine the results of these attempts. 

GENDER AND EQUALITY OF EDUCATIONAL OPPORTUNITY 

A flyer distributed at Yale Law School rating five women as “Total Packages” 
(described in sexual terms) (Fox-Genovese, 1995, p. C7). A scandal created by 

a group of Cornell men who composed a sexually graphic list of the “Top 75 
Reasons Why Women Shouldn’t Have the Freedom of Speech,” a list that got 
widespread coverage on the Internet, and included such comments as “If she 

can talk, all she’ll do is complain,” “She doesn’t need to talk to get me a beer,” 
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“Highway fatalities would decrease by over 90 percent,” and 72 more, many 

so obscene they are unfit to print anywhere. Sexist humor is associated with 

hostility toward women, and men’s enjoyment of sexist humor is positively 

correlated with rape-related attitudes and beliefs and sexual aggression 

(Ryan and Kanjorski, 1998). These are just two examples illustrating that 

sexism is alive on many college campuses. Such incidents are revitalizing 

debates about bias against women in academia; they help explain why it is 

that girls and boys who go into the same schools and classroom systems come 

out with different experiences, interests, achievement levels, and expectations 

(Renzetti and Curran, 1999). Theoretical explanations and scientific research 
on the different educational experiences focus on socialization, the role of 

education in societies, and “biological destiny.” 

Sex-Role Socialization 

The socialization process begins the day we are born and ends the day we 
die. Informal education is a continuous process throughout life; formal edu- 
cation is restricted to certain periods (Vogel et al., 2003). Girls and boys have 

different socialization experiences from birth, and by the time they enter 
nursery school, most children already have a good idea of their gender iden- 
tity from parents, siblings, TV, and other “socialization agents.” 

The socialization function continues to take place in schools, where stu- 

dents spend more than six hours a day in classes and school-related activi- 
ties. Teachers and schools become important sources of information on 
sex-appropriate behavior; children learn by observing and imitating adult 
roles, including the roles of teachers and administrators. They observe the 
ratio of males to females and the authority structure in the educational hier- 
archy. They learn their own sex-appropriate behavior through positive and 
negative sanctions, as well as through textbook examples and pictures. 

Children’s toys play a major role in sex socialization as well. “Boys’ 
toys”—toy trucks, chemistry sets, doctor kits, telescopes, microscopes, 

building blocks and Legos—encourage manipulation of the environment 
and are generally more career-oriented and more expensive than “girls’ 
toys” (Richmond-Abbott, 1992, p. 87). Parents are generally very conscious 
of buying sex-appropriate toys for their children. Toy choices carry over to 
children’s play, and by the time young children reach nursery school, they 
have already learned to play with sex-appropriate toys. Popular video 
games also portray traditional gender role stereotypes, women as sex 
objects, and violence against women; in a study of 33 popular video games, 
no female characters were included in 41 percent, and women were seen as 
sex objects in 28 percent (Dietz, 1998). The characterization of women in 
popular culture, especially in hip hop songs, has also been widely decried 
(see, for example, http: //www.mysistahs.org/features /hiphop.htm). 

Books are a major source of messages about sex roles, and sexism in 
textbooks has received a great deal of attention. Among the best known of 
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the many studies done on readers and storybooks are those by a group 
based in Princeton, New Jersey, called Women on Words and Images (1988). 
They evaluated gender portrayal in children’s readers and have updated 
their findings as new editions from 18 major textbook companies were 
released. Content analysis of texts examines the sex of the main character, 
illustrations, positive and negative images of men and women, stereo- 
types, and many other factors related to the portrayal of sex roles in the 
societal system. Recent analyses show improvements, but imbalances still 
favor males in rate of portrayal and types of roles assigned (Heilman, 2001; 
Goodman, 1993; Purcell and Steward, 1990). Children’s picture books also 

show greater male representation in titles, pictures, and central roles 
(Tepper and Cassidy, 1999). Studies reveal that science, social studies, and 

even math books depict girls and women in stereotypical sex roles. For 
instance, math problems involving girls often show them jumping rope, 
buying clothes, sewing, cooking, or calculating the grocery bill (Goodman, 
1993; Keifer and Sekaquaptewa, 2007). These socialization experiences 

influence what boys and girls learn about their gender roles. Though 
textbook publishers are improving accuracy in examples and coverage, 
many school districts cannot afford to buy the updated books (Cohen, 
1992, p NA), 

Differences in behaviors begin early, when children as young as three- 
and-a-half start to influence their peers. Girls tend to be ignored by boys and 
even teachers and may stop trying to get attention. Girls form intimate 
“chumships,” whereas boys relate through groups organized around activi- 
ties, such as sports, similar to future job structures. Even speech patterns dif- 
fer, with boys using speech for egoistic purposes and girls for social bonding 
(Hibbard and Buhrmester, 1998; Tavris, 1990, p. B5). Both Grace Paley (1984) 

and Barrie Thorne (1993) have closely observed children’s play in school and 
other settings and have both emphasized that gender organizes many of the 
activities of both girls and boys. For example, Paley asserts that “kinder- 
garten is a triumph of sexual self-stereotyping” as children act to restrict 
their play groups to members of the same sex. She also notices, however, 

girls have some advantages. The range of their acceptable behavior was 
wider than for boys—girls could engage in “boy behavior” without punish- 
ment, but boys could not do girl activities. Thorne found that this segrega- 
tion had its limits. Her older children (middle-school aged) also segregated 

their play groups, but she notes that some of the opposite sex were usually 

included. She argues that educators and parents can act to limit the hege- 

monic view of gender as an oppositional dualism that neglects cross-gender 

similarities. Martin’s research (1998) provides good evidence that much of 

gendered nature of girl and boy play is socially constructed. She notes, for 

example, how girls’ clothing is generally less comfortable and restricts 

movement more than boys’ clothing and that pre-school teachers were likely 

to “manage girls and their clothing” “tucking in their shirts, fixing a ponytail 

gone astray” (pp. 489-499). 
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Girls and boys learn “hidden” sexist lessons (Sadker and Sadker, 

1994, p. 2). For instance, boys are called on more, asked to solve problems, 

disciplined more, and have more interaction with teachers. The accumu- 

lated messages may lead girls to experience other problems and disorders 

including eating problems, harassment, pregnancy and dropping out, and 
low self-esteem. On the other hand boys may to come to view schools as a 
place where girls excel and thus associate academic achievement with 
female traits, reducing their likelihood of sustaining motivation for 
achievement (Willis, 1977). The “crisis” in boys’ education represented by 

lower levels of male achievement, high school graduation, college enroll- 

ment and graduation has stimulated school reform efforts (Hu, 2007). This 
is not a new concern, as Sexton (1969) identified many of its elements 

almost 40 years ago. 
Societies’ stereotypes of male and female behavior are learned fairly 

early in a child’s life. Evidence of these stereotypes is apparent around 
the world. Statistics on enrollments and literacy rates for men and women 
exemplify the different societal expectations for the sexes (see Table 4.1). Of 
50 countries with significantly fewer girls than boys enrolled in school, most 
are located in the poorest regions of South Asia, Africa, and the Middle East, 

according to a study by Population Action International (1994); however, 
this discrepancy is declining. Girls’ enrollment in primary school improved 
in the 1990s from 93 percent in 1990 to 96 percent in 1999. Eighty-six coun- 
tries have already achieved gender parity and another 35 are close to doing 
so. The gender parity index (GPI) improved for all countries over the decade. 
But overall the GPI remained below 0.9 and in favor of boys in South and 
West Asia, the Arab States, and sub-Saharan Africa. Women’s participation 

in secondary education, however, remains a fraction of men’s in most poor 

countries (UNESCO, 2002). Without education, women cannot participate 

TABLE 4.1 Regional Literacy Rates for Adult Men and Women (15+) 

Males (%) Females (%) 

1985-1994 1995-2005 1985-1994 1995-2005 

World 82.6 87.4 TOA Wipe 

Africa 6333 71.0 43.5 ilie7/ 

North America 95.9 96.2 94.6 S57) 

South America 89.4 Oles 88.1 90.3 

Asia 79.1 86.2 Gill. U3 

Europe 99.1 99.3 Od 98.7 

Oceania 94.3 94.3 92.9 92.8 
— SSSSSSSSSSSSSSSSSSSSSSSSSSSSS 
Source: UNESCO. Available: http: // stats.uis.unesco.org/unesco/TableViewer/tableView.aspx? 
Reportid=201. (Downloaded January 25, 2008) Regions based on UNESCO categories. 
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fully in the economic and political aspects of society, yet access to literacy 
and education remains a major problem for much of the world’s population. 

Sex Differences in the Educational System 

The sex-role differences in education in the United States are not new. The 
Puritans in the United States discouraged literacy for women, except to 
ensure salvation by reading the Bible. After the American Revolution, it 
became the responsibility of women to teach young children and pass on 
moral standards; thus, a limited amount of education became acceptable, 
perhaps even encouraged, in a male-dominated society. This attitude is illus- 
trated in the following quotation from a school observer in the 1880s: 

We noticed the boys all writing, but none of the girls; turning to 

our friend Tullis for an explanation, he said it was not safe for 

girls to learn to write, as it would culminate in love-letter writing, 

clandestine engagements and elopements. He said women were 

allowed to study arithmetic, though, for Miss Polly Caldwell 

studied as far as long division, and Mrs. Kyle, while a widow, got 

as far as reduction. He says Polly Caldwell was a weaver, and 
required the aid of figures to make her calculations for warping. 
(History, 1973) 

Societal systems are dependent on schools to pass along crucial beliefs 
and values—among them, sex-role behaviors and expectations. In part, this 
occurs formally through courses and texts used in the curriculum or through 
the structure that assigns privileges and tasks by sex. But many of society’s 
expectations are passed on through the informal or “hidden” curriculum (dis- 
cussed in Chapter 8), including materials, activities, differential treatment, 

and counseling. Sex roles in schools mirror those in society. Our behavior and 
our expectations for each sex, from child-rearing activities to school expecta- 
tions, are greatly affected by stereotypes (Rothenberg, 1995, p. 8). Stereotypes 
about male and female characteristics are fairly consistently held by members 
of our society: Girls are docile, gentle, cooperative, affectionate, nurturant; 

boys are aggressive, curious, competitive, ambitious. 
Higher education presents a mixed picture for women. Although the 

numbers of women enrolling are increasing, this is not the case in all fields. 
In 1833, Oberlin was the first U.S. college to open its doors officially to 

women, but their education was restricted to domestic subjects. With the 

development of women’s colleges in the mid-nineteenth century came 

women reformers and women professionals. Since that time, the picture has 

been one of steady advancement for women in education, with both all- 

female and coeducational schools and with their entry into a wide range of 

professions, but not all. Recently all-women’s Smith College established an 

engineering school to provide opportunities for women in this field. In 

recent years, many of even the staunchest male institutions have become 
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coeducational. One area that continues to be controversial is women’s athlet- 

ics. Ongoing lawsuits in higher education point out the discrepancies— 

universities give less support to women’s athletics than to men’s, and Title 

IX requires equal treatment (Suggs, 2005). 
Over the past 20 years, the gap between the number of women and men 

going to college has disappeared for the 25- to 29-year-old age group (see 
Figure 4.1). In 2006, over 59 percent of those enrolled for a bachelor’s degree 
were women (The Chronicle of Higher Education Almanac, 2007). Women are 
enrolling in graduate education in increasing numbers and are strongly rep- 
resented in education, health professions, and the social and behavioral 

sciences. Between 2003-2004 and 2015-2016 women are projected to increase 
their proportion of Master’s degrees by 41 percent while men’s proportion is 
projected to increase by 28 percent. Women earned more first professional 
degrees than men in 2004-2005 (see Table 4.2) (NCES, 2006, p. 78). 

Despite their increasing numbers, women do not always receive respect 

for intellectual achievements. For instance, African American intellectuals, 

especially women, are caught in a bind, living in a basically “anti-intellectual 
society.” They often believe that their intellectual work is perceived as less valu- 
able than that of activists (Hooks and West, 1991), though their contributions 

lay the groundwork for activism. “Be smart, but not too smart—and always 
expect confrontation with harsh realities” is the advice of one woman. 

There is thus good evidence that girls and women are excelling in 
school, and that it is the boys who are dropping out in greater numbers and 
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FIGURE 4.1 Percentage of 25- to 29-year-olds who have completed selected levels 
of education, by sex, March 1971, 1996, and 2006. 

Source: U.S. Department of Commerce, Bureau of the Census, March Current Populations Surveys. 
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TABLE 4.2 Percentage of Bachelor's Degrees Earned by Women and Men, 
by Field 

PS satiate oe annie POSE ee Mal ea RN ne Gee ia I ee eRe ae eee 

1984-1985 2000-2001 

Major Field Female Male Female Male 

Total 50.7 49.3 Sys 42.7 

Biological/life sciences 47.8 phe 59.3 40.7 

Business 44.9 So) 1 49.4 50.6 

Computer science 36.8 63.3 Did W238 

Education WDE 24.1 76.7 BRS 

Engineering 1341 86.9 1959 80.1 

Health professions and related sciences 84.9 5.4 83.8 16.2 

Mathematics 46.2 53.8 47.7 52 3) 

Physical sciences and science technologies 28 72 41.2 58.8 

Psychology 68.2 Sire TIED 22:5 

Social sciences and history 44.1 55.9 Biles 48.2 

Source: National Center for Education Statistics. 2005c. Trends in Educational Equity of Girls 

and Women: 2004, Table 29. NCES 2005-016. 

attending college in fewer numbers. Many statistics on educational partici- 
pation and achievement now favor girls (Sommers, 2000). However, these 
educational advances do not always translate into equal access to all fields, 

better job opportunities, and equal salaries after school. Yet, girls and 
women continue to excel in school; Mickelson (2003) argues that this may be 

due to their perception that there are few alternatives, and there is still a pay- 
off to educational achievement. It just may not be a large as the ones boys 
and men receive. 

SEX-ROLE COMPOSITION OF SCHOOLS. Major sex composition differences 
remain in the structure of educational systems. For instance, in the United 
States in 1999-2000, 75 percent of public school teachers were women; more 
elementary than high school teachers were women (NCES, Digest, 2005, 

Table 66). 
The pattern of “the higher, the fewer” continues at the university level 

where 38.1 percent of the teaching faculty are women, primarily in lower 
ranks (The Chronicle of Higher Education Almanac, 2006-2007, p. 27). Why do 

these inequalities exist? Socialization affects attitudes; structural barriers 

limit access. And the educational system is slow to change. For instance, 

socialization and the hierarchical and power structures of organizations 

have influenced women not to seek administrative responsibilities; interper- 

sonal barriers confront aspiring women when they face the dominant power 

structure; organizational and institutional barriers occur during recruitment, 
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selection, placement, evaluation, and other processes. Thus, at several levels 

women face obstacles to achieving higher positions in the structure. 

Single-sex high schools and colleges have been dwindling since the 1960s, 

but research shows that they can provide support by separating academic from 

social concerns of adolescents. Some school districts are now considering 

single-sex classes in math and some sciences (Estrich, 1994, p. A11). Differences 

in learning styles and problems with teacher reactions to girls and boys could 

be eliminated with single-sex classes according to advocates (Fox-Genovese, 

1995, p. C7). In academic achievement, achievement gains, educational aspira- 

tions, reduced sex-role stereotyping, and positive attitudes related to academ- 

ics, single-sex schools have advantages. Recent federal rules are more tolerant 

of this form of segregation, and, especially in urban areas, a number of school 
districts are experimenting with all-male and all-female schools on the theory 
that the distraction of gender differences interferes with academic achievement 

(Schemo, 2006; Riordan, 2003). 

In higher education, research indicates that women at single-sex col- 

leges have higher self-esteem and self-control than women from coeduca- 
tional colleges (Riordan, 1992), though debate about the value of single-sex 
college education continues; evidence indicates that faculty members at 
coed institutions take male contributions to classroom discussions more 
seriously than those of females, and they permit males to dominate (Fiske, 
1992, pp. 52-53). Studies at a formerly women’s college that became coed 
indicated that there are now fewer overall interactions in all classes, which 

they attribute to a gender political environment (Canada and Pringle, 1995). 
When all-women’s Mills College in California decided to admit men, 

storms of protest arose. In this instance, the wishes of the students prevailed 
and the college remained all women. Without the social distractions of a 
coeducational institution and with norms of academic focus, encouragement 
to excel is stronger at single-sex institutions. Although no challenges have 
been through the courts, single-sex colleges may face “separate but equal” 
challenges in the future. Their chief problem, however, is that a limited num- 
ber of women are willing to attend an all-women’s college and thus their 
number is declining. According to a study carried out for what used to be 
Randolph-Macon Women’s College, only 3 percent of female high school 
graduates would consider a single-sex institution (Salomone, 2007; also see 

her 2003 book). 

EXPERIENCES AND ACTIVITIES IN SCHOOLS. Activities of persons in contact 
with children—parents, classroom teachers, administrators, and other 
school decision makers—also must be taken into account in understanding 
girls’ experiences in schools. In elementary school, a child is most likely to 
have a female teacher. Although most classrooms are coeducational, many 
activities within the classroom are sex-linked. Evidence indicates that girls 
do not receive the same attention boys do; for instance, boys are encouraged 
to solve problems, whereas girls are given the answers. Thus, teacher actions 
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reinforce sex stereotypes. Girls often are asked to water the plants and boys 
to clean the blackboards. Children line up for activities by sex; even in disci- 
pline and in the amount of time teachers spend with children, there are sex 
differences. Studies find that boys receive more and harsher discipline, but 
also more teacher time and praise. Teacher expectations enter into differen- 
tial treatment of students by sex as well as by class and race (National 
Association for Women in Education, 1996). 

Activities reflect stereotypical attitudes, as exemplified by studies of 
classroom and playground play behavior. As early as preschool, girls’ play is 
more cooperative, whereas boys’ play is more functional or “purposeful” 
(Neppl and Murray, 1997). In fact, boys in elementary school come to believe 
masculinity is avoiding whatever is done by girls (Jordon, 1995). As one 

observer of playground activity writes: 

Differences between the sexes are easily perceptible in the play- 
ground, always allowing for the presence of a few girls who are 
keen footballers and marbles players, and who are known (and 
accepted) as “tomboys,” and a few timid little boys who stay 
under the protection of the older girls. Boys, in general, are more 
egotistical, enterprising, competitive, aggressive, and daring than 

the girls. They are comedians, exhibitionists. They do not mind 

making fools of themselves and provide most of the clowning 
that is such an important part of playground fun. They concen- 
trate all their attention upon a game. (Opie, 1993, p. 7) 

Many young women experience sexual harassment, usually from peers 
in school (see Box 4.1). Ina recent study of students in grades 8 to 11, 83 percent 
of girls and 79 percent of boys experienced some form of sexual harassment, 
with sexual jokes, gestures, and comments most common, followed by touch- 

ing or grabbing in a sexual way. The harassment takes a greater toll on 
girls who report feeling less confident and more afraid in school (American 
Association of University Women, 2001). 

ACHIEVEMENT AND MOTIVATION: THE CASE OF MATH AND SCIENCE. “Girls 

face pervasive barriers to achievement throughout their precollegiate 
schooling and are ‘systematically discouraged’ from pursuing studies that 

would enhance their prospects for well-paying jobs” (American Association 

of University Women, 1991). This finding came from a study in 1992, “How 

Schools Shortchange Girls.” Since the report made the headlines, some 

change has taken place in math and science courses. Girls are taking more 

math and science courses, though not at the highest levels where there are 

still gender gaps, especially in physics and computer science. The computer 

science gap is particularly problematic as it is a “boys’ club” in some schools 

(American Association of University Women, 1998; NCES, 1997). 
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Hostile Hallways 

During your whole school life, how often, if at all, has anyone (this includes students, 

teachers, other schoo! employees, or anyone else) done the following things to you 

when you did not want them to? 

e Made sexual comments, jokes, gestures, or looks in your presence 

e Showed, gave, or left you sexual pictures, photographs, illustrations, messages, 

or notes 

Wrote sexual messages/graffiti about you on bathroom walls, in locker rooms, 

and so on 

Spread sexual rumors about you 

Said you were gay or lesbian 

Spied on you as you dressed or showered at school 

Flashed or “mooned” you 

Touched, grabbed, or pinched you in a sexual way 

Pulled at your clothing in a sexual way 

Intentionally brushed against you in a sexual way 

Pulled your clothing off or down 

Blocked your way or cornered you in a sexual way 

Forced you to kiss him/her 

Forced you to do something sexual, other than kissing 

Source: American Association of University Women, Hostile Hallways: The AAUW Survey of 

Sexual Harassment in America’s Schools, 1993, p. 5. 

An invisible “glass ceiling” begins in elementary and high school. The 
Gender Equity in Education Package introduced to Congress sought to 

redress these gender differences (Hegger, 1993, p. A5). In some science fields 
such as biology and biomedical sciences, females have surpassed males (see 
Table 4.3). Of the 2003-2004 bachelor’s degree graduates in these subjects, 
over 62 percent were female (NCES, Digest, 2005, Table 262). Recent reports of 

women’s enrollment in science, engineering, and technology courses of study 
are encouraging. MIT, for example, reports that 38 percent of engineering stu- 
dents are female, up from 35.6 percent a year before. Renseelaer Polytechnic 
Institute has recorded a 54 percent increase in female enrollment over the last 
five years (Guess, 2007). This increase in enrollments around the country may 

well be attributed to a number of programs that have aimed to increase 
young women’s interest in science, engineering, and other technical fields. A 
good example is the work of the Girl Scouts (see the website: http://www. 

girlsgotech.org). A review of these programs has been published by the 
American Association of University Women (2004). 

On standardized test measures of achievement, the male and female 

scores depend on the content of the tests; girls do better in reading, writing, 
and literature, boys in math and science. Composite SAT and ACT scores 
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TABLE 4.3 Percentage of High School Graduates Taking Selected 
Mathematics and Science Courses Zi ais Las esta eect Re eee eA ete OD SRAM ONE es She lomnuaane eeeinad 

1994 2005 

Mathematics and Science Courses Female Male Female Male 

Mathematics 

Geometry W2 68 85 81 

Algebra I 62 35 Ws 67 

Trigonometry 18 17 8.6 8 

Calculus fe) 9 113 14 

Science 

Biology 95 92 94 91 
Chemistry 59 55 70 62 

Physics 22 Jad 31 35 

Biology, Chemistry, and Physics 20 23 26 28 

Source: National Center for Education Statistics, Digest of Educational Statistics, 2006, Table 139. 

are higher for males, though the gap is not great. In 2006, girls averaged 21 
on the ACT test and boys, 21.2; on the SAT, the girls averaged 502 on the 

critical reading, math, and writing sections, while boys averaged 505, 536, 

and 491 respectively (http://www. fairtest.org /2006-college-bound- 
seniors-average-sat-scores). High school females received somewhat 
higher science grades than males (Hanson and Kraus, 1998), but males 

tended to take more optional math and science courses than females 
(NCES, “High School,” 2007). 

Most researchers theorize that the differences in mathematical achieve- 
ment result from socialization and experiences of boys and girls. These expe- 
riences start as early as primary school. White males have been encouraged 
to be independent thinkers and can develop creative ways of dealing with 
mathematics rather than following rigid norms of math formulas. Many 
teachers expect boys to be better problem solvers and often ask them more 
high-level questions than girls, and high-achieving girls receive less atten- 
tion than boys. A simple summary states that “males tend to attribute suc- 
cesses to internal causes and failure to external or unstable causes. Females 
tend to attribute success to external or unstable causes and failure to internal 
causes” (McGlone and Aronson, 2006; Fennema and Leder, 1990, p. 82). 

Women believe the stereotypes, just as do many minority students, that 
they are not as smart in math or science as their male counterparts. Thus, 
they stop caring (Gose, 1995, p. A31; Bellisari, 1991). In an examination of the 

“sendering of math,” Mendick (2005) describes how mathematics is consid- 

ered a masculine endeavor and often those who are good at it are not very 
socially adept. Females who are strong at math are shown to often downplay 
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their mathematics achievements so as not to be too closely associated with 

these stereotypes. The association of gender with subject matter undoubt- 

edly affects student motivation to excel. Altering stereotypes, however, is not 

an easy process, especially when the adult role structure conforms to them. 

Parental support and involvement also influence attitudes toward math 

and science and other curricular choices in the United States and other coun- 

tries (Tocci and Engelhard, 1991, p. 280). Parents with higher-socioeconomic 
status are more likely to be “active managers” of their children’s school 
course selections (Lareau, 2003; Muller, 1998; Useem, 1991). These girls tend 

to have more advanced course work, which in turn contributes to social class 

reproduction (Useem, 1990). Cross-cultural studies of differences in parental 

support, teacher expectations, study habits, and values and beliefs that affect 
achievement indicate that girls in some countries excel in math. This is attrib- 
uted to the country’s gender stratification in education and occupational 

opportunities (Baker and Jones, 1993). For example, girls in Singapore, Japan, 
and Taiwan do much better in advanced math than American girls their age, 
and sometimes better than American boys. And over the past 30 years, 
American females have made tremendous gains in all scientific fields, includ- 
ing the most male-dominated ones (Ceci and Williams, 2006). Teaching styles 
also affect learning; math lessons in a Japanese school encouraged children to 
think through the problem rather than give the answer. Comparative data 
show that female and minority students in the United States are not taught to 
think through a problem in other than a set formula or procedure. 

Attempts to narrow the gap between the mathematical performance of 
boys and girls has resulted in a plethora of innovative programs for teaching 
math and for attacking the problem from both attitudinal and organizational 
perspectives (McCormick, 1994; “What We Know,” 1993; Clewell et al., 

1992). For instance, according to a University of Michigan study, giving girls 
more “hands-on” lab work and reducing gender bias in texts can reduce the 

gender gap (“Science Study,” 1995, p. E2). Positive female role models are 
another helpful way to increase young women’s confidence in their abilities 
(Otter, 1994). As the socialization experience of students and school struc- 

tural elements regarding math are altered in positive ways, we will continue 
to see positive changes and a narrowing of the gender gap in math and in the 
sciences (Committee on Maximizing the Potential of Women in Academic 
Science and Engineering, 2006). 

Is there evidence that inborn characteristics are at the root of differ- 
ences in educational experiences of girls and boys, that biological factors 
predestine some to success and some to failure by gender? Studies by socio- 
biologists look to possible biological factors to explain gender differences in 
girls’ math and science ability, biological learning styles of each sex, and gen- 
eral intelligence of each sex. The problem with biological explanations is that 
they seldom give enough weight to the strong influence of cultural expecta- 
tions and environmental constraints on students and, therefore, provide 
incomplete explanations when examined alone; evidence is still inadequate 
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to draw conclusions about what role biology plays in sex differences in 
learning and achievement. Though researchers have looked for biological 
explanations for differences in math achievement, that does not explain 
Asian American women’s relatively higher representation in science and 
engineering positions than the general workforce in the United States, let 
alone the significant achievement gains by all women in math and science 
courses in the last 30 years (Ceci and Williams, 2006). Explanations are found 
in culture and home environment. 

Combating Gender Differences 

Evidence indicates that subtle and blatant differences in treatment of girls 
and boys occurs at all levels of the educational system. There is no one solu- 
tion for dealing with these differences, but steps are being taken to lessen 
negative effects where boys or girls are disadvantaged by the system. 

1. In teacher education, awareness of self-identity, stereotypes, and prac- 
tices that commonly operate in the classroom can make teachers more 
sensitive to the formal and informal curriculum that perpetuates such 
practices (McCormick, 1994, p. 52). Simple changes in classroom prac- 

tices are the easiest to tackle. 
2. Dealing with concerns of women outside the classroom helps women 

learn in the classroom. Questions about relationships, career choices, 

Opportunities in women’s team sports have increased as a result of the Title IX program. 
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violence, and futures are all concerns that impinge on the learning 

process (Gilligan, Lyons, and Hanmer, 1990, p. 26). 

3. The Title IX program mandated that school districts provide a nondis- 

criminatory educational environment for students; the law covers 

admissions quotas by sex, different course offerings by sex, and athletic 

programs. Regulations for schools include analysis of existing pro- 

grams and equal treatment of all students in courses, financial aid, 

counseling, services, and employment. In fact, many changes in school 

programs have been attributed to Title IX. 

Probably the biggest impact of Title IX has been on men’s and women’s 
sports. Facilities, physical education equipment, and course offerings must 
be equivalent for men and women. In the 35 years since it was enacted, con- 
troversy over the implementation of this law has been steady. Recently there 

have been debates over the specific details of how colleges can demonstrate 
that they are in compliance and the basis for claims that they are not 
(Powers, 2007). The consequences of these debates are not trivial. Since 1992, 

more than 350 men’s sports teams have been eliminated at colleges around 
the United States and opportunities for men have dropped 12 percent, 
whereas opportunities for women have increased by 16 percent (Gavora and 
Schuld, 1999; for a thorough treatment of this topic, see Suggs, 2005). 

Every institution in society has been affected by the changing roles of 
men and women. The changes are occurring rapidly, and we have not yet 
seen their end effect on education, other institutions, or equality of opportu- 
nity for women. 

CLASS, RACE, AND ATTEMPTS TO RECTIFY INEQUALITIES 
IN EDUCATIONAL OPPORTUNITY 

The question of how to achieve equality of educational opportunity is an 
issue considered by society’s decision makers. The problems include disad- 
vantage, poverty, and discrimination. Is it society’s job to do something to 

correct the injustices suffered by racial minorities? One of the premises 
behind affirmative action is that it is. 

Educational disadvantage stems from schooling, family, and commu- 
nity sources, which cannot be controlled by any individual student. There 
are demands for equal school facilities, experienced and trained teachers; 
equitable per pupil expenditures; an integrated racial composition; and pref- 
erential treatment, such as affirmative action, to make up for past inequities 
(Coleman, 1990). These demands will increase as minority populations grow. 

Trends in Public School Enrollments 

Dramatic shifts in public school enrollments are under way. In most states 
the number of white students will shrink, whereas the number of African 
American and other minority students will increase. In 1972, minority 
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children made up 22.2 percent of public school enrollment, with the 
largest minority, African Americans, at 14.8 percent, and Hispanics, at 
6 percent (NCES, Condition, 2007, Table 5.1). Today the picture looks quite 
different. In 2005, minority children made up 42.4 percent of public school 
enrollments, with African Americans comprising 15.6 percent of that 
group, Hispanics 19.7 percent, Asians 3.7 percent, and other groups small 
fractions of the total (Table 4.4). 

Ninety-eight percent of the high school graduates in the District of 
Columbia are minority graduates, and in California, Hawaii, Mississippi, 
and New Mexico, minority students became the majority in about 1995. 
Dropouts, students who were 16 to 24 who had not graduated but were 

not enrolled in school, varied by race/ethnicity, with 6.0 percent of 
whites, 10.4 percent of Blacks, and 22.4 percent of Hispanics falling into 
this category. 

The Underclass and At-Risk Students 

The term underclass was coined by Gunnar Myrdal, a Swedish observer of 
American society, and was brought into current usage by William Julius 
Wilson. The ghetto underclass is characterized by “low aspirations, poor 
education, family instability, illegitimacy, unemployment, crimes, drug 
addiction, alcoholism, frequent illness, and early death” (Wilson, 1987, p. 4; 

also see Steinberg, 1995). It has also come to refer primarily to minorities. 

TABLE 4.4 Percentage of Public School Enrollment by Ethnicity, 1976-2005 

1966 1976 1986 1996 2005 

Total Number A30397 43,214" 41,156" 43775 50,000 

Percentage 

White 80.2 76.0 70.4 62.55 57.6 

Total Minority SES 24.0 29.6 Bio. 42.4 

Black 14.3 s.5 1G1 16.7 les 

Hispanic 4.6 6.4 og 19 19.7 

Asian 0.4 |Z 2.8 4.4° 37 

American Indian 05 0.8 0.9 1,05 0.7 

Number in thousands 

>Based on U.S. government projections that extended to 1997 
‘Based on extrapolation of U.S. data and population reference data by author (Ornslein, 1984; 

Bouvier & Davis, 1982). 

Source: From The Condition of Education 1989, Vol. 1 (Washington, DC: U.S. Government 

Printing Office, 1989), pp. 110-111; Digest of Education Statistics 1976 (Washington, DC: 

U.S. Government Printing Office, 1977), p. 40; and Projections of Educational Statistics to 2000 

(Washington, DC: U.S. Government Printing Office, 1989), p. 5; Conditions of Education Digest, 

1999, p. 152, Table 138; and Condition of Education, 2007, Indicator 3 and Table 5.1. 
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However, some scientists disagree with the concept and its implica- 

tions of “blaming the victim” for the problem; thus, underclass has become 

a political policy issue. Herbert Gans describes it this way: “On the right 

and the left, the former arguing that underclass behavior is the product of 

the unwillingness of the black poor to adhere to the American work ethic, 

among other cultural deficiencies, and the latter claiming that the under- 

class is the consequence of changes in the industrial economy” (Winkler, 

1990, p. A5). One study of Hispanic populations points out that, despite 

poverty and deprivation, Hispanics do not have many of the traits associ- 

ated with underclass, such as poor health indicators and family breakdown 

(Moore and Pinderhughes, 1993). 

Research on Equality of Educational Opportunity 

Although literature related to equality abounds, two studies stand out 
because of the impact they have made on the ensuing debate, and their com- 
prehensive data collection, analysis, and contribution to understanding 
inequality: the Coleman Report (Coleman et al., 1966) and Jencks’s study of 
inequality (Jencks et al., 1972). 

THE COLEMAN REPORT. The best-known study of desegregation is the 
Coleman Report. The Department of Health, Education, and Welfare hired 
Coleman and his associates to do a study ten years after the Brown decision 
was handed down to determine the state of affairs in education. Coleman’s 
findings turned up both some expected results and some quite unexpected 

ones. Indeed, the report proved highly controversial, partly because it 
challenged some strongly held but untested assumptions about schools 
and education. 

The purpose of the study was to evaluate opportunities and perform- 
ance of minority students compared with white students. Coleman’s survey 
extended to about 5 percent of the schools in the United States and covered 
645,000 students at five grade levels. The children were given tests of several 
types; information about the children’s backgrounds and attitudes was col- 
lected; and school administrators filled out questionnaires about their 

schools. Coleman’s findings revealed a number of interesting points. 

1. Minority students (except for Asian Americans) scored lower on tests 

at each level of schooling than did white students, and this disparity 
increased from the first to twelfth grades. Coleman attributed the dis- 
advantage of minority students to a combination of out-of-school fac- 
tors, many of which center on the family: poverty, parents’ education, 
and other environmental factors. 

2. The majority of children at the time of the report attended segregated 
schools. Teachers also tended to teach children of their own race. 

3. The socioeconomic makeup of the school, the home background, and 
the background of other students in the school were factors that made 
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the biggest difference in students’ school achievement levels. This was 
a surprising finding and led to the recommendation that schools be 
integrated in order to have a racial-class mix of students. 

4. Curriculum and facilities made little difference in student achievement 
levels—another surprising finding. In fact, school facilities turned out 
to differ very little across predominantly African American or white 
schools. 

5. White children had somewhat greater access to physics, chemistry, 
language labs, textbooks, college curricula, and better-qualified and 

higher-paid teachers, but the differences were not very great. 

The findings have been tested and retested by researchers, and 

although there are variations in the results, Coleman’s general conclusions 
have been upheld. It was these findings that led to Coleman’s recommenda- 
tion that one way to improve the academic achievement of poor and minor- 

ity children would be to integrate the schools, putting minority children 
with white children to produce an environment for achievement and to pro- 
vide educational role models. The study provided the impetus for increased 
efforts to desegregate, especially through the use of busing. 

JENCKS’S STUDY OF INEQUALITY. Another famous and often-quoted study 
questions the use of schools to attain equal opportunity in society. In their 
report, Christopher Jencks and his colleagues reanalyzed the Coleman data 
plus many other data sets and argued that no evidence suggests that school 
reform can bring about significant social change outside schools. A sum- 
mary of Jencks’s findings follows: 

[T]he evidence suggests that equalizing educational opportunity 
would do very little to make adults more equal. If all elementary 
schools were equally effective, cognitive inequality among sixth- 
graders would decline less than 3 percent. . . cognitive inequality 
among twelfth-graders would hardly decline at all and disparities 
in their eventual attainment would decline less than 1 percent. 
Eliminating all economic and academic obstacles to college atten- 
dance might somewhat reduce disparities in educational attain- 
ment, but the change would not be large. (Aronson, 1978, p. 409) 

Jencks points out that experience over the past 25 years suggests that 

even though the educational attainment gap between minorities and whites 

narrowed, economic inequality among adults continues to exist. 

Jencks concluded that schools can do little to change people’s status in 

society after graduation. Even school reform and compensatory education 

programs are not seen as effective in substantially changing the differences 

among adults. These conclusions both startled and angered educators and 

others; it is not pleasant to hear that schools make little difference. In the 
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study, Jencks did not deny that schools are important for everyone—he did 

say that they cannot solve society’s problems. He also concluded, as did 

Coleman, that the school achievement of children is dependent on one major 

factor—their families. Family background and attitudes toward education 

are primary determinants of school experience. Jencks argued that because 

school cannot achieve an egalitarian society and economic equality, we must 

redistribute income by changing the economic institution into a more social- 

istic system. 
In further analysis of data, Jencks reports that family background 

accounts for about 48 percent of one’s occupational status and 15 to 
35 percent of income differences among individuals. The amount of edu- 
cation and family status are closely associated (Jencks et al., 1979; Jencks 

and Phillips, 1998). 
Although the tests and retests of Coleman’s and Jencks’s conclusions 

come up with varied results, most uphold the importance of students’ fami- 
lies and the backgrounds of peers. The importance of desegregation in equal 
opportunity is discussed next, and the significance of school “climate” is dis- 
cussed in Chapter 8. 

The Battle over Desegregation 

Poverty and racism have been ugly realities in the history of the United 
States. Kidnappings, lynchings, mob violence, and abuse could not stop 
protests against unfair treatment of large segments of the population. These 
problems were reflected in the school system as in every other part of society, 
and the schools developed as segregated institutions in much of the country. 

When discussing desegregation, people often use two terms inter- 
changeably; however, their meanings are technically different. “Desegregation 
of schools refers to enrollment patterns wherein students of different racial 
groups attend the same schools, and students are not separated in racially iso- 
lated schools or classrooms. Integration refers to situations in which students of 
different racial groups not only attend schools together, but effective steps 
have been taken to. . . overcome the disadvantages of minority students and 
develop positive interracial relationships” (Ornstein and Levine, 1985, p. 398). 

Court Cases on Desegregation 

In 1954, the Supreme Court pronounced its landmark “separate is not equal” 
decision in the Brown v. Board of Education case, a ruling that has been seen as 
a blessing by some and a curse by others. Has it made any difference in the 
education or social status of minority groups in our society? Ten years after 
the Brown decision, the courts still had made no rulings on what desegrega- 
tion meant. Therefore, in 1964, the Civil Rights Act ruled that delays in 
desegregation were no longer tolerable. In order to achieve equality of 
opportunity, desegregation was ordered, meaning that schools had to have 
20 to 30 percent enrollment from each group. Some major desegregation 
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efforts, especially in the South, produced change, but large cities remained 
and became even more segregated. A 1973 court case in Denver ruled there 
was intentional segregation, and the city must change this pattern. This rul- 
ing led to change in other large cities as well, with most using busing of 
children to attain the goals. Patterns of enforcement have varied; however, 
and the rulings in test cases—from the Supreme Court down to district 
courts—have been inconsistent. Since the 1954 “separate is not equal” 
Supreme Court ruling, and the order to change with all deliberate speed, 
courts at every level have been busy interpreting the ruling for their districts. 
The picture remains muddled. 

More than half a century has passed since the Brown v. Board of 
Education ruling. The U.S. Supreme Court rejected voluntary desegregation 
and required cities to initiate desegregation plans, but the national debate 
about desegregation continues. The pattern of segregation is like a patch- 
work quilt: Some areas have successfully desegregated, whereas others 
remain almost exclusively African American or white. 

Early efforts to desegregate can be divided into five periods: first, the 
1954 Supreme Court decision; second, the 1968 ruling requiring southern 
rural schools to adopt desegregation plans; third, in 1973, when desegrega- 
tion moved from the South to the North and West when Denver was 
required to rectify segregation; fourth, the current court cases that are 
rescinding mandatory busing in some cities; and fifth, the emphasis on 
improving quality of education in minority schools. Minority schools are 
those that have 90 percent or more minority students, and in 1980 one-third 
of African American students attended such schools. “Predominantly” 
minority schools are those in which 50 percent or more of the students are 
from minority groups (Orfield, 1983). 

The Coleman Report documented the extent of segregation in the 
nation’s public schools and the benefits to children where integration had 
occurred. With these data, pro-integration forces stepped up efforts to force 
integration, bringing numerous cases before the courts. But by the mid- 
1980s, there seemed to be a slow but steady reversal of years of desegrega- 
tion efforts. 

A key trend in the 1990s was court cases that release school districts 
from court supervision of their desegregation efforts; several Supreme Court 

cases have approved dismantling of school desegregation plans, referred 
to as “unitary standards” (DeLacy, 1997). Examples include the following 

cases: Board of Education of Oklahoma v. Dowell (1991), Freeman v. Pitts (1992), 

Missouri v. Jenkins (1995), the Connecticut state case of Sheff v. O'Neill (1996), 

and Wessmann v. Gittens (1998). The results of the dismantling is that many 

students return to their segregated neighborhood schools. School segregation 

has been increased steadily in the 1990s, especially in non-Southern states 

(Weiler, 1998). This is because of a combination of dismantling plans, demo- 

graphic changes caused by immigration (especially in urban areas), and the 

growth of suburbs. Hispanic students are more educationally isolated than 
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African American students (Orfield et al., 1997). More focus is being centered 

on access to education and within-school tracking as these affect academic 

performance of minorities. 

The most recent Supreme Court rulings continue this trend. Voluntary 

desegregation plans used by the education. authorities in Seattle, 

Washington (Parents Involved in Community Schools v. Seattle School District 

No. 1, 2007), and Louisville, Kentucky (Meredith v. Jefferson County Board of 
Education, 2007), were struck down by a 5-4 vote. The majority held that the 

use of race, even as a secondary factor in student assignment to schools, was 
illegal. The plans were of a type often called “controlled choice plans,” 
which assign students to schools primarily by their choice and residence, but 

also limit the overrepresentation of students from one race to a faction close 
to the proportion of that group in the larger student population. This use of 
race, however, was seen by the majority as violating constitutional guaran- 
tees of equal protection. Asserting that the ruling was “faithful to the her- 
itage of Brown,” the majority all but ruled out any use of race in student 
assignment. While the dust is still settling on this ruling (handed down liter- 
ally as this is being written), it seems clear that school authorities making 
efforts to avoid further racial segregation of the student populations will 
have to find other means to achieve that goal. The most widely discussed 
method at the moment is to employ a measure of student socioeconomic sta- 
tus in the assignment process (Kahlenberg, 2001). However, while income 

and race are correlated, family economic resources are a poor proxy for race, 
and in many cities, most of the students are poor whatever their race or 
ethnicity, so economic integration is not much easier to achieve than racial 

integration (Reardon, Yun, and Kurlaender, 2006). 

EXTENT OF THE DESEGREGATION-INTEGRATION PROBLEM. Social scientists 

have conducted more than 100 studies of busing and desegregation, with 
research focused on several primary questions: 

1. Are desegregation plans accomplishing the goals of integrating 
schools, improving the quality of education for minority children, and 
improving relations between the races? 

2. Are efforts to desegregate causing neighborhoods and schools to 
become more segregated because of “white flight” from the affected 
school districts? 

3. What are the effects of integration on children’s achievement and 
self-concept? 

4. Can busing help accomplish the ultimate goal—equality of opportu- 
nity in society? Or are we piling our societal racial problems on a yel- 
low school bus and shutting the door? 

In some inner-cities, education officials, resigned to the growing segre- 
gation of schools, have tried to ameliorate the problem by instigating new, 
innovative programs for their minority constituents. This has led some to 
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dispute whether “better but segregated” is just a return to “separate but 
equal.” Concerned over the controversy about the importance and value of 
desegregation, a number of scholars, including Gary A. Orfield, presented a 
summary statement of social science research over the past 30 years. The 
findings fall into four areas and show the following: 

1. The desegregation of a school district can positively influence residen- 
tial integration in the community. 

2. Desegregation is associated with moderate academic gains for minority- 
group students and does no harm to white students. 

3. Desegregation plans work best when they cover as many grades as 

possible, when they encompass as large a geographic area as possible, 
and when they stick to clearly defined goals over the long haul. 

4. Effective desegregation is linked to other types of educational reform. 
(Orfield et al., 1992) 

A more recent study by Orfield from The Harvard Project on School 
Desegregation found that there was a significant decline in segregation in 
the South from the mid-1960s to the 1970s, followed by a stable period until 

about 1988, and an increase in segregation from 1988 to the present (Orfield, 
1997, 1994; Frankenberg and Lee, 2002). This trend has also been docu- 

mented in northern cities, such as Denver (Horn and Kurlaender, 2006). 

Effects of Efforts to Desegregate Schools 

What happens when minorities and whites go to school together? Are students 
helped or hurt? Studies have considered the interpersonal relations, the self- 

esteem of students, the academic achievement and social roles of both African 

American and white students, and the effect of “white flight” on the communi- 
ties involved. Volumes of information have been collected on each of these 
topics, and two recent Briefs submitted to the Supreme Court for its most recent 
school desegregation rulings provide excellent summaries of this material: 
from the American Educational Research Association (http: //www.aera.net/ 
uploadedFiles/ News_Media/AERA_Amicus_Brief.pdf) and the other, from 
the Civil Rights Project, now located at University of California at Los Angeles 
(http: //www.civilrightsproject.ucla.edu/policy /court/voltint.php). 

SELF-ESTEEM, SELF-CONCEPT, AND ACHIEVEMENT. Self-esteem is important 

to achievement in school. African American children have been of concern to 

psychologists for many years because measurements of racial preference 

have shown that they lack a positive sense of racial identity and self-esteem. 

In a replication of studies conducted since the 1940s, questions about African 

American or white doll preference were asked. “Pick the nice, bad, pretty 

doll, and the one you’d most like to play with.” Sixty-five percent of the 

African American children and 75 percent of the white children preferred the 
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white doll (Talan, 1987, p. E11). This finding is especially significant for 

African American children in desegregated schools. The question raised is 
whether normally self-confident African American students are less confi- 
dent in integrated school settings. Study findings show that African 
American students in integrated settings have lower self-confidence, self- 

esteem, and levels of aspiration than African Americans in less integrated 
schools, even though they do better, go to college more often, and are more 
successful in finding jobs and receiving higher incomes (Trent, 1997; also see 
Braddock and Eitle (2006) for a thorough review of the effects on minority 
student achievement of diverse school settings). And although schools may 
be desegregated, there is concern about within-school segregation from 
tracking policies (Weiler, 1998). 

Student Goals, Aspirations, and Future Prospects 

African American students have high aspirations. Positive high expecta- 
tions from teachers as well as parents can help aspirations become reality 
(Voelki, 1993). In fact, the high aspiration of African Americans may be 
responsible for the narrowing educational gap between them and whites, 
and those aspirations will continue to be useful to African Americans in 
making advancements (Cheng and Starks, 2002; Ainsworth-Darnell and 

Downey, 1998). : 

The effect of desegregation on aspirations and achievement has been 
an area of concern for researchers, especially because there has been a 
decline in African American college entry compared with whites. Plans to 
complete four-year college programs increased for both African American 
and white students, but actualization of plans for African Americans and 
Hispanics rose and fell during the 1980s. Since the early 1990s, however, the 
percentage of 18- to 24-year-old youth enrolled in a degree-granting institu- 
tion has generally grown: in 2003, 41.6 percent of white youth were enrolled, 
32.3 percent of African Americans, and 23.5 percent of Hispanic youth 
(NCES, 2005a, Youth Indicators, Indicator 2): 

The norms that dominate a high school influence what students believe 
is possible. Thus, African American students in desegregated schools, espe- 
cially males, have a higher likelihood of attending college and completing 
more years of schooling than do those from segregated schools. This is prob- 
ably related to the aspiration and achievement levels at the schools and to 
available opportunities. African Americans who attend desegregated high 
schools also get better jobs than those from segregated high schools, and 
they have better chances for promotion (Trent, 1997; McPartland et al., 1985). 
Desegregation has been found to have a small positive effect on achievement 
in reading for African American students but no effect on their achievement 
in mathematics (Schofield, 1995; McPartland et aly, 1985). In summary, 
desegregation seldom lowers the achievement of minorities and most often 
raises it. Also, there is virtually no evidence that desegregation lowers the 
achievement levels of whites. 
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The results of numerous studies indicate that achieving the goals of 
integration and positive race relations will not be easy, but lessons from suc- 
cessful programs provide models for reaching goals. Key in these programs 
are good human relations within classrooms, use of cooperative learning to 
involve all students and reduce tracking, efforts to involve students in 

extracurricular activities, fair enforcement of clear rules, and positive 

involvement of parents and other community members. 

“WHITE FLIGHT.” While citizens and policy makers were arguing over the 

effects of busing, social scientists began debating “white flight.” Was busing 
or the threat of busing to achieve desegregation causing cities to become 
more segregated than before because whites were moving out of the cities to 
avoid school integration? 

In 1975, James Coleman released some results of a new study. In it, he 

concluded that school desegregation contributed to “white flight” from big 
cities and was fostering resegregation of urban districts. Whites were leaving 
large and middle-sized cities with high proportions of African Americans. 
Coleman and his supporters now seemed to be suggesting less integration 
and more segregation to remedy “white flight.” 

Table 4.5 (p. 132) illustrates the change in percentage of minority stu- 
dents in major city schools between 1968 and 2001. Other studies since 

Coleman’s have revealed important variables related to “white flight” that 

account for much of the decline of the white population in large urban areas: 

1. Higher birthrate of minority families, resulting in more school-age 

children 

2. Economic and class differences in upward mobility with whites mov- 

ing to suburbs 
3. New minority families moving into urban areas 

. Discrimination against minorities in suburban housing 

5. Differences in “white instability” related to percentage of African 

American concentration (McDonald, 1997). 

_ 

Court rulings have varied: In Denver, Boston, Memphis, and other 

cities courts ruled that “schools must be within 10 to 15 percent of the over- 

all racial composition of the district,” even if this requires busing. Other 

court rulings such as those in Dallas and Houston have allowed minority 

schools to remain segregated on the grounds that to integrate would be 

impractical. However, non-minority schools do have to desegregate (Levine 

and Levine, 1996, p. 266). Big-city school desegregation plans have been 

undergoing new analysis to study the effects of various plans (Carter, 1995). 

A national study evaluating the impact of school desegregation pro- 

grams on white public school enrollment trends found that, comparing dis- 

tricts that desegregated with those that did not, desegregation enrollment 

trends are the same. Prior to desegregation, enrollments declined, and the 

largest decline occurred during the year of actual desegregation and increased 
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racial contact. Districts with more than one-third African American enrollment 
experienced twice as much enrollment loss (Wilson, 1985). Specific district- 
level characteristics associated with reduced white school enrollments include 
the proportion of African American pupils in the district, implementation of 
minor desegregation programs, and substantial proportions of Hispanic 
pupils (Ornstein, 1991, p. 66). Otherwise, there is little evidence that desegre- 

gation promotes resegregation (Smock and Wilson, 1991). The most recent 
school desegregation ruling by the Supreme Court, however, takes away most 
tools that districts have used to encourage integration and the prospects for 
increasing segregation, which has already been rising in many urban areas, 
seem very strong (Frankenber and Lee, 2002). 

The overall results of efforts to desegregate seem to be positive if meas- 
ured in terms of benefit to most people. Because many schools remain pre- 
dominantly minority, however, current efforts focus largely on instructional 
improvement in these schools and larger school reform efforts such as No 
Child Left Behind. 

INTEGRATION ATTEMPTS 

School districts have adopted numerous plans to work toward desegregation— 
redistricting, magnet schools, and busing and other student transfers, to name 

a few. In some cases, school districts have been desegregated, but separation 
exists within the schools. Segregated classes, minority groupings within class- 
rooms, segregated athletics and extracurricular activities, differential discipline 
and suspension practices, and teacher assignments may all hamper efforts to 
integrate schools and classrooms (Metz, 1994). 

Various steps have been taken to achieve educational equality within and 
between schools. The best known of these are the federally sponsored compen- 
satory educational programs. The Elementary and Secondary Education Act 
was passed in 1965 with the expressed goal of improving the education of poor 
and minority children. Initially, $1 billion was appropriated, and the figure has 
continued to grow. Compensatory educational programs, funded primarily by 
federal government agencies, have included programs from preschool to 
higher education; the following describes several of these programs. 

1. Early childhood education. Head Start and Follow-Through are the most 
common programs in this category. Whereas Head Start attempts to 
help disadvantaged children achieve “readiness” for the first erade, 
Follow-Through concentrates on sustaining readiness and supple- 
menting in the early grades whatever gains are made by the children 
who have had a year’s experience in Head Start. The children in those 
early childhood programs, which encourage child-initiated activities 
rather than teacher-directed activities, showed more short- and long- 
term academic and social development, and the children in these pro- 
grams achieved benefits that the many unserved but eligible children 
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did not (Schweinhart, 1997). These programs remain important tools in 

the effort to narrow the achievement gaps among American students. 
. Bilingual education. An estimated 3 million public school students can- 
not do regular work in English. The Supreme Court ruled that states 
must assist limited-English-proficient students, but it did not indicate 
how; states have developed a variety of programs, from bilingual edu- 

cation to English as a Second Language training. In 1997, 11 states man- 
dated bilingual education programs, and 3 forbad bilingual education 
(Garcia and Morgan, 1997). Emphasis and content of these programs 
vary, but they commonly focus on children whose native language is 
not English. 

Spanish-speaking children are the major target groups in these 
programs. Debate surrounding bilingual education centers in part on 
the best way to integrate non-English-speakers into American society 
(McGroarty, 1992, pp. 7-9). How people attain literacy in a second lan- 
guage is influenced by their culture and the social context in which the 
janguage training takes place. Effective programs will take this into 
consideration in developing methods of instruction (Ferdman, 1990, 

p. 201). One concern among those teaching English as a second lan- 
guage is how long federal funds should support children in bilingual 
programs; the current limit is five years, but many argue that more 
time is needed to integrate students into regular classes (Schmidt, 1992, 
p. 21). There is great demand for teachers who can teach bilingual 
classes, and many schools are having difficulty filling these positions; 
in California alone, 8,000 additional bilingual teachers are needed 
(NCES, “High School,” 2007; Office of Bilingual Education and 

Minority Languages Affairs, 1996). 

. Guidance and counseling programs. Various social, psychological, and 

vocational services have been provided for the disadvantaged. Social 

workers and community aides have been involved in helping to bridge 

the gap between the school and home. 

. Higher education. Special programs in higher education include the 

following: (a) identifying students with college potential early in the 

secondary schools and enriching their program; (b) accepting special 

provisions and lower academic requirements for college admission; 

(c) using admission criteria that allow open enrollment, whereby 

every high school graduate has the opportunity to attend a two-year 

or four-year college, thus favoring low academic achievers who 

might not otherwise be granted admission, (d) transition programs to 

increase the probability of success for disadvantaged youth once 

admitted into college; and (e) special scholarships, loans, and jobs 

based solely on financial need and minority status (Ornstein and 

Levine, 1985, pp. 546-548; also see the U.S. Department of Education 

site for the TRIO Programs, http: //www.ed.gov /about / offices /list/ 

ope/trio/index.html). 
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Special programs also help schools revise curricula, pay for instruc- 
tional materials, hire auxiliary personnel for tutoring, and provide adult 
education programs. 

There are other, less tangible results of compensatory education. 
Upward Bound is a federal program to help disadvantaged students prepare 
to enter and succeed in college. Students enter the program in their first or 

second year of high school and can remain through the summer after high 
school graduation. The program provides instruction, tutoring, and counsel- 
ing. Statistics have revealed mixed results on achievement, indicating that 
many students stay in the program only a short time, and the program has 
little impact on high school graduation rates. However, it may impact stu- 
dents’ postsecondary plans and experiences (Myers and Schirm, 1999). 
Despite the inconclusive impact of the program, young minority and white 
students who have never before met children of other races live and study 
together, play together, and make new friendships. The overall atmosphere 
is cooperative. Gaining Early Awareness and Readiness for Undergraduate 
Programs (known as GEAR UP) is another federally funded program aimed 
at helping low-income high school students prepare for college. Many of 
these programs are held on college campuses where the students not only 
experience a campus atmosphere but also live in dormitories away from 
home. These students might not have seen college life as a possibility before 
this experience. 

On the pessimistic side, some (e.g., Levine and Levine, 1996) believe 

that compensatory educational experiences do not provide significant 
results toward societal change and are insufficient to counteract the existing 
differences. Schools reflect and reinforce prejudices of the outside world, 
which cannot be equalized by special programs, improved teacher quality, 
or other patchwork remedies. A recent evaluation of comprehensive school 
reform models put in place at a number of Title 1 funded schools found 
essentially no difference in the achievement of their students from the 
achievements of students at a group of matched schools not adopting the 
new models, throwing into question whether current models of school 
reform can compensate for differences students bring to school from their 
homes and communities (Good, Burross, and McCaslin, 2005). We return to 
this question at the end of this chapter. 

EDUCATIONAL EXPERIENCE OF SELECTED MINORITIES 
IN THE UNITED STATES 

We have discussed minorities in general terms, lumping all groups together, 
but focusing mainly on African Americans. There are, however, unique dif- 
ferences in the problems facing specific groups. For instance, children of 
migrant farm workers have little chance of receiving a consistent or continu- 
ous education, though mobile school programs have been set up to move 
from camp to camp with the migrants. Children whose native language is 
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not English suffer from that limitation in the middle-class American school. 
Bilingual programs are provided in areas with a concentration of non- 
English-speaking groups—for instance, schools with heavy concentrations 
of Mexican American and Puerto Rican children. Influxes of Southeast 
Asian, Cuban, and Haitian refugees also have created a need for special 

language and culture programs. 

Hispanic Students 

Today close to half of America’s population growth comes from immigra- 
tion, primarily of Hispanics and Asians (Macionis, 2000). Hispanics are the 

fastest-growing ethnic group in the U.S. public schools, doubling over the 

past two decades from 6 percent in 1973 to 15 percent in 1997, and increased 
to 20 percent by the year 2005. Segregation of Hispanic students rose dramat- 
ically between 1970 and 1997, with 75 percent attending predominantly 
minority schools (see Table 4.6). More than one-third were in schools with 

minority populations of more than 90 percent (“A New Divide. . . ,” 1999; 
“The Educational Progress,” 1995, p. 3). With the increase in numbers has 

come an increase in segregation in states with the highest Hispanic popula- 
tion. The average age of Hispanics is much younger than that of whites 
because of high birthrates and youth immigration. Hispanic preschool-age 
children are less likely than white or African American preschoolers to be 
enrolled in school, but the difference evens out in kindergarten (“Hispanic 
Education Fact Sheet,” 1999). 

TABLE 4.6 Percentage of Hispanic Students in Predominantly Minority 
and 90-100% Minority Schools, 1968-2005 

Year Predominantly Minority 90-100% Minority 

1968 54.8 2S 

1970 55.8 23.0 

1977 56.6 23:3 

1974 a1 9 Re) 

1976 60.8 24.8 

1978 63.1 Zo9 

1980 68.1 28.8 

1986 70.0 33.0 

1992 34.0 

1998 75.6 86.7 

2005 TES Se/ 

Source: Orfield, Gary, Public School Desegregation in the United States, 1968-1980 (Washington, 

DC: Joint Center for Political Studies, 1983), p. 4. U.S. Department of Education data; The 

Condition of Education, 1995; and Digest of Educational Statistics, 2005, Table 94. 
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Although Spanish-speaking residents are often grouped under the 
label “Hispanic,” there are differences among the groups, with Cubans and 
some other Latin Americans faring well in school compared with whites, 

Puerto Ricans, and Mexicans and some groups from the Caribbean, includ- 

ing Dominicans (Velez, 1994). Two factors stand out concerning Hispanics 

and schools. First is the issue of increasingly segregated schools, and second 
is bilingual education (Moore and Pinderhughes, 1993; San Miguel, 2004). 

The gradually increasing segregation leads to several results: As the 
number of Hispanics in an area grows, their percentage in school grows; 
many are concentrated in urban areas that are losing white population. 
Language and cultural barriers may limit interaction with others and encour- 
age concentrations. High school dropout rates are more than double that of 
white students, 25 percent of 16- to 24-year-olds who were not enrolled in 

school and had not completed high school, versus 8.6 percent of non- 
Hispanics; but as many Hispanic youth are immigrants, these statistics can be 
misleading. The dropout group needs to be divided into those who have 
spent much or all of their schooling in the United States and those who immi- 
grate after having left school in their native country. The native born Hispanic 
dropout rate is about 14 percent (and has been declining), while the rate for 
immigrant Hispanic youth is over 30 percent. “Of the 529,000 16 to 19 year 
old Latino high school dropouts in 2000, one-in-three, or roughly 175,000, are 
immigrants who had little or no contact with U.S. schools. Nearly 40 percent 
of immigrant Mexican 16 to 19 year olds are dropouts, while the dropout rate 
for Mexican immigrants educated in U.S. schools is 20 percent” (Fry, 2003). It 
is important to note that Mexican Americans born and raised in the United 
States often fare as well as their classmates from other backgrounds. 

Behaviors that increase the chances of dropping out include cut- 
ting classes, suspensions, early dating, being older than classmates, and 
being female and pregnant. School factors such as counseling, tracking, 
changing schools, and students’ mobility between school districts are 
important factors to consider in prevention, along with recency of migra- 
tion and country of origin. 

BILINGUAL EDUCATION. A concentration of Hispanics means that many 
children are surrounded by Spanish-speaking people in their schools as well 
as their homes. The controversial issue of bilingual education has been 
debated for a number of years, not only for Hispanics but for other minori- 
ties as well. Should state and federal governments provide special funds to 
teach minority children in their own languages? Will teaching in native lan- 
guages help or disadvantage minority children? What will be the results for 
states and the nation? 

Many argue that teaching children in their native languages hurts them in 
the competitive system and that English facility is crucial to get ahead (Levine 
and Levine, 1996, p. 324). Others argue that children are disadvantaged by 
being taught in a language they do not know, that they wish to retain their 
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cultural language, and that they resent being considered “unacceptable” the 
way they are. The debate continues even in minority communities. Nationally, 
almost 8 percent of all public school students received English Language 
Learner services, which include bilingual courses (NCES, 2003, Table 10). The 
current thinking seems to favor two-way bilingual education that gives 
English-speaking children and other native speakers the chance to learn in both 
languages; this policy is being implemented in California (Garcia, 1993). A 
study of Mexican American middle-school students found that those who were 
proficient in both English and Spanish had better grades and higher numbers 
of credits at the end of ninth grade than those from limited English or English- 
only backgrounds (Rumberger and Larson, 1998). Most students that were 
studied wanted to learn English, and only a minority remained fluent in their 
parents’ language after a generation (Portes and Hao, 1998). The educational 
achievement of non-native English speakers, often referred to as English 
Language Learners (ELL students), are now caught up in debates over the pro- 
visions of the No Child Left Behind act. This legislation requires schools to test 
groups of children and measure the degree to which they are making “ade- 
quate yearly progress” toward the standards set by each state. While most of 
the attention about this provision of the law has been devoted to racial and eth- 
nic groups, non-English speakers are a group over which controversy has 
developed since including them as a separate group may make achieving the 
yearly goals more difficult (see the resources at the Center for Applied 
Linguistics, http://www.cal.org/topics/ell/; Zehr, 2007). 

Immigrants 

Immigration is the “sincerest form of flattery,” people selecting a country 
because it is desirable. It also means “open season on immigrants, from 
Europe to the United States” (Rumbaut, 1995, p. 307). Much recent immigra- 

tion stems from Africa, the former Soviet bloc countries, Kurds in Northern 

Iraq, the former Yugoslavia, and from Central America and some Asian 

countries. Immigration often starts because of wars or military occupations, 

and economic problems and opportunities; once families are established in a 

new location, other members join them, expanding the immigrant commu- 

nity in the new location (Camarota, 2005). 

Most immigrant parents encourage their children to work hard and get 

good grades in the schools in their new homeland as means of getting ahead; 

children may believe adjusting socially is more important, and these two 

ideas can be contradictory (Ogbu, 1991). Children’s ethnic identities influ- 

ence their self-esteem and assimilation into the culture, and hence their atti- 

tude toward schooling (Rumbaut, 1994). 

The United States is the world’s leading immigration country, with 

almost 35 million legal and illegal migrants, more than twice the number of 

any other country (Bean, Brown, and Rumbaut, 2006). Immigration accounts 

for one-fifth of the population growth in the past decade in the United States 



140 Chapter 4 ¢ Race, Class, and Gender 

(Stewart, 1992), mostly from Latin America (especially Mexico and Cuba) 
and Asia (especially Southeast Asia). In recent years, the proportion of immi- 
grants from Latin America and the Caribbean has been close to 60 percent; 
from Asia, 27 percent; and from Europe and Canada, 18 percent (Aguirre 

and Turner, 2001, p. 227) (see Table 4.7). The 1990 immigration law not only 

increased by 40 percent those permitted to enter, but it also allowed more 
Europeans and Africans to enter. This means more and diverse students and 
faculty from abroad will be part of the U.S. educational systems. The law 
also requires that immigrants have contacts for employment or a skill to 
obtain employment, allowing them to become mobile in the society. Each 
group has a different history of why they immigrated and their experience in 
their new country (Sowell, 1994; also see Portes and Rumbaut, 2001). 

A study of the educational aspirations and attainment of eighth- and 
ninth-grade immigrant children, both native- and foreign-born, resulted in the 

following findings: three-fourths of the sample from a wide variety of immi- 
grant groups preferred speaking English, the exception being Mexicans living 
near the border. Some groups have high educational attainment and aspira- 
tions as shown by scores well above the norms on mathematics and other stan- 
dardized tests—particularly Asians (Chinese, Japanese, Koreans, and Indians), 

followed by Vietnamese, Filipinos, Cubans, and Colombians. Below the 

national norms were Hmong, Mexican, and Cambodian immigrants, also 

reflecting socioeconomic status of the families. The Hmong, however, received 
very high grade point averages (GPA), compared to many other groups, and 

did more hours of homework. Immigrant groups as a whole outperform 
native-born American students in GPAs (Rumbaut, 1996, pp. 23-24). 

Several issues become important in the new immigration wave. Each 
skilled immigrant who enters a new country is creating a “brain drain” in the 
country of origin. New immigrants have different needs, and schools are often 
forced to take into account different value systems and behavior patterns. 
Language barriers create challenges for school districts, and the issue of illegal 
immigrants raises questions about the educational rights of these groups. 

TABLE 4.7 The Shifting Profile of Immigrants to the United States, 1951-1993 
SEU nnn eee 

Area of Origin 1951-1960 1961-1970 1971-1980 1981-1990 1991-1993 1997 2005 

Europe and Canada = 67.7% 46.3% 21.6% 12.5% Selon IS:4%o™ Weis 

Asia 6.1 12.9 255 Sas 30.0 Sy 3357) 
Latin America and 24.6 39.2 40.3 Aa 49.9 (yilisy ake 

the Caribbean 
a ee ee 
Source: Elizabeth Rolph, Immigration Policies: Legacy from the 1980s and Issues for the 1990s (Santa 
Monica, CA: The RAND Corporation, 1992); U.S. Department of Justice, 1991a; U.S. Bureau of 
the Census, 1995; U.S. Bureau of the Census, March 1997; Current Population Survey, Internet 
release date: October 5, 1999; and U.S. Bureau of the Census, The 2007 Statistical Abstract: The 
National Data Book, Table 8. 



Chapter 4 ¢ Race, Class,and Gender 141 

Asian American Students 

The list of Asian American cultures and languages is extensive—Chinese, 
Filipino, Hawaiian, Korean, Japanese, and many more—making categorization 
difficult. (Asian Americans make up about 4 percent of the U.S. population, with 
11 million in 2000 (U.S. Census Bureau, 2004)). By 2050 the estimated population 
of Asian Americans will be about 33 million (U.S. Census Bureau, 2004, Table 1a, 
http: //census.gov /ipc/www /usinterimproj/natprojtab01a.pdf). More than 
800,000 Southeast Asian refugees—Vietnamese, Cambodians, Laotians, 
Hmong—have come to the United States since 1975. They now number more 
than 1 million. California has 40 percent of this population. Because their values 
differ from those of Americans in some key areas that affect education, it is 

important for educators to be aware of these differences and work with them. 
For instance, “filial piety,” unquestioning loyalty and obedience to parents and 
other authority figures, means that some parents do not attempt to see teachers; 
yet it is important to have parental involvement to help children. Several factors 
are directly related to parental involvement: level of literacy, educational level, 
and perceptions of what the school expects (Marschall, 2006). 

Asians often come from large, tightly knit kin groups; the largest groups 
are the Indochinese and Filipinos. There are significant differences among Asian 
groups, with Vietnamese children generally most successful (Blair and Qian, 

1998; Rumbaut and Ima, 1987). Because close families and education are highly 

valued in many Asian cultures, especially those with a Confucian value system 
that emphasizes family closeness to achieve shared goals (Caplan, Choy, and 
Whitmore, 1993), students are cooperative and teachers are held in high esteem. 

The general attitude is that Asian students are good students, and schools with 
high percentages of Asian students are good. Yet this “model minority” stereo- 
type is, like all stereotypes, only partly accurate (Lee, 1996, 2005). 

Despite language barriers, Asian students as a group outscore other 
minorities, native-born white students, and international students on the 

International Assessment of Educational Progress and National Assessment 

of Educational Progress standardized examinations (Bracey, 1998; Levine 

and Levine, 1996, p. 312). Many Asian students take more courses in foreign 

languages, mathematics, and natural science than other students. Asian 

American students are also overrepresented in college-preparatory pro- 
grams and in gifted-and-talented programs in high schools. 

Explanations for the high educational achievement of Asian American 

students, and Chinese Americans in particular, are related to these groups’ tra- 

ditional family values and values placed on education, especially parents with 

advanced educations themselves; favorable socioeconomic characteristics; 

and small-business owners who believe education is a channel of intergenera- 

tional mobility (Goyette and Xie, 1999; House, 1997). 

Recent studies, however, are showing that with successive generations 

in American society, the Asian American achievement differential is coming 

more in line with white student achievement, rather than exceeding it 

(e.g., Goyette and Xie, 1999). This may be caused in part by successive strains 
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on the close-knit family and community, and by integration into the domi- 

nant peer-group value system. 

Native American Students 

The case of Native Americans is unique. When colonists first settled in the 
United States, Native Americans spoke more than 2,000 different languages, 
300 of which are still spoken today. At first, missionaries provided education, 
but by the 1890s education was under government control (Chavers, 1991, 

pp. 28-29). The government and churches believed it was their duty to “civilize 
the Indian population,” to eliminate their linguistic and cultural differences. 

They were relegated to poor land, and today many live in poverty as a result of 
low incomes, poor education, and unemployment or underemployment. 

In the early nineteenth century, Congress appropriated monies for a 

“civilization fund.” Boarding schools were established to remove children 
from tribal and family influences and assimilate them into American culture 

(see Reyhner and Eder 2004 for an excellent history of American Indian 
education). In 1928, the “Meriam Report” (Report of the Board of Indian 

Commissions, 1928, pp. iii, 41) questioned the government’s “respect for 
rights of the Indian. . . as a human being living in a free country,” criticizing 
the government policy of boarding schools, where 40 percent of Native 
American children were enrolled. 

Gradually policies changed; schools became day schools, and bilingual 
Native American teachers were employed. In 1968, the then President Johnson 
urged putting control of Native American schools into Native American hands, 
and in 1972 the Indian Education Act was passed, allowing tribes to control and 
operate their schools. For the most part, this shift has taken place, and it seems 

unlikely that control will revert again to the Bureau of Indian Affairs. In one 
plan, the Choctaw Indians have been given complete control of educational 
programs on a Mississippi reservation, and they have built a new, modern 
school. The result of this local autonomy from the Bureau of Indian Affairs is 
that educational programs are geared toward the needs of the community; 
more students are attending and staying in school longer (Johnson, 1995). 

In the early 1990s, more than 80 percent of the approximately 300,000 
Native American students were in public schools, many in major cities. 
Others were in tribally contracted schools. Parental involvement is low in 
non-Native American-controlled schools, absenteeism is high, and the 
dropout rate for high school students is near 15 percent (NCES, 2005b, 
Indicator 3.3). Of the American Indian/Alaska Native 1992 12th-graders 
who were likely postsecondary participants, 11 percent received a bachelor’s 
degree as their highest degree by 2000 versus 31 percent for the total popula- 
tion of likely postsecondary participants. American Indians/ Alaska Natives 
were less likely to have received a bachelor’s degree by 2000 than White 
(34 percent), Black (24 percent), and Asian/Pacific Islander (34 percent) stu- 
dents who were likely postsecondary participants (Indicator 7.4). The pic- 
ture is not all bleak, however. Some groups have increased high school 
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graduation rates and college attendance, and tribal colleges are meeting the 
needs of many students (Johnson, 1995). Academic success in college is 
greatest for students who have family support, student support services, 
and precollege preparation programs such as Upward Bound; the highest 
failure rates for college students are related to financial problems and cul- 
tural differences (Jenkins, 1999; Kastl, 1997). 

In order to improve the educational and other opportunities for Native 
Americans, some tribal leaders have established businesses on reservations, 

including gambling casinos. Some, though not all, have been successful in 

bringing needed dollars to tribal coffers. 
The clash of cultures experienced by Native American children in the 

traditional school setting is described in Box 4.2. In order to meet the needs of 
Native American children, educators need to understand the cultures and be 

sensitive to the needs of these children, plan appropriate student-centered 
curricula, hold high expectations, and maintain good home-school relations. 

Special Education Students 

Which children can attend regular classrooms, and which should be separated 
for part or all of their education? This question of school and classroom organi- 
zation and where students with disabilities fit into this environment has stimu- 
lated both commentaries and research. In order to be classified as disabled, a 
child must have a health condition or impairment that limits the ability of the 
child to perform a major life activity for an extended period of time. Conditions 
include learning disabilities; speech, hearing, orthopedic, and visual disabilities; 

mental retardation; serious emotional disturbance; and other forms of disability. 

The era of the special education student began with the 1975 passage by 
Congress of PL 94-142, the Education for All Handicapped Children Act. It 
stated that all children with disabilities must be educated in the “least restric- 
tive environment” possible. More recently, PL 99-457 (the Individuals with 

Disabilities Education Act) has been added, requiring school districts to edu- 

cate all disabled children between the ages of 3 and 21. The interpretation of 

these laws and how to carry out their intentions have varied greatly, but they 

brought to the attention of educators and the public the importance of consid- 

ering each child’s special needs and then designing programs suited to them. 

Under the federal acts, about 14 percent of all children from birth to 

21 years (most between ages 6 and 17) qualified for services under either 

Chapter 1 or Part B programs. This figure has steadily risen since the 1976 

when it was 8.3 percent of all students. Students diagnosed as having spe- 

cific learning disabilities are the largest group, comprising about 40 percent 

of the total. The next largest group had speech or language impairments 

(about 20 percent), mental retardation (about 8 percent), and serious emo- 

tional disturbances (about 8 percent) (see Figure 4.2; NCES, Condition, 

2007, Table 7.2). These increases are in part due to changing definitions of 

disability, especially learning disability, and techniques of diagnosis 

(Gallego, Duran, and Reyes, 2006; also see Aaron, 1997 and Carrier, 1983). 
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An Indian Father's Plea by Robert Lake 

(Medicine Grizzlybear) 

Dear Teacher, 
| would like to introduce you to my son, Wind-Wolf. He is probably what you 

would consider a typical Indian kid. He was born and raised on the reservation. He 

has black hair, dark brown eyes, and an olive complexion. And, like so many Indian 
children his age, he is shy and quiet in the classroom. He is 5 years old, in kinder- 

garten, and | can’t understand why you have already labeled him a “slow learner.” 

He has already been through quite an education compared with his peers in 

Western society. He was bonded to his mother and to the Mother Earth in a tradi- 

tional native childbirth ceremony. And he has been continuously cared for by his 

mother, father, sisters, cousins, aunts, uncles, grandparents, and extended tribal 
family since this ceremony. 

The traditional Indian baby basket became his “turtle’s shell” and served as the 

irst seat for his classroom. It is the same kind of basket our people have used for 

thousands of years. It is specially designed to provide the child with the kind of 

knowledge and experience he will need to survive in his culture and environment. 

Wind-Wolf was strapped in snugly with a deliberate restriction on his arms and 

egs. Although Western society may argue this hinders motor-skill development and 

abstract reasoning, we believe it forces the child to first develop his intuitive faculties, 

rational intellect, symbolic thinking, and five senses. Wind-Wolf was with his mother 

constantly, closely bonded physically, as she carried him on her back or held him while 

breast-feeding. She carried him everywhere she went, and every night he slept with 

both parents. Because of this, Wind-Wolf’s educational setting was not only a “secure” 

environment, but it was also very colorful, complicated, sensitive, and diverse. 

As he grew older, Wind-Wolf began to crawl out of the baby basket, develop 
his motor skills, and explore the world around him. When frightened or sleepy he 

could always return to the basket, as a turtle withdraws into its shell. Such an inward 

journey allows one to reflect in privacy on what he has learned and to carry the new 

knowledge deeply into the unconscious and the soul. Shapes, sizes, colors, texture, 

sound, smell, feeling, taste, and the learning process are therefore functionally 
integrated—the physical and spiritual, matter and energy, and conscious and uncon- 
scious, individual and social. 

It takes a long time to absorb and reflect on these kinds of experiences, so 
maybe that is why you think my Indian child is a slow learner. His aunts and grand- 
mothers taught him to count and know his numbers while they sorted materials for 
making abstract designs in native baskets. And he was taught to learn mathematics 
by counting the sticks we use in our traditional native hand game. So he may be slow 
in grasping the methods and tools you use in your classroom, ones quite familiar to 
his white peers, but | hope you will be patient with him. It takes time to adjust to a 
new cultural system and learn new things. 

He is not culturally “disadvantaged,” but he is culturally “different.” 

f£ 

Source: Lake, Robert, “An Indian Father's Plea,” Teacher Magazine, Vol. 2, September 1990, 
pp. 48-53. Reprinted with permission from Teacher Magazine. 
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FIGURE 4.2 Number of children with disabilities in federal programs as a percentage 
of total public K-12 enrollment, by type of disability. 

"A disorder in one or more of the basic psychological processes involved in understanding or 
in using language, spoken or written, that may manifest itself in an imperfect ability to listen, 
think, speak, read, write, spell, or to do mathematical calculations, including conditions such 
as perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia, and 
developmental aphasia. 
Other disability types include mental retardation, emotional disturbance, hearing impairments, 
orthopedic impairments, other health impairments, visual impairments, multiple disabilities, deaf- 
blindness, autism, traumatic brain injury, and developmental delay. Note the nature of disabilities 
within this category are diverse; they are included together here to represent cases contributing to 

the total not otherwise presented in this graph due to relatively low prevalence in the population. 

Note: Special education services through the Individuals with Disabilities Education Act 

(IDEA) are available for eligible youth identified by a team of qualified professionals as having 

a disability that adversely affects their academic performance and as in need of special 

education and related services. The total is the percentage of youth receiving special education 
services through IDEA in early education centers and public schools in the 50 states and the 
District of Columbia and in Bureau of Indian Affairs (BIA) schools through 1993-1994. 
Beginning in 1994-1995, enrollment numbers and percentages exclude BIA schools. See 

supplemental note 8 for more information about the student disabilities presented here. 

Source: U.S. Department of Education, Office of Special Education and Rehabilitative Services 

(OSERS), Office of Special Education Programs (OSEP). (2006b). 26th Annual (2004) Report to 

Congress on the Implementation of the Individuals with Disabilities Education Act, vols. 1 and 2; data 

from OSERS, OSEP, Data Analysis System (DANS), 1976-2005. Available: http: //www.ed.gov / 

about/reports/annual/osep/2004/introduction.html and https: //www.ideadata.org /index. 

html (Retrieved: September 22, 2006 from 2006b.) 

Ninty-five percent of students with disabilities were served in regular 
school buildings and classrooms. About 30 percent are in regular classes all 
day, 38 percent are in resource rooms for special help at least part of the day, 
and 7 percent are in separate classrooms or buildings. Services are provided 
for a variety of students. About twice as much money is spent to educate a 
disabled child as before PL 94-142, yet many are not receiving special educa- 

tion even now. Part of the problem is assessment: determining whether a 
child is learning disabled or has some other problem. 
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Research results show that integration of as many special education stu- 

dents as possible can have positive results; students have peer models from 

whom to learn social skills and competencies, and other students learn about 

disabilities. Integrating special education students into classrooms provides 

models and expectations that are powerful influences on children. However, 

there is a lack of evidence from methodologically strong studies that main- 

streamed students learn more, and, where evidence does exist, the balance is 

only marginally positive. The research task now is to more thoroughly inves- 

tigate the mediators and moderators that support the optimal education for 

children with special needs and disabilities (Lindsay, 2007). The effects of 

labeling students for special placement can influence peer-group relations, 

but the research has not clearly documented whether separate placement or 

mainstreaming has any detrimental effects. Of major concern is the number 

of minority students labeled retarded or learning disabled. The main criterion 

for eligibility for special education services in schools has been proof of 

intrinsic deficit. There are two problems with this. First, defining and identi- 

fying high-incidence disabilities are ambiguous and subjective processes. 

Second, the focus on disability has become so intertwined with the historical 

devaluing of minorities in the United States that these two deficit lens now 

deeply influence the special education placement process (Harry and Klinger, 

2007). The end result is a disproportionate placement of some minority 

eroups in special education. Some encouraging directions are underway that 
may help schools focus on differences rather than on deficits. These include a 
change in the discrepancy model, the Response to Intervention model (RTT), 
which focuses on early intervention; and involving parents in the placement 

process. A new vision of special education is called for in which the notion of 
disability is reserved for students with clear-cut diagnoses of biological or 
psychological limitations and the categorization is used only for the purpose 
of delivering intensive, specialized services in the least restrictive education 
environment possible. Clearly, careful and fair assessment is in order. 

Gifted Students 

Few think of gifted students as disadvantaged, but if their talents are not 
being developed, we may argue that they are in a disadvantaged position. 
Societies need to develop and use the talents of their most gifted members, 
but this presents dilemmas and controversies in democracies: To single out 
some students for special treatment or training is to give advantage to some 

and create an elite intelligentsia; yet if ability is considered regardless of 
other factors, such as family position, we are developing and using needed 
resources. The problem here is that high levels of achievement are dispro- 

portionately found among privileged youth and gifted and talented pro- 
grams may be seen as equally and disproportionately benefiting them 
(Brantlinger, 2003; Wells and Serna, 1996). 

Controversy continues when schools consider which students to place in 
gifted programs. Congressional Act PL 95-561 defined “gifted” as including 
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The Case of a “Dull” Genius 

Perhaps a good place to begin is with the case of a boy who was a slow developer, par- 
ticularly with respect to language. He did not begin to talk until after his second birth- 
day, and language difficulties persisted for him into adulthood. He did poorly in school; 
his temper tantrums proved highly disruptive to the classroom. Both his parents and his 
teachers thought him dull, and neither envisioned much of a future for him. 

Finally, however, when he was 14, his parents happened upon a different kind 
of school pursuing a more holistic approach to education, and a less exclusively lin- 
guistically oriented one. The boy blossomed and his world changed. His name was 
Albert Einstein. His later writings suggest what may well have been the key problem: 
Even as an adult, Einstein continued—unlike most of us—to think in visual images 
rather than in words. Thus, he might understandably have found classrooms dealing 
only in words very hard to handle. (It may be worth noting, however, that the appar- 
ent language deficiency that handicapped him as a pupil may have empowered him 
as a creative genius. It has been said that Einstein’s ability to depart from traditional 
physics may well have been associated with his independence from its concepts, as 
he dealt instead with visual images.) 

Source: Raywid, Mary Anne, “Separate Classes for the Gifted? A Skeptical Look,” Educational 
Perspectives, Vol. 26, No. 1, 1989, p. 44. 

general intellectual ability, specific academic aptitude, creative or productive 
thinking, leadership, and visual and performing arts talents. But who is gifted 
is actually defined by each program that singles out children for special 
treatment, and herein lies the controversy (see Box 4.3). Low test scores and 

institutional discrimination may hide the talents of some students, especially 
minority students. 

We know that gifted students benefit from homogeneous ability group- 
ing. But in the process, some students are labeled “better” than others, and a 

self-fulfilling prophecy can result in which there is added stress and pressure 
to succeed and play a “significant” role in society. 

Although there is lack of agreement on one strategy, many feel that 
individualized instruction combined with some joint classroom activities 

with other students may best serve both groups. Separating students from 

their peers does occur when students are tracked, sent to special programs 
or classes, or “pulled out” of classrooms for any purpose. Most useful to 

gifted and other students are programs that support a variety of learning 
styles and use students in the teaching process (Van Tassel-Baska, 2006). 

IMPROVING SCHOOLS FOR MINORITY STUDENTS 

The U.S. educational system is built on the premise that all students should be 
educated regardless of race, ethnic group, sex, ability, or other characteristics. 
This responsibility has been entrusted to the state and federal government, to 
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take an active role in ensuring rights for minorities, including African 

Americans, Hispanics, immigrants from other countries, women, and other 

disadvantaged groups. Although there is an impatience to reform education, 

any new programs need to take all students into account, thus, reforms must 

come from old and new ideas, from the powerful and not so powerful in soci- 

ety, and from the various groups who will be affected (Coleman, 1990). Real 

change in the situation of minority students will not come about without indi- 

vidual and structural changes involving education, family, and other groups 

that act to empower minority students rather than disenfranchise them. This is 

a formidable task, considering the difficulty of changing power relations in 

society. Many programs only perpetuate the structure as it is and produce lit- 

tle change, in part because they deal with only part of the system. Some gen- 

eral conclusions and recommendations that stem from the research, especially 

that related to “at-risk” students, recommend that schools intervene early, 

make sure students spend time “on task,” have high expectations of students 

and mainstream potential dropouts, provide support services such as day care 

for student parents, and reduce class sizes to fewer than 20 students (Lindjord, 

1998). Many researchers and policy makers are experimenting with program 

ideas such as multicultural educational programs, school climates that reduce 

prejudice, and community service and career involvement programs to keep 

students in school. 

EFFECTIVE SCHOOLS. Effective schools create positive academic achieve- 
ment environments, and they raise students’ self-esteem, reduce student 

alienation and delinquency, encourage interracial friendships, and integrate 
teaching of racial equality into the school curriculum (Hammack, 1990). All 
students are highly involved in extracurricular activities, and teachers dis- 

play behaviors that favor racial integration and prejudice reduction. In 
addition, many parents play an active role in these schools. Effective 
schools should benefit all students, including minority students, by attend- 
ing to the following issues: 

. Clear-cut goals and objectives 

. Adequate funding and appropriate use of funds 

. Quality academic programs 

. Valid assessment programs and effective monitoring of progress 

. Parent, family, and community involvement 

. Teacher and staff development 

. High expectations for students 

. Comprehensive support services 

. Adequate school facilities 

. Productive school climate and culture 

. Multicultural instruction and sensitivity (“Effective Schools,” 1998; 

Levine, 1995). 
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What hasbeen added to this mix in recent years has been an increase in 
measures of accountability and oversight. The increased testing required by 
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No Child Left Behind has enlarged the transparency of school performance 
and provided for new measures of school effectiveness. 

CHOICE PROGRAMS, VOUCHERS, AND CHARTER SCHOOLS. Proposed plans 
for revitalizing education allow parents to choose the kind of school that 
meets their children’s needs. In theory, this should provide competition and 
improve schools. However, there are many problems with the concept, as 
outlined in other chapters in this text. 

COOPERATIVE LEARNING. Cooperative learning involves groups of four to 
six heterogeneous members who work together toward achieving a goal. 
This idea stems from the work of Slavin and others at the Center for Social 
Organization of Schools at The Johns Hopkins University (Slavin, 1995, 
1983). Findings show that cooperative learning positively affects student 
relationships and achievement (Cohen and Lotan, 1997). 

ATTITUDES OF SCHOOLS AND TEACHERS. Among the many recent reports on 
how to improve schools are What Works and Creating Effective Schools. They 
document a number of findings from research that result in effective schools. 
The general conclusions support our discussion here concerning the need for 
improving the achievement and attitudes toward minority students. Teachers 
must communicate high expectations to all of their students; schools need 
strong educational leadership that emphasizes academic achievement; and 

parents need to be involved in the education of their children (Brookover, 
Erickson, and McEvoy, 1996; Tenenbaum and Ruck, 2007; What Works, 1986). 

COMMUNITY INVOLVEMENT. Community involvement addresses the need 

to approach school reform from many angles as suggested by the systems 
model. Schools alone cannot change the situation for minority students. 
Involvement of parents and businesses are two methods of changing the situa- 

tion. For example, a New York City businessman promised 6th graders from 
his alma mater financial support to attend college if they finished high school. 
Instead of up to 75 percent dropping out, as was the norm, 83 percent finished 
high school and many have gone on to college. This one case started a national 
business-school liaison, the “I Have a Dream Foundation,” to help 10,000 chil- 

dren pursue higher education (Sommerfeld, 1992, p. 1). There are many organ- 
izations that seek to facilitate the development of better relationships between 
communities and schools. Some examples are the Coalition for Community 
Schools (www.communityschools.org), Schools of the 21st Century (www.yale. 
edu/21C/index2.html), and Communities in Schools (www.cisnet.org). 

The process of stratification pervades educational systems both as a 
reflection of the stratification patterns in the society and its institutions, and 
as a mechanism to reinforce and perpetuate those patterns within society. 

From children’s homes, neighborhoods, and peer groups to the political and 
economic systems, children are socialized to play their roles in society and to 
occupy a place in the societal system. Issues of equal opportunity have been 
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raised, especially by those who feel that they are receiving unfair treatment 

and unequal chances for the rewards society can offer. Education is a target 

for these criticisms because of its perceived importance in providing oppor- 

tunities for a better life. The open systems perspective reminds us that prob- 

lems of equality go far beyond the effect of schools alone. Schools may be the 

nursery of integration, but equal access to housing, equal pay for equal 

work, employment opportunities, and many other areas must also be con- 

sidered in the fight for equality of opportunity. 

Educational reform today is greatly concerned with reducing the “edu- 

cational achievement gap” between African Americans and Latinos and the 

rest of the country’s youth. The impetus, for example, of the No Child Left 

Behind legislation was explicitly to reduce these differences in average 

achievement levels. The evidence of these differences is clear; they exist as 

children enter school and increase the more years of schooling students 

experience. This increase of the achievement gap has been a much researched 

topic. Some researchers have attributed its increase to actions of the schools 
that children attend and the teachers who teach them. Curriculum grouping, 

tracking, and negative teacher expectations are examples of the factors many 
feel are responsible for the gaps in student achievement (Blau, 2003). 

Others have attributed the gap in achievement among minority students 
to oppositional behavior of the students themselves (Fordham and Ogbu, 
1986). This is a complex argument that we need to address in some detail. The 
argument begins with the circumstances surrounding the immigration or inclu- 
sion of minority groups into society. Ogbu distinguishes between voluntary 
immigrants, those who, of their own volition, move to a new country, and those 

who are involuntarily brought to the new country. Examples of the former are 
immigrants who seek better life opportunities in a new country than they per- 
ceive are available to them in their home country. Involuntary immigrants are 
those who are forcibly brought to a new country as slaves, indentured servants, 

or are conquered peoples and the like. Examples are African American slaves, 
Native American peoples, and peoples of The Philippines, Puerto Rico, and 
other groups who have become Americans involuntarily. For Ogbu (1994), 

these original conditions of relations between immigrants and their new 
society have powerful consequences. Voluntary immigrants are eager to take 
advantage of whatever opportunities may exist in their new home, seeking to 
learn the language and culture of their new home so that they can assimilate. 
Though they may face barriers to assimilation such as discrimination and 
prejudice, Ogbu notes that, because the move to the new society was voluntary, 

these immigrants are able to work to overcome these barriers. On the other 
hand, involuntary immigrants, also facing prejudice and discrimination, reject 
the dominant society as an oppressor and struggle to maintain their integrity in 

the face of the more powerful dominant society. Assimilation is tantamount to 
collaboration with the enemy, and differences between the minority and domi- 
nant society mark off their separation. While initial, or primary, differences 
between voluntary and involuntary minorities (such as language, religion, 
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food, and so forth) are important, over generations these differences become 
smaller and less significant. For involuntary groups, however, the reduction in 
cultural differences does not pay off in a reduction of prejudice or discrimina- 
tion. Moreover, not seeking assimilation, these groups work to create new dif- 
ferences between themselves and the dominant groups. Ogbu calls these 
differences “secondary cultural characteristics,” and understands them (lan- 
guage, dress, and taste differences, for example) as means by which the invol- 
untary groups maintain their cohesiveness and strength in the context of their 
disadvantaged status in the society. Such adaptations, in turn, maintain the dis- 
tinctiveness of the group and may prevent its integration into the larger society 
when prejudice and discrimination are reduced. 

Since the primary social institutions of society necessarily reflect the val- 
ues, norms, and culture of the dominant group, involuntary immigrants and 
their offspring approach these institutions with suspicion. Anticipating that 
these institutions, including education, will not be welcoming and receptive to 
them, members of groups whose origins in the society were involuntary, are 
likely, according to Ogbu, to reject definitions of success promoted by those insti- 
tutions. This rejection does not happen among the youngest members, but 
appears strongly during late childhood and adolescence (Tyson, 2002; Harris, 
2006). Ogbu and Fordham described members of these groups as enforcing 
norms that rejected conformity to dominant institutions and culture. They 
labeled this rejection as “acting white.” Members of these groups, they asserted, 
police themselves to limit the degree to which members adopt dominant pat- 
terns of behavior, and especially behaviors that might lead to success in the 
dominant society. Poor school achievement is thus seen as a badge of conformity 
to the sub-group’s ways of behavior. Ogbu and his co-authors understand the 
achievement gap to be, in part, the result of these larger social dynamics, not 

simply the result of individual ability or effort, or of the lower resources these 
communities may have to support their children’s education. This is especially 
so for males. For example, Carter quotes one of her female informants as follows: 

It’s easier for a girl to be smart because if a boy is smart, he gets 
stuff from his crew or whatever like, ‘Ah man you’re soft, you're 

soft! I can’t believe you know that poetry stuff.’ So [boys] try to 
hide that they’re smart, that they know stuff like that, [and] I 

think that it’s easier for a girl. (2005, p. 87) 

Carter goes on to say that her informant made it clear that the boys had 

come to define the classroom and certain aspects of their education as feminine, 
as soft. For many of the boys, then, not only is education seen as “white,” but 

also feminine, a powerful combination that motivates them not to succeed. As 

Carter concludes, “Without sufficient social and economic resources, the conse- 

quences are that poor African American and Latino males, in their quest to 
assert manhood in a patriarchal and male-dominated society, are likely to col- 

laborate in their academic and socioeconomic marginalization” (2005, p. 85). 



152 Chapter 4 ¢ Race, Class, and Gender 

From research such as that of Fordham and Ogbu and of Carter, it 1s 

clear that the negative connotation of “acting white” exists within the 

African American and Latino communities. The question is how widespread 

it is and to what degree is it responsible for the achievement gap. Research 

by economists (Fryer and Torelli, 2005) as well asa number of sociologists 

(e.g., O'Connor, 1997 and 2001; Ainsworth-Darnell and Downey, 1998; Cook 

and Ludwig, 1998; Tyson, 2002; Tyson, Darity, and Castellino, 2005; Carter, 

2005; Harris, 2006) supports a conclusion of skepticism about how dominant 

the acting white admonition is among African American and Latino youth. 

This research finds that regardless of race or ethnicity, high achieving stu- 

dents are likely to be called “nerds” and receive other negative reactions 

from less well performing students. At the same time, these researchers also 

find that there is no significant difference between the attitudes towards 

education among students from different racial and ethnic backgrounds. 

Some students do have negative attitudes toward school, but these negative 

attitudes are not more prevalent among one group in contrast to others. 

The ability of the “acting white” hypothesis to explain lower academic 
achievement of African American and other involuntary immigrant minori- 
ties is thus in doubt. Several researchers have proposed a rather different 
explanation. Harris, for example, drawing on the ethnographic work of 
Tyson (2002) and Carter (2005), as well as his own quantitative analysis, 

argues that since African American and other minority children enter school 
significantly behind in academic achievement, and that gap grows each year, 
to the degree that negative attitudes form, they are the result of educational 
failure, not the other way around. As Harris puts it ”. . . poor performance 
early in the schooling process might be partially to blame for the counterpro- 
ductive schooling behavior observed among some blacks during adoles- 
cence, a reverse order of causation than the resistance model suggests” (2006, 

p. 825). Alexander, Entwisle, and Olsen, using longitudinal data from 
Baltimore, track the educational achievement levels of students through 

their elementary school careers and on into high school and beyond. They 
find, as did Heyns (1978) 30 years ago, that “prior to high school, the 
achievement gap by family SES traces substantially to unequal learning 
opportunities in children’s home and community environments” (2007, 
p. 168). When children are attending school, these family and community 
influences are compensated for by the educational process of schooling. 
However, during the summer, the gap grows, and is never closed by school- 
ing, because each Fall, as students enter school, the previous summer’s 

learning advantages of middle- and upper-class students put them further 
ahead of their less advantaged classmates. The learning gap at any point in 
time is substantially the result of the accumulation of these yearly summer 
differences in learning. Alexander and his colleagues conclude, “Our results 
show how out-of-school learning during the elementary grades is linked to 
the year 9 achievement gap by family SES: a gap that, in turn, separates col- 
lege track-youth from non-college track youth, and that distinguishes those 
who fall off the path to high school completion from those who attend four 
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year colleges” (2007, p. 173). Alexander, Entwisle, and Olsen (2007) argue for 
early preschool interventions along with year-round opportunities for learn- 
ing. Thus, schools do help equalize student achievement, but don’t close the 
gap. Without schooling, the gap would be far wider. Our thinking about 
schools and their role in the process of educational stratification is benefiting 
from these new findings about the “seasons of learning.” 

In summary, education is still a route to social mobility for many stu- 
dents, but for those locked into minority schools and neighborhoods and those 
who suffer from other disadvantages, achievement is more of a challenge. 

ae te ga tt a IN ee 

Summary 

In this chapter we continued our discussion of the process of stratification in 
education and society. We focused on the problem of sex inequality in 
schools and attempts to rectify sexism, followed by problems facing minor- 
ity groups in American education, including discussions of African 
Americans, Native Americans, Hispanics, and Asian Americans. 

I. Gender and Equality of Educational Opportunity 

Girls and boys have different school experiences, partly because of differences in 
expectations, encouragement, and treatment. The sex-role socialization process 
begins at birth, influencing what children feel is appropriate to their sex. Male 
and female achievement is affected by parental expectations; books, texts, and 

other materials; TV and media; toys; achievement motivation; sex-role models; 

teacher stereotypes and expectations; and peer-group pressures. The reasons for 
differences in math achievement are discussed, concluding that there is little evi- 

dence for biological explanations of differences. Efforts that combat the negative 
effects of sexism, such as Title IX programs, also are discussed. 

II. Class, Race, and Attempts to Rectify Inequalities 
in Educational Opportunity 

Do schools make a difference? Findings related to this question indicate a com- 
plex interaction between family and schools that affects equal opportunity. 
Because of inequalities in educational opportunities for minorities, the political 

and legal systems have intervened. Numerous court cases have ordered school 

districts to desegregate through busing children. Attempts to bus, the effects of 

busing and “white flight,” self-concept, and achievement are discussed. 

III. Integration Attempts 

The attempt to rectify inequality through compensatory educational pro- 
grams is described and evaluated. 

IV. Educational Experience of Selected Minorities in the United States 

Hispanic students are the fastest-growing and most segregated group in 
schools, and they also come from many different backgrounds. Whether to 
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teach these students in English or their native language is a controversial 

subject. Which will give them greater opportunity in the future? 

Asian American students do best of the minority groups, whereas 

Native Americans have perhaps the most difficult time. Other groups, such 

as special education students, are discussed briefly. 

V. Improving Schools for Minority Students 

Several programs that attempt to change the situation for minority students 

are discussed: changing patterns of interaction in schools, multicultural edu- 

cation programs, school climate, and community involvement are examples. 

It increasingly seems clear that schools have limited abilities to overcome the 

disparities in students’ lives outside of schools. However, without schooling, 

the differences among youth from different backgrounds would be much 

larger than they already are. 

Putting Sociology to Work 

1. At your local library, randomly select a sample of children’s books. Tabulate the 

following: 

Male Female 

Number of stories where main character Is 

Number of illustrations of 

Number of times children are shown 

in active play 

using initiative 

displaying independence 

solving problems 

earning money 

receiving recognition 

being inventive 

involved in sports 

fearful or helpless 

receiving help 

2. Interview a group of 8th-grade girls, then boys, about their aspirations, future 
career plans, and high school curriculum plans. Compare these aspirations. 

3. Talk with students who are being bused in order to desegregate schools. What are 
their experiences and feelings both about busing and about its effects on the school, 
academic work, their own attitudes, and friendships or peer-group relations? 

4. What are the admissions policies with regard to race and sex for professional 
schools (medical, law, nursing, dental) in your area? 
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The School 
as an Organization 

tis Monday morning at 8:45. We are entering high school. Sounds of loud 
voices, banging lockers, and running feet greet us as the big, heavy doors 

= slam behind us. A loud bell clangs through the chaos, and students begin 
disappearing behind closing doors along the corridor. And so another day 
begins. Each student knows his or her proper place in the system. If a late 
student enters, disrupting the routine, the school personnel will attempt to 
socialize this disruptive student into proper behavior and instill the value of 
punctuality. 

There are many ways of looking at the school as an organization; in 
Chapters 6 and 7 we focus on the role structure of the school, and in Chapter 8 
on its informal organization—classroom interactions, teaching and learning 
processes, and school climate. Here we look at the important structural com- 
ponents of the system and analyze aspects of the school as a bureaucracy. 

Although each school has its own culture and subcultures, complete 

with legends, heroes, stories, rituals, and ceremonies, certain organizational 

facts are relevant to any discussion of schools. For instance, the size of a 

school is correlated with the type of organizational structure and degree of 
bureaucratization—the larger the school, the higher the degree of bureau- 
cracy. The region of the country and a school’s setting affect the degree of 
centralization—many rural schools tend to become more centralized 
because the area covered is more sparsely populated. Community residents 
in urban school districts often push toward decentralization because of the 
diverse needs of different urban populations. The community’s class and 
racial composition influence the school structure and climate, and private or 
religious schools are affected by other unique variables. 

155 
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In considering the social structure of the school as an organization, our 

open system boundaries fall around the school and classroom (see Figure 5.1). 

Although the internal structure of the school system is our focus, we must 

keep in mind that the system is shaped and changed through interaction with 

the environment. Schools serve purposes for other organizations and institu- 

tions in society, and they cannot exist independently of other organizations. 

For instance, when we discuss school goals we are really discussing what is 

expected of schools by their environments and how that is reflected in school 

goals. We separate out the school as an organization for analytical purposes 

only, as one part of understanding the whole educational system. 

SOCIAL SYSTEM OF THE SCHOOL 

According to the functionalist approach, the school system is composed of 

many distinct subsystems or parts, each with goals; together these parts make 
up a functioning whole (see Figure 5.2). If one of these parts experiences prob- 
lems or breakdown or does not carry out its functions, other interdependent 

parts are affected. Each part is dependent on the others for smooth operation, 
for the materials or resources it needs to function, and even for its existence. As 

you read the following, picture a school with which you are familiar. 

1. As we enter the school we are directed to the office. Here a member of 
the school staff, usually the secretary, greets us and ascertains our busi- 
ness. The office and its staff act as buffers to protect the rest of the 
school from interruptions in routine. 

2. Classrooms take up most of the physical structure of the school; within 
the classroom, teacher and students are the main occupants. However, 

the order of the classroom—including seating arrangement, work 
groups, location, style of leadership, class size, and the types of 
students—affects the relationships between position-holders and the 

consequent roles they play. These in turn affect the activities taking 
place within the classroom. Each classroom has a distinct social climate 
and structure. 

SCHOOL AS AN ORGANIZATION 

Structure 

Goals 

Functions 

Bureaucratic aspects ee OUTPUTS 
Professionals 

Growth 

Control of schools 

INPUTS 

FO eS) IN 

ENVIRONMENT 

FEEDBACK LOOP 

FIGURE 5.1 Open system model of educational organizations. 
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4 
A. Entrance 

School Office 
Secretary 

Asst. Principal 
Principal 

B. Teachers and students 

a al aba oy ERS! eet agg a [ea] ae 
eae 9) Feed 

Services 

Counseling, tutorial, 
health care, remedial 

C. Support staff and service 

Secretaries Cooks — food service Bus service 
Counselors Nurse — health service Special ed. program 
Psychologists Gym -— athletic program Janitorial service 
Librarians 

FIGURE 5.2 School system structure and roles. 

3. Support services are necessary for classrooms to function; standard serv- 
ices include food, janitorial, and emergency health services. In addition, 
most schools have personnel and facilities for counseling, technology, spe- 
cial services such as psychological testing or tutoring, bus service, and 
library service. This total school system exists in a larger societal context, 
including the local community with its social classes, minority-group com- 
positions, and interest groups; the regional setting; the state government 

with its board of education, legislative bodies, rules, and regulations; and 

the federal government with its federal regulations and funding. A school 
system—people, buildings, classrooms, textbooks, and equipment— 
becomes what it is through interaction with the environment. 

GOALS OF THE SCHOOL SYSTEM 

Formal goals serve several purposes for social systems. They provide guide- 
lines for activities of the system and focus the activities of members; they 
imply social acceptance of the stated purposes and of means to achieve 
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them; and they legitimize the activities of the system. There is not always 

consensus, however, on what goals should receive highest priority or how 

they should be achieved. Witness the controversies over school curricula: 

Some adults are concerned that schools are not putting enough emphasis on 

basic skills and that too many “frills” (art, music, and physical education, for 

example) are included in the program. Others argue that children need expo- 

sure to a broad curriculum and development of “the whole child.” Schools 

also are under pressure from many community members to take on ever 

greater roles, especially in social service areas such as after school child-care 

programs and intervention in personal and family problems. 
Thus, goals are constantly being “negotiated” and reconsidered. For 

functional theorists, addressing issues and problems helps keep the system 
in balance. For conflict theorists, problems often reflect inequalities and goal 
differences between the interests of powerful members of society and those 
wanting change. We now consider briefly some goal expectations of various 

societal sectors that influence official school goals. 

Societal, Community, and Educators’ Goals 

Each society has certain goals for its educational system that, ideally, are put 
into practice in its schools and classrooms. Important school functions are to 
socialize the young to perform needed adult roles; keep the young occupied 
and delay entry into the job market; help perpetuate society by socializing the 

EOE 

One goal for schools is that they function smoothly. Schools have difficulty dealing with 
disruptions to routine. 
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young into particular societal values, traditions, and beliefs; develop skills 
needed to live in society, such as reading, writing, and responsibility; and 
select and allocate the young to needed roles, from professionals to laborers. 

In homogeneous societies there is often consensus on key goals, and 
national educational programs result in uniform curriculum and materials; 
but heterogeneous societies have constituencies with competing goals. 
Functional theorists hold that goals give direction to the school, helping it to 
function smoothly and to support the societal system. Conflict theorists 
argue that school goals reflect the dominant power groups in society, that 
they represent only one segment of society, and that they serve to perpetuate 
an unequal stratification system. School systems are often at the center of 
political struggles for control of resources and ideas. 

Over time, goals change. For instance, the early sociologist Emile 
Durkheim spoke of the social organization of the school classroom that 
fosters the moral habits that keep societies together (Durkheim, 1961). 
Educators debate goals for school curriculum, structure, outcomes, and even 
what values and morals should be taught, if any (Jackson, Boostrom, and 
Hansen, 1993). 

The diversity of goals and expectations in the United States is exempli- 
fied by the fact that there are competing interest groups in communities 
and little consensus among those who have vested interests in schools— 
students, social scientists, educators, parents, and politicians, to name a few. 

This diversity of goals presents a dilemma for school districts beholden to 
their constituencies. 

Each new national administration presents its goals for education. 
During the first George Bush administration, the plan was called America 
2000: An Education Strategy (America 2000, 1991). The Clinton administra- 

tion’s plan was Goals 2000: Educate America Act (Goals 2000, 1994). It called for 

systematic national reform. The George W. Bush administration policy, No 
Child Left Behind, has called for strict accountability and penalties for schools 
that do not measure up to the goals. The next president’s administration will 
propose another statement of goals, supporting more or less government aid 
and intervention. During each presidential campaign in the United States, 
the major candidates put forth platforms on education indicating their 
respective philosophies of the government’s role in education. 

Noted educators also propose plans for reform that receive national 
attention. In K-12 education, Theodore Sizer has influenced educational 

reformers with his proposals; he points out that problems are in the school 
systems, not the teachers. For example, he recommends that to be successful, 

teachers should teach fewer subjects in greater depth and teach no more than 
80 students in a day. Students should be active learners and receive diplomas 
only after mastery of certain subjects (Sizer, 1985; Sizer and Sizer, 1999; 

Dykema, 2002). 
Another noted educational reformer, John I. Goodlad, established the 

Center for Educational Renewal, focused on reform of K-12 education and 
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teacher education. In the plan for reform, Goodlad and colleagues recom- 

mend smaller schools and more autonomy for individual schools. His writ- 

ings have stimulated reform at teachers’ colleges as well as propositions for 

improving education (Bernhardt and Ballantine, 1995; 1984; Goodlad, 

Mantle-Bromley, and Goodlad, 2004). 

Many other reforms have been proposed to reduce class size for at-risk 
students, standardized curriculum, and involve parents (Small school 

Reform Plans 2005). Accelerated Schools, Coalition of Essential Schools, 

Community for Learning, School Development and programs in major cities 
are new reform programs (Wang, Haertel, and Walberg, 1998). 

For the community and family, goals for schools include formalizing 
socialization experiences, especially in formal learning; facilitating peer 
interaction; structuring socialization experience; helping meet family goals 

for successful children; giving children more options in the competitive mar- 
ketplace; and producing young people who will fit into the community. 
Individual groups or families ina community may differ on goals because of 
their social class, religious affiliation, or minority status. 

The expectations that individual communities have of their schools 
are likely to be far more specific than the general goals of society. For 
instance, schools in old, small towns in rural areas, such as that described 

in the classic work Elmtown’s Youth (Hollingshead, 1975), are likely to 

stress hard work, moral orientation, and other major American values 

(Williams, 1970). The dominant community members (business leaders, 

politicians) control school board elections and screen out teachers who 

might try to change things. Urban schools, because of the heterogeneous 
population served, have less consensus on academic goals and spend 

more energy on the “goals” of discipline and control. Suburban schools 
are likely to focus on success and achievement goals, reflecting their com- 
munities and constituencies. Emblems, mottoes, and student handbooks 

stating very general goals are redefined and operationalized constantly to 
meet community needs and expectations. Local school goals, influenced 
by political pressures from the community, put decision making in the 
hands of the local school. 

It is precisely because of the constant pressures for change that goal 
statements are kept on a broad and widely acceptable level: “Our goal is to 
prepare students for the global world of the future.” This avoids clashes 
between schools and government, community, family, and other groups. 
Vague general goal statements, however, also mean that schools are vulnera- 
ble to influence and pressure from many conflicting interest groups. 

School Goals 

A broad and generally accepted model for most schools’ formal goal state- 
ments was developed in 1918 by the National Education Association’s 
Commission on the Reorganization of Secondary Education. It recommended 
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that secondary education should “develop in each individual the knowledge, 
interests, ideals, habits and powers whereby he will find his place and use that 
place to shape both himself and society toward ever nobler ends.” Although it 
is dated, this statement reflects some basic American values, which are 

reflected in many local schools: good citizenship, or fitting into society; and 
individuality, or making one’s own way by using acceptable means. In reality, 
these goals are not working for some groups in American society. Equal 
opportunity is far from reality, as we discussed in Chapters 3 and 4. 

The stated goals are often different from the operational procedures, 
which outline what is to happen and what programs are to be carried out in 
each school. These procedures focus on curricular content, classroom style, 

and organizational structure to accomplish the stated goals. It is in the school 
that stated goals must be translated into action; in this process, conflicts over 

purpose and interpretation can arise. 

Subsystems within the community and school may have informal 
unstated goals that differ from, and perhaps even contradict, the stated for- 
mal school goals. For instance, teachers may seek to buffer themselves from 
the community to protect their professional autonomy, whereas the school 

may profess an open-door policy toward parents and community members 

and at the same time put up protective barriers to maintain the school’s 
operational goals and control over the academic program. 

Two models dominate the organizational control of schools: highly 
decentralized schools in which teachers have workplace autonomy, and top- 
down centralized bureaucracies in which teachers have little autonomy. 
Some assume that large, bureaucratic districts will have more top-down 
decision making and goal setting, but data indicate that small private 

schools often have great central control as well. The degree of control over 
goals, stated or unstated, and the autonomy of teachers and individual 

schools depends on what activities are considered and on differences in the 
degree of control exerted by boards of education, principals, and teachers in 

different types of schools (Ingersoll and Perda, 2008). 

Individual Goals 

Members of the organization holding different roles are also likely to have 

different goals. For instance, for individual students, school provides an 

opportunity to get together with peers and engage in sports and other 

activities. Student attitudes toward and cooperation with adults help 

socialize them into acceptable attitudes and behaviors, and they provide 

skills and knowledge for them to fit into society’s competitive bureaucra- 

cies. However, this “middle class” orientation of schools does not reflect 

the goals of all students. Administrators and teachers desire high-quality 

education, but they also have personal motivations such as the need for 

money, prestige, and knowledge. For students, school is obligatory; 

students are required to attend. Their goals will vary depending on 
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individual motivations, ranging from dropping out at 16 to attending 

college. Students can be encouraged to take challenging academic courses 
when they see rewards in doing so. Goals of others are sometimes in 
conflict with school policies. Consider parents who may want schools to 
provide opportunities for their children or to occupy their children during 
part of the day. 

The goals just discussed reflect many of the functions or purposes (dis- 
cussed in Chapter 2) that education serves in society and that help prepare 
children for society. 

Applying Sociology to Education: What conflicts over goals have 

dominated school board meetings in your local schools? What interest 
groups are involved? 

THE SCHOOL AS AN ORGANIZATION 

Sally Joseph is a 5th grade teacher, popular among students and parents 
because of the results she achieves in reading and math and her ability to 
relate to children in her classes. Ms. Joseph has relative autonomy in leading 
her classroom. How she organizes and presents her materials is primarily her 
decision, within the parameters of her physical space and the broad goals 
outlined by the school district. Yet she functions within a larger organiza- 
tional system that presents her with both opportunities and constraints. 
Traditionally, sociologists have viewed the situation within which Ms. Joseph 
works as a bureaucracy, but they point out the limitations of this model for 
educational organizations; what works in formal bureaucracies such as busi- 
ness organizations may be dysfunctional in schools. We shall look at schools 
as bureaucracies, problems related to this model, and alternative models. 

The School as a Bureaucracy 

Bureaucracy! How often do we throw up our hands in disgust at the red 
tape, forms, impersonal attitudes, and coldness of bureaucracies? How 
infuriating is it to be treated as a number? Behind the stereotypical face of 
bureaucracy are millions of individuals with histories and feelings and 
experiences like ours. What is it that makes us bristle at the idea of bureau- 
cracy? Bureaucracy is a rational, efficient way of completing tasks and 
rewarding individuals based on their contributions. However, it can also 
represent an impersonal, inefficient, cumbersome organization unrespon- 
sive to human needs, as perhaps you have experienced when you waited in 
line to accomplish some task, such as registering, paying fees, or renewing a 
driver’s license. 

By dividing organizations into formal and informal parts (discussed in 
Chapter 8), we can better understand the working bureaucracy and the way 
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it relates to schools. Although we may complain, bureaucracy serves a vital 
function in our society. A system based on nepotism and favoritism rather 
than selection and promotion based on merit, for example, would be certain 
to raise cries of unfairness and discrimination, and it would be dysfunctional 
for most societies. 

A note of caution is necessary in discussing schools as bureaucracies, 
because schools are unique organizations. Schools are distinctive because 
they are expected to transmit values, ideals, and shared knowledge; foster 
cognitive and emotional growth; and sort and select students into different 

categories—college material, promising, bright, and so forth—with conse- 
quences for future adult status. Organizationally, schools are divided into 
classrooms, the day into periods, and students into groups by grades or per- 
formance on examinations (Hurn, 1993). Other bureaucracies have different 

purposes and structures. 

Characteristics of Bureaucracy 

The bureaucratic form of organization became prominent in Western Europe 
and the United States during the Industrial Revolution, primarily because it 
was believed to be the most efficient and rational form for organization with 
goals of high productivity and efficiency. 

Max Weber, whose ideas were discussed briefly in Chapter 1, described 

the elements that make up a bureaucratic organization (Weber, 1947) in his 
typology of characteristics called an “ideal type”. No real organization is going 
to match these characteristics completely, but it gives a set of characteristics 
against which to compare real organizations. The italicized points in the follow- 
ing five statements are Weber's characteristics. These are followed by an expla- 
nation of their relation to schools, as outlined by David Goslin (1965, p. 133). 

1. An increasingly fine division of labor, at both the administrative and 

teaching levels, together with a concern for allocating personnel to 
those positions for which they are best suited and a formalization of 
recruitment, promotion, and firing policies. 

2. The development of an administrative hierarchy incorporating a speci- 
fied chain of command and designated channels of communications. 

3. The gradual accumulation of specific regulations and rules of procedure 

that cover everything from counseling and guidance to schoolwide or 

systemwide testing programs and requirements concerning topics to 

be covered in many subjects such as history, civics, and social studies. 

4. A deemphasis of personal relationship between students and teachers 

and between teachers and administrators, and a consequent reorienta- 

tion toward more formalized and effectively neutral role relationships. 

5. An emphasis on the rationality of the total organization and the 

processes going on within the organization. In general, the movement, 

particularly at the secondary school level, has been in the direction of 
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the rational bureaucratic organization that is typified by most govern- 
ment agencies and many business and industrial firms. 

6. In addition to these characteristics discussed by Goslin is Weber’s point 
that the positions individuals hold in the organization belong to the organiza- 
tion. Thus, when an administrator, a teacher, or a student leaves the 

system, new individuals will move in to hold those positions. 

Let us look at each of Weber’s characteristics more closely: 

DIVISION OF LABOR, HIRING AND FIRING, AND PROMOTION POLICIES 

Division of labor. Each of us has specific tasks in our jobs and at home. 
We become specialists. With busy schedules, efficiency is high if we each 
know the tasks for which we are responsible and become adept at perform- 
ing them. One problem that can result from a high degree of specialization 
is boredom; consider the assembly-line worker who faces eight hours daily 
at a single monotonous task. For a teacher, however, each student and class 

is different and challenging. There is constant updating of material and 

techniques and learning of new knowledge. This relieves boredom, but the 
intensity of the work can also cause burnout, a problem discussed in 
Chapter 6. 

Hiring and firing based on competence and skill. The following is taken from 

a teacher job description of a large school district: 

Duties of teachers. Teachers shall take charge of the division of 
classes assigned to them by the principal. They shall be held 
responsible for the instruction, progress and discipline of their 
classes and shall devote themselves exclusively to their 
duties during school hours. Teachers shall render such assis- 
tance in the educational program in and about the buildings as 
the principal may direct, including parent-interviews, pupil- 
counseling, corridor, lunchroom, and playground supervision, 
and attendance at professional staff meetings. (Teacher job 
description) 

With extensive certification regulations and testing, personnel policies, 
hiring committees and procedures, and equal Opportunity regulations, 
school personnel must be clearly qualified for the positions to be filled. 
Training institutions become important for preparing individuals with the 
skills and attitudes necessary for the job. Colleges of education are usually 
accredited by state and regional organizations. They are required to teach the 
needed job skills and must be run in accordance with federal and state regu- 
lations governing education. The colleges also serve as screening points; 
those who can fit into the system and abide by rules are likely to be passed 
on to school systems with high recommendations. 
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Promotion and salary based on merit. Salary schedules and criteria for pro- 
motion are usually formulated by the superintendent's office and approved 
by the school board. These two are closely linked to the individual’s level of 
education and number of years of service. 

HIERARCHICAL SYSTEM OF AUTHORITY. You need spend little time in the 

halls of learning to know who is the boss and who is being bossed. The hier- 
archy of authority in any bureaucracy can be diagrammed, and most schools 
fit into the model shown in Figure 5.3. The hierarchy has implications for 
communication channels in schools. Depending on the position in the hier- 
archy, a person will receive and give out varying numbers and types of mes- 
sages. Consider your college classrooms: There is a variety of teaching styles, 
class size, and information flow. One typical pattern is a downward flow of 
communication from instructor to student. Many educators believe that 
modifying the one-way flow and encouraging more interaction would 
lessen the alienation created in many large bureaucracies. More teachers 
would become “facilitators” in the learning process instead of “directors” or 
one-way communicators. 

Part of the individual’s responsibilities in the hierarchy involve recip- 
rocal relationships, that is, relating to others in the organization. This is illus- 
trated in the use of names: Teachers call students by first names, but the 
reverse is seldom true. The hierarchical differences are acknowledged in the 
formal title. The formal organization hierarchy chart alone cannot provide 
an accurate picture of where authority and power lie and how they are used, 
but it can give a picture of structure and formal relations. 

RULES, REGULATIONS, AND PROCEDURES. School begins at 8:40 A.M. Late 

students must report to the office for a tardy slip. At 8:50 A.M. students move 
to class period 1.... This is the routine set up by rules, but in addition there 
are rules covering most forms of behavior in the school, including dress, rest- 

room behavior, cafeteria time, recess, after-school activities, bus behavior, 

and on and on. 

Schools boards 

Superintendent 

Principals 

Teachers 

Staff 

Students 

FIGURE 5.3 Hierarchical system of authority in schools. 
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Each individual is socialized-into the system’s rules and regulations. 
Often these rules are formalized in an orientation program for new students 
or written in a student or teacher handbook. Most of the expectations, how- 
ever, are passed on informally through observation, discussion, and ridicule, 

or by more severe sanctions if rules are violated. Part of our anxiety about 

entering new situations is the fear of violating the rules, making faux pas, 
and being singled out for ridicule. Most of us wish to avoid such embarrass- 
ment, so we do our utmost to conform. 

Bel Kaufman, in her classic amusing but sobering account of the 
bureaucracy, provides us with vivid examples of rules and regulations. In 
Box 5.1 she outlines the tasks to be accomplished by the teacher during the 
homeroom period. 

Program for Today’s Homeroom Period (Check Off Each Item Before 

Leaving Building Today) 

Make out Delaney cards and seating plan 

Take attendance 

Fill out attendance sheets 

Send out absentee cards 

Make out transcripts for transfers 

Make out three sets of students’ program cards (yellow) from master program 

card (blue), alohabetize and send to 201 

Make out five copies of teacher's program card (white) and send to 211 
Sign transportation cards 

Requisition supplies 

Assign lockers and send names and numbers to 201 
Fill out age-level reports 

Announce and post assembly schedule and assign rows in auditorium 

Announce and post fire, shelter, and dispersal drills regulations 

Check last term’s book and dental blacklists 
Check library blacklist 

Fill out condition of room report 

Elect class officers 

Urge joining C.O. and begin collecting money 

Appoint room decorations monitor and begin decorating room 

Salute flag (only for non-assembly or Y2 sections) 
Point out the nature and function of homeroom: literally, a room that is a 
home, where students will find a friendly atmosphere and guidance 

Teachers with extra time are to report to the office to assist with activities which 
demand attention. 

Source: Bel Kaufman Up the Down Staircase. Reprinted with the permission of Simon 
& Schuster. Copyright © 1964, 1988 by Bel Kaufman. 
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Formalized and affectively neutral role relationships. Those individuals hold- 
ing a certain position in the bureaucratic organization are treated alike in a 
formal “neutral” manner; at least, that is the way it is supposed to be to 
avoid favoritism. The following example will sound familiar. The school is 
giving standardized examinations. All the children will sit in rows in the 
auditorium, where they are handed a test book and told to “Begin,” “Now 

turn the page,” “Stop,” “Close your test booklet,” and “Pass it to the right.” 
Exceptions to the rule may cause problems for bureaucracies. Efficiency 

is based on an assumption of sameness, and each exception takes time and 
energy from the organizational routine. If an individual is treated “differ- 
ently,” there may be charges of preferential treatment, prejudice, or discrimi- 
nation. Formalized, impersonal treatment pervades many aspects of our 
school systems, but where human relations are involved, formal relations are 

constantly being challenged. Human beings do not fit into simple boxes. 

RATIONALITY OF THE TOTAL ORGANIZATION. The tendency in organizational 

administrations is to seek more efficient means of carrying out functions. 
Schools are no exception in the attempt to achieve greater efficiency. As the 
size of schools has grown, so have formalization, specialization, and central- 

ization. There are attempts, however, in many districts to decentralize. 

POSITIONS BELONG TO THE ORGANIZATION. The retirement dinner was 

crowded with well-wishers; she has been a popular teacher, well liked by 
colleagues and students. She will leave, but the position will be refilled. Next 
fall a new, younger teacher will come, bringing a new personality and differ- 
ent talents to the job. 

One thing is clear: The job description belongs to the organization and 
carries with it the rights and responsibilities of the position. Each individual 
hired to fill a role will do so in a unique way, interjecting his or her own per- 
sonality and experience into the job. We know that Mrs. McCleary has a rep- 
utation for being a strong disciplinarian, Mr. Rahim for being good at 

teaching math concepts, and so forth. Yet each holds a position with the 

same job description. 
The holder of the position has authority or legitimacy over others only 

in areas related to the job. Authority is one type of power that gives the role- 

holder the right to make decisions and exert influence and control in speci- 

fied areas. In school systems, legitimacy is granted on the basis of expertise 

and position in the hierarchy. Should a teacher overstep the power vested in 

the position, the teacher’s legitimacy could be challenged. For instance, your 

teacher or professor cannot require you to get a good night’s rest, eat a good 

breakfast, or even spend a certain number of hours outside school working 

on school-related activities. 
When a teacher retires, resigns, or is fired, the replacement assumes the 

same responsibilities, and allegiance is given to the new position-holder. 

Personal reasons for allegiance may vary—respect for authority or for the 
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person’s expertise, or knowledge that the person holds power in the form of 
job security, money, or responsibility for giving grades. But the position 
remains the same. 

Professionals are generally highly trained and have more autonomy 
and freedom in the way they execute their roles than do those lower in the 
hierarchy. How much freedom they have depends on their reciprocal roles 
and the setting in which they are working, as discussed in Chapter 6. 

Part of learning our roles in an organization involves understanding 
the reciprocal roles. Symbolic interaction theory explains the process that 
is constantly taking place in our adjustment to situations as “taking the role 
of the other.” This helps us learn our own roles and their limitations and 
anticipate the mind-set of the reciprocal role-holders so that we can under- 
stand and meet their expectations. 

Development of Schools as Bureaucracies 

In the nineteenth century, schools were scattered throughout the country; 
their size depended on location, but most were small compared with today’s 
inner-city and consolidated rural schools. 

By 1865 systems of common schooling had been established 
throughout the northern, midwestern and western states. ... The 
common schools of the period varied in terms of size, organiza- 
tion and curricula depending on their location. In rural areas, 
where the majority of Americans lived, one would most likely 
find the one- or two-room schoolhouse in which a pupil’s 
progress was marked not by annual movement from one grade to 
the next but by his completion of one text and beginning of the 
next in the series. Only in larger towns and cities had grading 
been introduced. (Binder, 1974, pp. 94-95) 

The movement to mass secondary schooling forced a change in early 
high schools to more modern models. The main changes included the 
bureaucratization of public education and the move from the innovative 
structures of individual schools to strong, centralized structures and admin- 
istrations in which teachers had little power. 

Since the turn of the twentieth century, schools became larger and 
increasingly more bureaucratic, exhibiting many characteristics similar to 
those presented in Weber’s “ideal type” bureaucracy. A result of the chang- 
ing size of school populations and movement to urban centers was the cen- 
tralization and bureaucratization of schools. These moves toward 
consolidation of school districts resulted in part from modernizing state 
bureaucracies that pushed for change, and from increasing numbers of stu- 
dents. The enrollments in public and private elementary and secondary 
schools from 1970 to 2008 are presented in Figure 5.4 (NCES, 2007) 
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FIGURE 5.4 Elementary and secondary school enrollment, by control and grade level 
of school, with projections: Fall 1970-2008. 

Note: Enrollment includes students in kindergarten through grade 12 and some nursery school 

students. Beginning in fall 1980, data include estimates for the expanded universe of private 
schools. Projections indicate that enrollments will increase 9 percent between 2004 and 2016. 

Source: U.S. Department of Education, National Center for Education Statistics: (1999) Digest 

of Education Statistics: 1998 (NCES 1999-036) (based on Common Core of Data); and (2007) 

Projections of Educational Statistics to 2016 (NCES 2007). Available: http: //nces.ed.gov / 
programs/ projections /projections2016/(Retrieved: March 15, 2008.) 

The growth of “corporate schooling,” according to Meyer and 
Rowan (1978), relates to the worldwide trend of national development; 

educational bureaucracies serve the societies, not individuals or families, 

and as such they help those in control “sort, select, and allocate” individ- 

uals from the many groups in society. Standardization of the system facil- 
itates this process and has led to larger and larger bureaucracies with 
increasing numbers of administrators. Today there is more than one 
administrator for every ten teachers, and in some districts less than half of 
the employees are teachers. The main role of many administrators has 
become to respond to higher administrative levels in the state or federal 
governments (NCES, 1999). 

Problems in Educational Bureaucracies 

Any time we attempt to put people into neat categories to maximize effi- 

ciency in an organization, there will be some who do not fit into the cate- 
gories. In fact, its very structure as a bureaucracy may cause a school to 
experience difficulties. Consider the following types of problems: 

1. Huge enrollments make test scores, rather than in-depth knowledge of 
a student’s family, background, problems, motivations, abilities, and 

other personal characteristics, the major criteria for screening and 
placement of students, and thus the determinants of their future. 

2. Because relationships are expected to be impersonal, students, particu- 

larly the disadvantaged, cannot receive the counseling and support, or 

the exposure to “acceptable” role models from whom they need to 

develop a positive self-image. 
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3. Official rules tend to overcontrol the behavior of school personnel and 

are difficult to circumvent when problems arise. 

4. Teachers and students often feel powerless to change school conditions 

and so become apathetic about solving problems. 
5. Teachers, and particularly administrators, can develop bureaucratic 

personalities, becoming insecure, overly protective of their jobs, nar- 

rowly specialized, less and less concerned with teaching, and inflexible 

in their daily behavior. 

For many students, the school bureaucracy presents a bewildering and 
alienating maze through which they must struggle. Our negative feelings 
toward bureaucracy come into play as the system gets larger and we are 
caught up in the rules and regulations, and we are treated as numbers that 
are being processed. The following extract from Roger’s classic description 
of the New York City school bureaucracy, 110 Livingston Street, describes the 
morass in the impersonal system: 

The New York City school system is typical of what social scien- 
tists call a “sick bureaucracy”—a term for organizations whose 
traditions, structure, and operations subvert their stated missions 

and prevent any flexible accommodation to changing client 
demands. It has all those characteristics that every large bureau- 
cratic organization has; but they have been instituted and fol- 

lowed to such a degree that they no longer serve their original 
purpose. Such characteristics as (1) overcentralization, the devel- 
opment of many levels in the chain of command, and an upward 
orientation of anxious subordinates; (2) vertical and horizontal 

fragmentation, isolating units from one another and limiting 

communication and coordination of functions; (3) the consequent 

development of chauvinism within particular units, reflected in 
actions to protect and expand their power; (4) the exercise of 
strong, informal pressure from peers within units to conform to 
their codes, geared toward political protection and expansion and 
ignoring the organization’s wider goals; (5) compulsive rule fol- 
lowing and rule enforcing; (6) the rebellion of lower-level super- 
visors against headquarters directives; alternating at times with 

overconformity, as they develop concerns about ratings and pro- 
motions; (7) increasing insulation from clients, as internal politics 

and personal career interests override interests in serving various 
publics; and (8) the tendency to make decisions in committees, 
making it difficult to pinpoint responsibility and authority, are 
the institution’s main pathologies. (Roger, 1969, p. 267) 

The larger the system and the more entrenched the bureaucracy, the 
more there is resistance to change, as illustrated in the description of New 
York City’s school system. A teacher facing 30 or more students each 
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period, six periods a day, is unlikely to recognize an individual student's 
problem and take time and energy to deal with it. And that individual stu- 
dent may retreat further and further into the faceless mass at the high 
school, where 5,000 bodies are processed through the system. As we shall 
see in our discussions, various solutions to the impersonal bureaucracy 
have been proposed: decentralization of decision making; curricular 
changes; personalizing instruction; and having students more involved in 
community settings. 

Understanding Schools as Modern Organizations: Structures 
and Models 

What should be done with early adolescents? This is the question underlying 
debate about the virtues of middle school or junior high structures, versus 

other organizational structures. “Recent trends indicate a shift from junior 
high schools (grades 7-9) and middle schools (grades 5-8 and 6-8)” to pro- 
grams structured from K-8 or K-12. These two structural models are shown in 
Figure 5.5, along with the general structure of education in the United States. 

Are schools “loosely coupled” or tightly controlled? That question 
introduces modern approaches to schools as organizations. Let us consider 
both ideas. 

Organizations in which activities and decisions made at one level are 
not necessarily reflected at other levels have been called loosely coupled 
organizations. This description characterizes many school districts. Part of 

this structure comes from the autonomy and physical separation of levels 
of hierarchy in educational systems. Teachers, such as Sally Joseph in the 
earlier example, are spatially isolated and professionally autonomous in 
classrooms (Gamoran and Dreeban, 1989); many teachers who desire 

autonomy support this situation. Actions of administrators also may facili- 
tate teacher autonomy by granting them control over the organization of 
the classroom. Viewing schools as “loosely coupled” may be closer to the 
reality faced by teachers than trying to understand their behavior and feel- 
ings of control over decision making through more traditional theories that 
focus on bureaucracy, control mechanisms of schools, or environmental 

pressures. However, since 2000 the “No Child Left Behind” policy has 
called for increased accountability, testing, and changes in curriculum, all 
of which have tightened the coupling and resulted in more centralized 

decision making. 
Intervention in classroom teaching is often impossible; decisions made 

at administrative levels often have little impact on classrooms, and what 

goes on in classrooms is removed from the school’s formal hierarchy, accord- 

ing to the loosely coupled model. Many administrators end up spending 

very little time on instructional matters. The dilemma for schools and their 

administrators is central coordination of educational activities in a situation 

where teachers are largely autonomous. 
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One example of a loosely coupled educational system can be seen in 
large metropolitan districts with multiple layers of administration. In con- 
trast, private schools in the United States, such as preparatory and Catholic 
schools, are more tightly coupled but with administrations that are less 
complex; the result of the latter in most cases is more curricular coherence 
(Scott and Meyer, 1984). Teachers have more sense of control over classroom 
practice within the curriculum guidelines in Catholic schools, which some 
studies indicate leads to higher levels of satisfaction (Lee, Dedrick, and 
Smith, 1991). 

Schools are more tightly controlled in some districts, however. Where 
administrations control the availability and use of resources, such as funds 
for materials, units of the educational system may be more dependent on 
each other. Institutional theory and analysis are concerned with influence 
from the environment and broader cultural norms on educational systems 
and units. Researchers using this approach have several questions that guide 
their studies: Why do educational organizations located in different commu- 
nities and even countries have similar practices and structures? How do 
these organizations adapt to changing conditions in their environments? 
Vi do broader forces in cultures result in little change across organiza- 

tions? (Burch, 2007, p. 84). 

Institutional theorists generally believe that broader cultural patterns 
guide organizations, and organizations adopt similar patterns to fit into 
the larger system. Schools as organizations also are influenced by the role- 
holders—administrators, teachers, students—and their behaviors. For 

example, how teachers implement policies affects change; in this way the 
teachers in the classroom can influence the larger system. Consider the intro- 
duction of te¢hnology into schools and classrooms. How teachers adopt and 
carry out technology programs influences the overall implementation 
systemwide (Spillane and Burch, 2006). 

Educational organizations are shaped by external pressures, from 
new technology to financial pressures (Meyer and Rowan, 1978). Their 

administrative structures become increasingly complex as new demands 
from the environment are met. New programs in schools often come from 
external sources—profit and not-for-profit vendors—private educational 
firms pushing test preparation courses, reading programs, or technology 
learning systems. The ways new programs are implemented may differ 
greatly across schools depending on the student needs and teachers who 
must carry out the new program. This is where institutional theorists and 

“loosely coupled” practices come together (Coburn, 2004). “.. . Studies 

that draw on institutional theory have brought needed nuance to our 

understanding of how educational policies and practices interact with 

institutional environments to shape policy outcomes” (Burch, 2007, p. 85). 

Figure 5.6 illustrates that institutional theory recognizes the broader edu- 

cational and cultural forces that impact student achievement and good 

teaching (Burch, 2007). 
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How tightly or loosely coupled the system is also varies by grade 
and subject matter (Gamoran and Dreeban, 1989), and by pressure from 
communities, states, and the federal government for testing and for 
accountability of school systems and teachers. 

Applying Sociology to Education: In what ways is a bureaucratic orga- 
nizational model useful to schools? In what ways can it be dysfunctional? 
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CENTRALIZED VERSUS DECENTRALIZED DECISION MAKING: 
THE FIGHT OVER CONTROL OF SCHOOLS 

In every system there are centers of power where decision making takes 
place. In the social system of the school, the locus of power has been in con- 
tention over the years. Key questions concern whether power should be con- 
centrated in one central place or be distributed among parts of a system, who 
should make decisions for whom, and at what level. Some decision making 
takes place at each level of the system, from the superintendent to the 
teacher in the classroom, to individual participants in the school (Barr 
and Dreeben, 1983). Most models break down decision making into two 
types: centralized and decentralized (Ingersoll, 1994, p. 150). 

Centralization of Decision Making 

The degree to which decision making is centralized varies with the size of the 
system, the degree of homogeneity of the people involved in the system, and 
their goals for the system. Different degrees of educational centralization can 
be found at the international, national, state, or local /organizational level. 

Powerful countries and international organizations influence policies and 
programs of less developed countries. For instance, the World Bank makes 

monetary policy, but it also “helps guide and create knowledge,” which 
leads to the production of knowledge. Consider the impact foreign assis- 
tance has had on African educational systems. Education is essential for 
development, yet many African countries are unable to afford educational 

systems beyond elementary levels. Therefore, dependence on funds from 
foreign sources is necessary. The price is often centralization of decision 
making at the international level and lack of local imagination and initiative 
in how to best educate a country’s citizens. 

The U.S. federal government has garnered increased control in education 
in recent years by determining areas of national concern, requiring schools to 

respond to initiatives, and allocating federal funds for education in those 

areas. When federal funds are provided for new programs, new administra- 
tors are hired to take on program responsibilities. This increases local educa- 
tional bureaucracy and administrative expenditures, but without necessarily 
integrating the administrative unit into the educational system. This phe- 
nomenon of increased administrative size without integration has been 
called “fragmented centralization.” For example, the federal government 

allocated funds for accelerated science and math programs in the “Sputnik 
Era” of the 1950s, when the U.S. government was concerned that the former 

Soviet Union was gaining a technological lead in the space program. In the 

1990s, laws were passed requiring that all disabled children have access to 

education (Americans with Disabilities Act, 1990). More recently, accounta- 

bility has been a theme. Centralized power and decision making in educa- 

tion, however, are not necessarily representative of the interests and 

concerns of the local community, resulting in potential fragmentation. 



176 Chapter 5 ¢ The School as an Organization 

Another example of centralization is U.S. state initiatives in educational 

reform, spurred on by federal and private foundation commission reports 

lamenting the condition of education. State boards and commissions of edu- 

cation are recommending new policies at an unprecedented rate: preschool 

requirements for three- and four-year olds, schools in session 24/7 

(Stevenson, 2007), structures of schooling from K-8 or K-12, tougher eradua- 

tion standards, proficiency exams, textbook and curricular revisions, longer 

school days, year-round school, and many other reforms. Consider the 

recent discussions over the teaching of evolution in Kansas when the Kansas 
school board voted to remove most references to evolution from state educa- 
tion standards (“Poll: Origin Theories,” 2000). State representatives argued 

that until the local units and professional organizations take leadership, 

someone else must. 
Many of these new state initiatives are aimed at the very core of the 

instructional process—what is taught, how, and by whom—reducing the 

autonomy and decision making of local boards, administrators, and teachers. 
Elected or appointed boards of education at the local and state levels have the 
ultimate decision-making power—on paper. In reality, as school districts 
have become larger and more centralized, and as the issues become more 

complex, requiring trained experts, school boards have tended to leave issues 
of educational policy to the school administrators, giving them rubber-stamp 

approval. They have retained for themselves the role of mediators between 

the schools and the community. In this way, professional educators have 
gained more autonomy over policy issues. 

Another contender in the centralized “control of education” contest is 
private organizations such as foundations and industries, which are becoming 
increasingly involved in educational practice and policy. School boards are 
contracting with external organizations to perform services, negotiating 

with the company that can provide the most for the least. This occurs most 
often in non-instructional areas, such as food and janitorial services, but also 

in tutorial, reading, technology, and other instructional services. For exam- 

ple, private-company reading programs promise to raise reading levels of 
children. In some areas, businesses are providing financial support for 
teacher training and special programs for children. 

Some school districts such as Tallahassee, Florida, Milwaukee, 

Wisconsin, Fairfax County, Virginia, and Houston, Texas, have “last-resort” 

or “second chance” programs in which they send high-risk or expelled stu- 
dents to charter schools or privately operated schools where the students 
find a more structured environment and sometimes more teacher attention 
(Hardy, 1999). Privatization of services could leave the school board more 
time to deal with educational issues, but it also gives other organizations 
influence in school decision making and signifies another level of educa- 
tional control. 

Many suburban schools have a core of motivated students and parents 
who are involved in and influence the decisions of school boards and school 
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officials (Wexler et al., 1992). Involvement is possible when classes are small, 
expectations are high, and discipline is fair but firm, and where classrooms 
are structured for cooperative learning to meet more student needs than 
rigidly structured classes. In urban schools it is harder to get some parents 
involved, but schools face vocal concern from others. Large school districts 
such as New York City have had major disputes over control of local schools, 
with concerned local citizens wanting to be involved in decision making 
concerning staff hiring and firing, building maintenance, construction plans, 
and curriculum. 

Decentralization of Decision Making 

Decentralized school management as opposed to central administrative 
decision making is a growing trend in the United States. Decentralization is 
often referred to as site-based management—“delegating authority to the 
school instead of the central office, a shared decision-making model engag- 
ing various stakeholders and facilitative rather than directive leadership” 
(Cromwell, 2005, p. 1). Popular in discussions of educational reform, the idea 
involves shifting the initiative in public education from school boards, 
superintendents, and central administrative offices to individual schools. 
This gives local schools more responsibility for school operations (Cromwell, 
2005). While many decision makers laud decentralization, others point out 
problems such as lack of clear parameters and standards for operation, lack 
of training for being autonomous, lack of control over accountability stan- 
dards, and power issues that hamper decision making. 

Some view decentralization simply as an administrative device—as a 
shift in administration from the national to the state or city governments, or 

from central city administrative offices to the local schools. Others insist that 
decentralization should embody a design for meaningful shifts in power 
from central administration to local community schools, and that plans 

should go beyond education to other crucial areas such as counseling and 
health. 

Advocates of local control maintain that only decentralization can tem- 
per the central bureaucratic monopoly on power and decision making. 
Studies of schools that have decentralized reveal that students improve in 
their academic achievement; this is especially true in smaller high schools. 

Local control can facilitate schools in meeting local needs, being flexible, 

being responsive to student talents and abilities, and providing mixed-ability 
classes and cooperative learning (Snell, 2006). 

Philadelphia, with help from several agencies, funded a school initiative 
to give local school sites greater autonomy to coordinate curriculum and 
instruction across disciplines and grades. Teachers working together were the 

key to revamping schools’ organizational structures and to ongoing success 
of decentralized decision making. The conclusions from this largely success- 
ful experiment indicate that restructuring initiatives should be teacher-driven 
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at local sites with external change-agents and funding of necessary compo- 

nents in the initial phases (Useem, 1994). Giving teachers decision-making 

power makes a difference in teachers’ perceptions of their daily lives and 

quality of their teaching. 

San Francisco developed a plan to decentralize through school choice of 

public schools. The money follows students, but schools left with harder to 

educate students such as those with few English skills or special education 

needs get more funds per student. With site-based budgeting, each school 

decides where to put its funds. This plan has resulted in many niche schools 

in performing arts, language, and math and technology. Similar programs 

have been developed in Cincinnati, Houston, St. Paul, Seattle, and Oakland 

districts around the United States, and other cities are developing such pro- 

grams (Snell, 2006). Research findings indicate that decentralized school 

plans reduce fraudulent, non-responsive bureaucracy, provide more money 

at the classroom level, and result in higher achievement (Ouchi, 2003). 

Although the power struggles over control of decision making in public 

schools continue, some parents are expressing their concern about the direction 

of schools by withdrawing their children altogether and placing them in pri- 

vate schools or homeschooling them. Some proposals for alternative structures 

of education have been realized in the form of alternative and free schools. 

Parent and student input into decision making is built into these school struc- 
tures. Charter schools have experienced rapid growth, but with their rapid 
growth have come many questions, court cases, and some failures. Educational 

critics such as Ivan Illich (1971, p. 154) have recommended total restructuring 
or “deschooling” of education as we know it today, in order to change the locus 

of power. (These alternatives are discussed in Chapter 13 on educational 

reforms, alternatives, and movements.) 

One thing is clear: The issues that fuel locus-of-control fires are still hot. 
The issue of school control concerns more than just the control of education; 
for minority groups, it reflects issues of control over life chances. 

Applying Sociology to Education: Considering local needs, national 
needs, teacher and student morale, and other relevant factors, when and 

where is centralization versus decentralization the best organizational 
model for schools? 

Small Schools and Classrooms: Are They Better 

for Student Achievement? 

Not so long ago in the 1940s there were over 200,000 school districts in the 
United States; today there are fewer than 15,000 serving three times as many 
students (Meier, 2006). Many of these districts are huge and centralized. 

Research tells us that there is more involvement, more feeling of ownership, 

and more “membership communities” when schools are small. But is 

achievement greater? Do students become better citizens, learn more, and 
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care more about learning in small schools? Are there disadvantages to small 
schools? Advocates of small schools characterize them as communities with 
engaged students and collaborative faculties (Raywid, 2006; Lee and Ready, 
2007; Ready, Lee, and Welner, 2004). Those who question spending the funds 
and reorganizing schools argue that small schools have less diversity and 
fewer sports and other activities, and do not necessarily provide achieve- 
ment advantages proportionate to the expenditures (Schneider, Wysse, and 
Keesler, 2006; Viadero, 2006). 

While the evidence is mixed, the sentiment among educators is that 
small schools provide tangible and intangible results that large, more 
impersonal schools cannot. In recent years a number of researchers have 
pointed out both academic and personal values in small schools, both urban 
and rural; they tend to have higher academic achievement, are more per- 
sonal, have higher student and teacher satisfaction and morale, lower 
dropout rates and behavior problems, and have more students involved in 
extracurricular activities. They have particular benefits for disadvantaged 
students (Raywid, 1999; Cotton, 1998). A small but consistent relationship 
exists between size and disorder as well. Small schools are safer, have 
greater communication and performance feedback, and have more individ- 
uals involved in decision making (Raywid, 1999; Gottfredson, 1986). 
Because of the apparent advantages of small schools, some educators are 
creating mini-schools or schools-within-schools in larger school buildings 
(McAndrews and Anderson 2002). In fact, some researchers argue that 

small school size is essential if meaningful school reform is to take place. 
The effectiveness of small classroom size (under 17 students) versus 

medium (17-25) and large (over 25) is also subjects of research—and pol- 

icy disagreements (Biddle and Berliner, 2002). Some argue that the evi- 
dence clearly supports the benefits of small class size for learning and 
achievement; others using the same evidence argue that class size alone 

does not result in higher student achievement, but that other reforms in 

such areas as teacher education are needed to see benefits (Rees and 

Johnson, 2000). 

Early studies of small classes and schools were experiments and field 
studies of individual or small groups of schools; large-scale surveys have 
also been used to gather data; and large field experiments in states includ- 

ing Tennessee, Indiana, Wisconsin, and California have provided extensive 

data. Some conclusions using information from all of these studies are as 
follows: 

1. Carefully planned and adequately funded small-class programs (gener- 
ally fewer than 20 students) in early grades generate substantial gains; 

. The longer students are in small classes, the greater the gains; 

. Gains occur in both testing and other indicators of students success; 

. Gains are retained through upper levels of schooling; 

. Gains occur for all students, but are greatest for disadvantaged students 
who carry more gains to upper grades. 

oF WN 
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(Note: Less evidence is available for small class size at the high school 

levels.) 

The explanations for these findings focus on the greater possible inter- 

action of teachers with individual students; this allows students to better 

understand classroom rules and culture that carry over into future class- 

rooms, a benefit especially relevant for students from disadvantaged homes. 

Learning the school culture is crucial in the early grades, hence the strong 

findings for positive effects of small classes for lower grades. Enthusiastic, 

well-trained teachers are also key to the small class size advantage. 

Classroom management and discipline take less time and energy, and stu- 

dents are more engaged in small classes and small instructional groups 

within classes. 
In a comparison of the research on the effects of small classrooms on 

achievement, the authors conclude, “All students would reap sizable educa- 

tion benefits and long-lasting advantages . . .and students from educationally 

disadvantaged groups would benefit even more . .. no other educational 

reform has yet been studied that would provide such striking benefits” 

(Biddle and Berliner, 2002, p. 22). 

Despite ample evidence that small classrooms produce positive results 
for primary schools students, policy makers have been slow to move on 
these findings. Why? Perhaps it is because of ignorance about the issue, inef- 
fective dissemination of results, prejudice against those students who might 
benefit the most (poor and minority), politicizing the issue by making fund- 
ing a choice between high-stakes testing and more teachers, and practical 
problems such as finding space, hiring more teachers at a time of teacher 
shortages, and funding small-class initiatives. Those opposed to smaller 
class sizes advocate other reforms based on differing values (Biddle and 
Berliner, 2002, p. 22). 

Summary 

In this chapter we have discussed the school as an organization, focusing on 
formal aspects of the internal functioning of schools. In our systems model, 
the organization represents the actual school or system being considered. 
For analytical purposes, the focus here is on the internal organization more 
than on the interaction of the organization with its environment. However, 
when discussing goals and centralized versus decentralized decision mak- 
ing, the influence of the environment cannot be ignored. The following out- 
line summarizes major topics covered. 

I. Social System of the School 

The relation of the organization to the systems model is discussed, summa- 
rizing structural components of the system such as classrooms and positions 
of participants within the school. 
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I. Goals of the School System 

School goals serve multiple purposes in helping define the system’s activi- 
ties. Goals are not the product of isolated educational systems but reflect the 
concerns of the larger society, the community, participants in the school, and 
individuals. 

It. The School as an Organization 

Two models of school organization are discussed: bureaucracy and loosely 
coupled. Characteristics of bureaucracy as outlined by Max Weber are 
discussed: 

i. Division of labor, recruitment, and promotion policies 
2. Hierarchical system of authority 
3. Rules, regulations, and procedures 

4. Holders of similar positions being treated the same 
5. Rationality of the organization 

Problems in using a bureaucratic model in education settings are out- 
lined, and the relationship between growth and bureaucracy is discussed. 
Institutional model and loosely coupled organizations reflect activities and 
decisions that are made at one level, but not necessarily carried out at other 
levels. Because teachers often have a great deal of autonomy, this model may 
come close to fitting many schools. 

IV. Centralized versus Decentralized Decision Making: The Fight 
over Control of Schools 

With the growth of schools has come more centralized decision making. 
However, challenges from local residents of huge bureaucratic systems have 
forced school officials to heed demands for greater local representation. 
One movement for decentralization is site-based management. Another 
is “choice.” 

Evidence is mixed on the value of smaller school size, but most educa- 

tional researchers find evidence that small schools do provide significant 
benefits, especially for disadvantaged students. Small class size at the pri- 
mary level, likewise, allows for socialization into school culture and benefits 
all students, especially disadvantaged. 

Putting Sociology to Work 

1. Visit a high school—the one you attended, if possible. In your field notes, indicate 
examples of Weber’s characteristics of bureaucracies and decision-making pat- 
terns in the school and classroom. 

2. Imagine you are from another culture; describe the school you visit as if you had 

no familiarity with it. Note the norms (rules, behavior patterns, communication 

patterns, and so forth) and functioning of the organization. 
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So: 

4, 

What are your most memorable school experiences? How do they relate to the 

material in this chapter? (For example, what were your positions in the structure?) 

Compare your goals for high school when you were a student with your goals for 

high schools now. What were your goals for college while in high school? Have 

they changed? 

. Visit a large high school and primary school and a small one. What differences do 

you note between them in school climate? Can you learn anything about 

teacher-student interactions in each and about student achievement? 



CHAPTER 6 

Formal School 
Statuses and Roles 
“The Way It Soozed to Be” 

or each of us there is a degree of discontinuity in the statuses we hold. We 
have a high status in one social setting—parent, oldest sibling, supervisor 
over other workers, president of a club—and low status in other social set- 

tings—patient, student, low-guy-on-the-totem-pole at the neighborhood gym. 
This chapter on statuses (positions) and roles (responsibilities in those posi- 
tions) in the organization and how they relate to each other is a continuation of 

our discussion of the internal organizational structure in educational systems. 

THE MEANING OF ROLES 

Try to recall your experience as a student in elementary and high school. Not 
only did your statuses (positions) and roles (responsibilities in your posi- 

tions) change as you progressed through the system, but in some classroom 
situations your status was higher than in others. Perhaps you won the 
English composition competition but were unskilled in math; you may have 
been the fastest runner on the playground but could not spell “whether.” 

Statuses and Roles in the System 

Every organization is made up of an interrelated set of statuses or positions 

that members of the system occupy (see Figure 6.1). 

These positions are needed to perform tasks and meet the goals of the 

system. Implicit in each position is a set of responsibilities or parts to be 

played by the individual holding the position; these activities make up the 

roles. Sometimes the specific requirements of the position are written out; 

these represent the ideal for that position. Sometimes positions are only 

183 
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Board of Education 

Status and Role 

Administrators 

Teachers 

Students 

Staff 

FIGURE 6.1. Hierarchy of positions. 

roughly defined, allowing considerable room to determine one’s own role 

behavior. Often, there is a great deal of flexibility in role performance, espe- 

cially as one moves up in the hierarchy and gains seniority. All individuals 

bring their own experiences and personalities into the position. Principal A 

is not identical to principal B, although the job descriptions may be the same. 

Role expectations held by decision makers affect the selection of per- 

sons for particular positions. Choices may reflect prevailing stereotypes or 

norms, such as those that encourage selecting women for elementary-level 

teaching positions or males for administrative positions. 

The School Organization and Roles 

The organizational settings in which we carry out our roles define and limit 

the ways we behave. For example, a classic description of centralization in the 

New York City system states, “to guarantee uniform standards across the city, 

to preserve professional autonomy from outside political interference at the 

local level, to prevent ethnic separation, and to maintain headquarters control 
over field officials” (Rogers, 1969, p. 272). “Most decisions on such matters as 

curriculum, staffing, budgeting, supplies, construction, and maintenance are 

made by professionals at central headquarters, several layers removed from 
the schools themselves” (Rogers, 1969, pp. 271-272). The result of organiza- 

tional centralization means that decision making is removed from the class- 
room and autonomy in carrying out teacher roles is affected. Centralization is 
but one organizational factor that affects role performance of members of the 
system. Teachers in their own autonomous classrooms, however, have a great 

deal of flexibility in how to implement programs and the curriculum. 

Role Expectations and Conflict 

What we expect of principals, teachers, school counselors and others varies 

depending on our position in the organization. Schools function smoothly 
when people agree on role expectations and roles are carried out in accor- 
dance with those understandings; however, when there is disagreement, 

conflicts arise. A key problem here is that the goals of education are often 
ambiguous, even contradictory, and not universally shared; this can cause 

confusion in role expectations. 
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From the functionalist perspective, role expectations as defined by the 
organization and agreed to by participants should benefit all by helping to 
maintain a smooth running system, assuming individuals carry out their role 
expectations as planned. From the conflict perspective, some roles put the 
role-holders in advantageous positions for obtaining the scarce resources of 
society; for students this includes good grades and test scores, admission to 
prestigious colleges, good jobs, and high salaries. The more authority there is 
in a role, the greater the possibility of conflict between that role and roles of 
those with less authority. For instance, persons in the teacher role have the 
authority to dominate those in the student role. This domination can be 
achieved in subtle ways through the socialization process, which forces stu- 
dents into a subordinate role. 

Role conflict occurs for individuals when their own role expectations are 
in conflict with expectations of others or cannot be met. When students must 
study for exams and carry out family responsibilities, or teachers differ with 

parents over course content or discipline techniques, expectations between 
members of the system and the environment are in conflict. This conflict may 
happen when definitions of the position and the function the position plays 
toward meeting system goals differ among members of the organization. 

Applying Sociology to Education: Describe some statuses and roles 
you hold in the educational system. What can cause role conflict? 

PROFESSIONALS IN THE EDUCATIONAL SYSTEM 

Sociologists characterize professionals by several factors (Ingersoll and 
Perda, 2008, p. 3): 

1. credential and licensing requirements for entry (into the profession) 
. induction and mentoring programs for entrants 
. professional development support, opportunities, and participation 
. specialization 
. authority over decision making 
. compensation levels 
. prestige and occupational social standing ND FP WN 

Certain occupations such as law and medicine fall clearly into the cate- 

gory of professions. 
Because of professionals’ commitment to fellow professionals in their 

area of expertise, and to their professional organizations, conflict can arise 

between the principles governing the bureaucracies for which they work 

and those governing their profession. This role conflict can make it difficult 

for professionals to adjust to bureaucratic structures. 

The school system presents a unique situation when considering occu- 

pations that are professional. Teachers—who make up the majority of staff 
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members—are “marginal professionals,” or what has been referred to as 

“semiprofessionals.” They share this not-quite-professional status with 

nurses, social workers, and librarians, among others (Ingersoll and Perda, 

2008). These semiprofessions have some common characteristics: They 

involve nurturing, helping, and supporting responsibilities. They also 

include a preponderance of females. For example, approximately 80 percent 

of public elementary and secondary school teachers in the United States 

were female (National Education Association); although more males have 

entered teaching in recent years, many are skimmed off for administrative 

positions at higher levels. Even at secondary school levels, teaching has 

been characterized as a “feminine role,” although there are more male 

teachers at the high school level. Strong arguments have been made that 

only predominantly male occupations receive professional status and that 

predominantly female occupations have failed to reach this level because of 

a male political and economic elite that keeps job status and pay of teachers 

and other semiprofessionals down and leaves them little autonomy within 

the bureaucratic system. 

Teachers have made claims to hold professional status in order to gain 

higher prestige and pay, but they have not yet developed the “teacher 

subculture” (unity as a group) to claim full professional status (Ingersoll 

and Perda, 2008). Professions have clear qualifications and boundaries for 

membership, whereas membership in the teaching occupation is much less 

clearly defined. This difficulty stems from several factors related to the nature 

of teaching. First, teaching was not considered to be “regular” employment in 

this country until the mid-nineteenth century when it acquired serious occu- 
pational status with the advent of free, public education, and the founding, in 

1857, of the professional organization, the National Teachers Association 

(now the National Education Association). Teachers are still employed by 
bureaucracies, however, under the direction of principals, superintendents, 

and boards of education. Direction, then, comes from the bureaucracy rather 

than the professional organizations. 
Professions have high prestige in occupational rankings. Teaching is 

not near the top of prestige rankings, however. In data comparing 60 coun- 
tries with the United States on occupational prestige rankings, high school 
teachers ranked 64 out of 90 occupations (Tremain, 1977). Secondary school 

teachers in the United States have an occupation prestige score of 66, the 
same as registered nurses, the second of the two highest-ranked “female” 
occupations; and elementary school teachers have a score of 64 (General 
Social Survey, 1998). Occupational rankings in general have changed little 
since the 1920s, when data began to be collected. Nevertheless, teaching is 

still one of the higher-prestige occupations readily available to women. 
Whereas many professions operate on a “fee-for-service” basis, that is 

pay for providing a service, teachers receive a salary from the organization in 
exchange for teaching students; they are expected to prepare students for life 
after school. A further distinction is that professionals have expert training 
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and a command of knowledge not generally possessed by lay persons, and 
they are scrutinized by colleagues, whereas teachers do not possess unique 
knowledge (though their skills are specialized) and are scrutinized and regu- 
lated by the bureaucracy and lay public. To put it bluntly, the knowledge and 
skills of professionals are seen as vital. 

In bureaucratic settings, teachers must contend with close supervision, 

emphasis on rules, and centralization of decision making. These factors of 
standardization and centralization are alienating to those who want to be 
considered and treated as professionals. The desire for professional status 
and the frustration of trying to gain recognition, prestige, autonomy, and 

higher salaries in the bureaucratic setting have led to reform movements, 
militancy, and unionization of teachers. 

ROLES IN SCHOOLS 

No roles exist in a vacuum. Roles locate us in relation to others who hold 
reciprocal positions. Following the role hierarchy in Figure 6.1, we can now 
look at the role responsibilities of each of these position-holders and evaluate 
their relationship to one another. 

School Boards: Liaison Between School and Community 

It was an exciting meeting! Half the town turned out to express views and 
hear discussion on the issue of a sex education course in the local middle 
school. The 7th graders were being shown anatomy videos and contracep- 
tives, and a large group of parents disapproved, arguing that these matters 
should be dealt with in the home. Other parents took the position that 
teenagers need all the information they can get, especially with the rising 
rate of teenage pregnancy and disease. Because the topic is not dealt with in 
many homes, they felt schools should cover it. Such a situation is typical of 
the conflicting pressures facing school boards around the country. 

ROLE OF THE LOCAL SCHOOL BOARD. Lay school boards are a uniquely U.S. 
phenomena, stemming from the idea of public control of schools. 
Theoretically, local school boards (also called board of regents, board of edu- 

cation, board of trustees, or board of directors) have a tremendous amount of 

power awarded to them by most states. This power stems from the tradition 
in our country of democratic lay control over schools. Nearly every school at 
every level, public or private, has its board. 

The National School Boards Association compiled the following list of 
formal duties to meet organization goals representing the legal role of 

school boards: 

1. Hiring superintendent, principals, and teachers 

2. Determining teachers’ salaries and contracts 

3. Providing transportation for students 
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. Determining the size of the school budgets 

. Deciding the length of the school term 

. Building new schools and facilities 

. Changing school attendance boundaries 

. Selecting textbooks and subjects to be taught 

. Maintaining school discipline Oo OND VIS 

In reality, once the board has selected the superintendent, most boards exert 

little control over the administration or teaching but concern themselves 

with school policy matters. Boards in large districts tend to be more diverse 

and political, with funding and student achievement key topics, and deci- 

sions about special education, teacher quality, educational technology, and 

safety being important issues (Hess, 2002). 

State boards of education, often appointed by state governors and sub- 

ject to the approval of legislators, oversee state standards and district policies, 

especially where state monies are concerned. In recent cases of bankruptcy of 

large school districts, state boards of education have played major roles 
devising new financing plans. Although decisions over curriculum are pri- 
marily a local matter, states may wield considerable influence in decisions on 
curriculum issues (science teaching, civics, sex education), expenditures, and 

methods for financing schools. 

COMPOSITION AND EXPECTATIONS OF SCHOOL BOARDS. In the United 

States, each state’s laws determine how board members are selected and what 

powers are delegated to local school boards. Almost all, 96.2 percent, of 
school boards are elected, although some states allow either elected or 

appointed school boards depending on local preference (Hess, 2002). Boards 
are composed predominantly of white, professional males (61.1 percent) with 
higher than average incomes and education (Hess, 2002). They are generally 
between 41 and 50 years of age and have children in school. Females make 

up 38.9 percent of board members nationally. African Americans make up 
7.8 percent, and Hispanics, 3.8 percent. In urban districts, African Americans 

make up 13 percent and Hispanics 7.5 percent of board members. The typical 
board has between five and eight members who serve four-year terms. The 
average member serves for 6.7 years, meaning many are reelected for second 
terms. Two-thirds of board members receive no salary for their board work 
(Leal et al., 2004). 

Many conflict theorists argue that minority views are not proportionally 
represented or influential in school decision making. Neo-Marxists Samuel 
Bowles and Herbert Gintis argue that schools serve the interests of those who 
dominate the economy in a capitalist system (Bowles and Gintis, 1976). Thus, 

in the few districts that appointed school board members, they are more likely 
than elected members to represent bourgeois interests of those in power; the 
potential for-conflict with other community interest groups is great. Not all 
agree. Members of the community likely to serve on the volunteer school 
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boards generally have a genuine interest in the educational system and repre- 
sent a cross-section of community interests, yet they usually have little orienta- 
tion or training for their job. 

Community members have certain expectations of school board mem- 
bers. Although these may differ depending on the individual’s position in 
the community—parent, tax payer, professional—six role expectations stand 
out: promote public interest in education; defend community values; hear 
complaints and grievances; supervise school personnel; conserve resources; 
and promote individual rights and interests within the school. 

School board member priorities tend to focus largely on funding deci- 
sions and student achievement, but also on special education, teacher quality, 

and educational technology (Hess, 2002). When the priorities of school board 
members and the public are compared, the discrepancies represent the boards’ 
concerns with managerial problems that sometimes differ from community 
and parent concerns. In fact, the gap between views of the public and board 
members is wide on a number of issues. Asked whether the schools are doing a 
good job, 71 percent of urban board members said yes, and only 37 percent of 
urban adults agreed. Although 82 percent of urban board members said their 
districts were effective at keeping violence and drugs out of schools, only 
33 percent of urban adults agreed (National School Board Foundation, 1999). 

FACTORS AFFECTING BOARD DECISIONS. The most troublesome issues facing 
board members are state and federal mandates and money issues; for exam- 
ple, funds may be needed to renovate facilities, but also for after-school pro- 
grams. “No Child Left Behind” mandates that local schools initiate programs, 

but provide no funding for initiatives. In addition, boards may become mired 
in controversial issues requiring funding that prevent them from dealing 
with long-term planning and policy issues. Note the comparisons of expendi- 
tures by the federal government recounted in Box 6.1 (Korb, 2001). 

Boards are limited in their effectiveness and influence in part because 
they are caught in the middle between the demands of electors and the needs of 
the school. As revealed in the example concerning sex education at the begin- 
ning of the section, some issues faced by school boards are specific, perhaps iso- 
lated, concerns, causing brief episodes of conflict. Most of the board’s decision 
making, however, is more routine, and interactions are primarily with 
parent-teacher associations, administration, teachers, and concerned commu- 

nity members. School boards cannot be expected to command the knowledge 
of the professional educators—superintendents, principals, and teachers—and 

this fact alone limits their decision-making capabilities and control. In fact, 

boards often rely on the knowledge and expertise of professional educators 

such as superintendents and principals when making decisions. Some educa- 

tional analysts feel boards have too much power considering their limited 

expertise, and propose a more limited role for local school boards; some reports 

even suggest that state boards of education should take on more responsibility 

for local decisions (Education Commission of the States, Draft Report, 1999a). 
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Without raising taxes, where can America find $112 billion 
to repair and rebuild public school buildings? 

Reduce the nuclear arsenal 

to 1,000 nuclear weapons— 

more than enough to destroy 

the world many times over. 

In fewer than eight years, repair all 

crumbling public schools in America. 

Total Cost: $14 billion per year. 

Total Savings: $15 billion per year. 

or =) 

Bring home a total of 

100,000 troops from 

Europe and Asia while 

modernizing the Pentagon's 

Cold War strategy of preparing 
for two major simultaneous wars. 

In about four years, repair all our 

public schools. 

Total Cost: $28 billion per year. 

Total Savings: $33 billion annually. 

or ) 

Cancel the programs é 
tor pial anncerGald Repair or rebuild all public schools 

War Weapons, the in America. 

F-22 Fighter Jet, the Pas 
V-22 Osprey Aircraft and Total Cost: $112 billion. 

the New Attack Submarine. 

Total Savings: $116 billion in future years. 

or ) 

Don't increase the Pentagon ae i 

budget as planned—because In six years, repair our nation’s 

it is already more than twice public schools. 
as large as the combined 
defense budgets of China, Total Cost: $112 billion. 

Russia, and all our potential 

adversaries (Cuba, Iraq, Iran, Libya, 

North Korea, Sudan, and Syria). 

Total Savings: $112 billion over six years. 

Sources: Dr. Lawrence Korb, U.S. General Accounting Office Center for Defense Information. 



Without raising taxes, where can America find funding to 
reduce class size and to repair and rebuild America’s public schools? 

Reduce the nuclear arsenal to 

1,000 warheads—more than 
enough to destroy all our 

potential enemies. 

Savings: $15 billion per year. 

Cancel the programs to build 

three Cold War weapons, the 

F-22 Fighter Jet, the V-22 Osprey 

Aircraft, and the New Attack 

Submarine. 

Savings: $116 billion in future years. 

Total Savings: $15 billion per year 

plus $116 billion in future years. 

L or ) 
Eliminate Pent agon pork” 

from the defense 
budget—approved by 
politicians to gain campaign 

contributions from defense 
contractors and to preserve 

jobs in their districts. 

Savings: $7 billion per year. 

Reduce the nuclear arsenal 

to 1,000 nuclear weapons—more 

than enough to destroy all our 

adversaries many times over. 

Savings: $15 billion per year. 

Total Savings: $22 billion per year. 

or » 

Close unnecessary military 

bases—kept open by politicians 

to retain jobs in key 

congressional districts. 

Savings: $3 billion annually. 

Bring home a total of 100,000 

troops from Europe and Asia 
while modernizing the Pentagon's 

Cold War strategy of preparing 

for two major simultaneous wars. 

Savings: $33 billion annually. 

Total Savings: $36 billion annually. 

Reduce grades 1-3 class size \ 

nationally to 15 students. Cost: 

$11 billion annually 

Repair all our public schools. 

Cost: $112 billion in future years. 

Total Cost: $11 billion annually 
cues $112 billion in future vedisra 

HORS grades 1-3 class size os 

nationally to 15 students. 

Cost: $11 billion annually. 

Over 12 years, repair all our public 

schools. 
Cost: $10 billion per year. 

Aoi Cost: $21 billion ered, 

Ss 

ote grades 1-3 class size 

nationally to 15 students. 

Cost: $11 billion annually. 

Over six years, repair all our public 

schools. 
Cost: $19 billion per year. 

ee Cost: $30 billion annually. yy 

Source: Dr, Lawrence Korb, Center for Defense Information, Educational Evaluation 

(Continued) 
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Without raising taxes, where can America find enough money to 

fund Head Start, reduce class size, and repair and rebuild America’s 

public schools? 

Reduce the nuclear arsenal to Laas: 7 
1,000 warheads—more than eae a Aas one = 

enough to maintain OS Oe aL eeuok at 
two-year-olds living in poverty. 

deterrence. os 
Savings: $15 billion annually. Cost: $8 billion annually. 

Bring home a total of Reduce grades 1-3 class size 

100,000 troops from Europe nationally to 15 students. 

and Asia while modernizing the Cost: $11 billion annually. 

Pentagon's Cold War strategy of 

preparing for two major, Over four years, repair all our 

simultaneous wars. public schools. 

Savings: $33 billion annually. Cost: $23 billion annually. 

Total Savings: $48 billion annually. Total Cost: $42 billion annually. a 

or ) 

SU ates bons (Provide Head Start to all eligible 

budget—approved by kids and Early Head Start to all 

politicians to gain campaign two-year-olds living in poverty. 
contributions from defense Cost: $8 billion annually. 
contractors and to preserve 
jobs in their districts. Reduce grades 1-3 class size 

Savings: $7 billion per year. nationally to 15 students. 
Cost: $11 billion annually. 

Reduce the nuclear arsenal to 

1,000 warheads—more than Repair all our public schools. 

enough to destroy our Cost: $112 billion. 

enemies many times over. 
Savings: $15 billion annually. Total Cost: $19 billion annually 

wee $112 billion in future years. 
Cancel Pentagon programs to 

build three Cold War weapons, 

the F-22 Fighter Jet, the V-22 

Osprey Aircraft, and the New Attack 

Submarine. Savings: $116 billion 
earmarked for the programs 
in future years. 

Total Savings: $22 billion per year plus 
$116 billion in future years. 
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School boards have reciprocal relationships with other role-holders in 
the system. The most direct link is through the superintendent they hire. 
This relationship has been compared to a marriage, and for the most part the 
partnership is a happy one, with board members supportive of superintend- 
ents. However, breaks do occur, primarily because of loss of confidence and 
faith, or evidence of mismanagement of finances. 

This interdependence between roles also affects decision making. 
Boards receive carefully selected information on issues from teachers and 
administrators; some issues may be filtered out and never reach the board. 

Effective superintendents have developed good communication and trust, 
and they possess knowledge that no board member can fully master; by 
controlling information, superintendents have great influence over board 

decisions. 

Applying Sociology to Education: How is the school board selected in 

your community, what segments of the community are represented, and 

what issues do they deal with? 

Superintendent: Manager of the School System 

The office was large. A long table covered with computer printouts and 

charts took up one side of the room, and a rather large desk faced by two 

easy chairs stood on the other side. Books on administration matters, teach- 

ing, and curriculum were shelved around the walls. As I entered, the super- 

intendent jumped up, looking relieved to take his eyes off the figures for a 

few minutes. We discussed his role. The responsibilities of a superintendent 

of a small school district include a large number of routine roles: issuing 

budget reports; engaging in staff negotiations; answering mail and phone 

calls; meeting with principals, staff, and others; carrying out routine “bless- 

ings” on projects; giving symbolic gestures of support and approval; prepar- 

ing reports for the board, the state, and the federal government, keeping up 

with new regulations; responding to questions; making staff recommenda- 

tions. These tasks take up the bulk of time. If time remains, matters such as 

long-term planning and curriculum evaluation can be considered. 

Crises interrupt the normal flow of work, making it difficult to plan a 

firm schedule. An unexpected shortage of heating fuel, for example, can 

make it suddenly necessary to arrange for double sessions. Successful super- 

intendents juggle their various constituencies—community groups, the 

school board, principals, teachers, and staff—with skill. In large districts the 

responsibilities of the role may be divided between several assistant superin- 

tendents, each of whom specializes in an aspect of the role such as curricu- 

lum, public relations, or staffing. 

The profile of typical superintendents is usually white males, mostly in 

mid-career; 45 percent have doctoral degrees in educational administration. 
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Of the nation’s superintendents, 87 percent are men and 13 percent are 

women, although two-thirds of public school teachers are women (Glass 

et al., 2000; Vail, 1999). Less than 2 percent are members of minority groups, 

and most of those are in predominately minority, often urban districts where 

the mandate is for change. The superintendency is a “hot seat” offering little 

security. Some theorize that women are underrepresented because if they 

appear to be too authoritarian in their decision making, they risk censure; 

yet that is what the position requires (Vail, 1999). Others argue that there is a 

glass ceiling for women and minorities in education. When women do hold 

superintendent positions, it is generally in small districts. 
Large urban school districts are finding it increasingly difficult to attract 

superintendent candidates. Problems with hostile boards, shabby treatment, 

negative publicity, graft and corruption, conflicting expectations, and rigid 
requirements for the job make it unappealing to qualified candidates. 

THE ADVENT OF ADMINISTRATION. Until the late nineteenth century, local 
boards were responsible for running the community schools. With smaller 
districts and fewer compulsory years of schooling, this was possible. As 
school systems became increasingly large, complex, and urban, a force of 
trained, full-time professionals took over the day-to-day running of the 

schools; school boards relied on these hired agents, delegating significant 

power to them. Tyack describes this transformation from village school to 
urban system as an organizational revolution that made educational systems 
move from a relatively informal relationship between school and community 
to a more systematic and rational system. This transformation paralleled 
changes in society to a more corporate, bureaucratic system run by profes- 
sionals, values of industrialization, free enterprise, and capitalism resulted in 

large industrial organizations becoming the model for schools (Tyack, 1974; 
Kantor, 2001). 

The move toward bureaucratic school systems resulted in what Callahan 
calls the “cult of efficiency,” sacrificing educational goals to the demands of 
business procedures. The dilemmas about how to best run the schools are still 
prevalent today. Callahan suggests we should be asking, “how can we provide 
an excellent education for our children?” (Callahan, 1962). 

The number and specialization of administrators depend largely on the 
size and complexity of the system. Small districts may have one superin- 
tendent who is a generalist, as in the preceding example; large districts need 

specialized managerial expertise in such areas as business, legal matters, 
personnel, public relations, and data-processing operations. 

POWER OF THE SUPERINTENDENT. The actual power of the superintendent 
to make decisions for the system is related to a number of social and environ- 
mental factors: the type of community in which the position is held; the com- 
position and role of the school board; baby booms, which cause expanding 
student populations; teacher strikes; demands by teachers, students, and 
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community for more power and autonomy in decision making; federal 
guidelines and requirements for accountability; and court orders. In 
attempts to exercise power, the superintendent may be faced with conflicting 
demands from these constituencies. For example, pressures may be brought 
to bear on superintendents to cut costs radically at the same time that the 
teachers are demanding higher salaries. 

Often the outcome of power conflicts depends on the superintendent's 
style. Being politically suave in dealing with the board and the public and 
using expertise to its greatest advantage can put the superintendent in a 

powerful position. As Willard Waller, an early sociologist of education in the 
United States, suggested, 

[W]e must conclude that it is a difference in [superintendents’ | 

personal techniques which accounts for this [ability to deal with 
the school board] . . . that ability to dominate a school board pleas- 
antly is a greater factor in determining personal advancement in 
this walk of life than the ability to administer a school system of 
students and teachers. (Waller, [1932] 1965, p. 94) 

Regardless of the distribution and degree of power, the role of superintend- 
ent has become a firmly established and essential part of most districts. 

The Principal: School Boss-in-the-Middle 

Principals are managers and coordinators. Their roles include supporting 

teachers, disciplining students, counseling students and teachers, managing 

the budget, scheduling classes, dealing with concerns from the school’s envi- 

ronment, and handling the myriad of other problems that arise each day in 

the school. 

ROLE OF THE PRINCIPAL. A careful look at the roles of the principal shows that 

most, by definition, involve interaction with other individuals—teachers, 

superintendents, parents, students, staff, and service providers. Principals 

have more direct contact with the public than do superintendents. They hold 

positions in the middle, often between conflicting interests. They are the 

bosses of their schools, and as such they must make recommendations on the 

hiring and firing of teachers, and at the same time give moral support to their 

teachers. Handling such potentially conflicting responsibilities is not easy. 

Many variables affect the role and expectations of a principal—size of the 

school and district, a rural or big-city location, and the social-class background 

of the children attending the school. When principals were asked about their 

main problems, they mentioned funding, micromanaging by superiors, 

politics entering into decision making, accountability movements, “Noo Child 

Left Behind” mandates, and teacher quality and tenure issues. These problems 

differed in order of importance by large versus small schools and urban 
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versus suburban and rural schools (Farkas et al., 2003). Principals face new 

challenges in the twenty-first century, especially related to earlier onset of stu- 

dent puberty and growing diversity in schools (Tirozzi, 2001). 

Principals interact with a variety of others in their school’s environ- 

ment, from professional and technical experts in education, to parents and 

community members. Within the school, research stresses the importance of 

the principal (or designated leader) as instructional leader in creating an 

effective school culture to support strong academics and achievement 

(Brookover et al., 1996). If the principal works with the teaching staff and 

receives support from them, planned change from federal, state, and local 

mandates is more likely to occur (Deal and Peterson, 1993). 

When we hear little from the principals’ offices, things are probably 

going smoothly. They are busy managing their schools; facilitating the teach- 

ing and learning processes taking place; dealing with daily, routine, teacher 
needs and student concerns; and maintaining good relationships with 
groups outside the school. Principals report that their priorities are shaped 
by measures of school effectiveness such as accountability standards, efforts 

to ensure school safety, developing good teachers, maintaining effective 
community relations, and creating a sense of shared purpose within the 
school (Genzen, 2000; Lyons, 1999; Smith, 1999). 

School administrators spend part of each day dealing with the unex- 
pected; this includes building problems, student discipline and illness or 
accidents, and occasionally disasters such as bus accidents, suicides or mur- 

ders, bomb threats or weapons in the school, and natural disasters such as 

tornadoes. Here is a description of a typical day from a small-town elemen- 
tary school principal: 

My day starts before the school opens. I check to make sure the 
building is in order and teachers in place. When possible, I like to 
be in the halls to greet students as they come in; seeing them gives 
me a lift. 

Many of my interactions with teachers take place in the halls 
where we exchange a few words about an issue or problems. 
Most problems for teachers can be solved in this way. Of course, 
we have team leaders’ meetings too. 

Only severe discipline problems come to me. Most are han- 
dled in the classroom. But if students are damaging property or 
endangering other children or fighting, then I see them. 

There are always the routine things to do—reports, curricu- 
lum matters, budgeting, and so forth. But when a parent comes 

in, I drop everything, if possible, to see that parent. 
I think some people feel we sit behind a desk and hie 

papers, but that’s only the tip of the iceberg. I have a daily plan, but 
more often than not things come up which need immediate inter- 
vention. (Interview with elementary school principal by the author) 
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The principals of middle schools or junior high schools face a different 
type of situation than elementary school principals. Students in the junior 
high age group have been described as a “jumble of hormones.” They are try- 
ing to “get it all together,” and each child copes in a different way. Children 
may be less manageable within the classroom and discipline becomes more of 
an issue at this level, thus involving the principal or assistant principal. 

High school principals have the additional role of preparing students for 
the transition to college and the work world. High school principals and 
school districts are being held accountable for the students they pass from 
grade to grade and graduate; state and federal mandates control the degrees of 
freedom principals have to make decisions for their districts. Several legal 
suits have been brought against school systems on the grounds that they grad- 
uate students who cannot read or write at a 12th-grade or even 10th-grade 
level. Competency testing of students and testing of new teachers are often the 
responsibility of the principal. (These issues are discussed further in later 
chapters.) Being both effective managers and instructional leaders is difficult, 

and some suggest that these tasks should not fall to the same person. 
Many persons in the school system play roles complementary to that of 

the principal. Principals cannot perform their own roles without giving 
some consideration to how their performance might affect or infringe on the 
roles of others. In essence, then, these others play an important part in the 
definition and delineation of the principal's roles. 

PROBLEMS FACED BY PRINCIPALS. A friend of Jeanne’s, an elementary 

school principal, recently retired. She was ill from the constant job stress: 
continually failing levies resulting in reduced teaching staff, shortage of 
classroom staff and supplies, low staff morale due to overwork, a student 

body that “came and went” due to parent(s) in marginal economic situa- 
tions, students with many problems at home, continued government 

demands for higher academic achievement from children whose lives were 

falling apart and who needed stability and belonging, increasing time spent 

on paperwork rather than educating—the list goes on. Her days were long, 

rewards increasingly reduced. Ultimately she felt powerless to help her 

school’s children and bring about needed change. 

The role of the principal today is both demanding and increasingly 

stressful as illustrated by the case example above. “Many principals are 

unable to cope with the growing demands and the resulting stress. 

Exhausted, they are retiring silently” (Brown, 2006). Particularly difficult are 

the continually changing requirements from federal legislation, “No Child 

Left Behind.” Some educational policy makers report that training programs 

are not preparing principals for today’s demands. They call for more and dif- 

ferent training for principals including changes in coursework to reflect the 

changing requirements and demands of the job, and more practical experi- 

ence. Others argue that more fundamental change in the educational system 

is needed to alter the demands of the job. 
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Each school constituency has expectations of the school principal, and 

safe schools is often at the top of the list. Reports of public concerns about 

schools place the responsibility for safety and feelings of being safe in schools 

on the principal. In 2001-2002, 34 percent of students indicated that they 

always felt safe in school compared with 37 percent in 1999. Eighty percent felt 

their schools were doing a good job of making them feel safe and secure dur- 

ing the school day (Horatio Alger Association, 1999, 2001, 2003). Even though 

students generally felt schools were doing a good job, 33 percent say schools 

are not doing enough to prevent bullying on school grounds; 24 percent to 

prevent weapons in schools; and 22 percent to prevent gang activity and 

trespassing (Vossekuil et al., 2002). 

Overall, crime rates in schools have declined to 6 percent in 2001 (U.S. 

Departments of Education and Justice, 2002), with only five violent deaths 

reported in 2001-2002 compared with 44 in 1997-1998 (The National School 

Safety Center, 2002). Students who do not feel safe at school indicate that it is 

usually because of threats from bullies and weapons. Others, including large 

percentages of African American and Hispanic students, report fear of being 

attacked at school or when going to and from school, usually by street gangs 

(U.S. Departments of Education and Justice, 2002). 

High profile incidents such as the shootings a Columbine High School 
or Virginia Tech University result in heightened concern among students. 
The guide When Disaster Strikes recommends that principals have a plan in 
place to deal with safety issues and tragedies. Using knowledge from the 
social sciences to deal with problems, knowing what to expect in the way of 
reactions and grief, and having the mechanisms in place are important steps 
a principal can take to prevent personal damage to children (McEvoy, 1992). 

THE PRINCIPAL'S POWER. Principals and other administrators have power 
to influence school effectiveness through their leadership and interactions. 
In the most effective schools, principals meet with teachers regularly, ask for 
suggestions regarding curriculum, and give teachers information concern- 
ing effectiveness (Brookover, Erickson, and McEvoy, 1996). Those concerned 

with effective schools argue that principals should spend the majority of 
their time improving instruction, but this seldom happens because of the 
many responsibilities facing principals. 

Principals have power to exert control over the teaching staff by reward- 
ing cooperative teachers and causing less desirable situations for less coopera- 
tive teachers through classroom placements, assignments of unruly students, 

and undesirable scheduling. The principal’s expectations of teachers strongly 
influence teacher morale, performance, and self-concept; teachers indicate that 

they are more satisfied with principals who make clear what is expected and 
reward good work, yet allow for their involvement in decision making. 
Teachers also claim professional status and the need for autonomy. They 
expect the principal to stand up for them in situations where their authority is 

challenged, and they sometimes use their collective power to make this clear 
to the principal as in cases where grievances are filed or strikes occur. 
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We have learned that women dominate the field of education as 
teachers, we have learned that female administrators are few in number. 

They spend more time on instructional leadership activities such as “inter- 
acting with teachers as a resource provider” (NCES, Digest, 1999). “Women 
bring different leadership, communication, and decision-making styles, 

and instructional resource, communicator, and visible presence” (Andrews 
and Basom, 1990, p. 38; Mertz and McNeely, 1998). 

Although the principal has the power to run the school, he or she is 
also constrained by the environment—the superintendent and board, teach- 
ers’ unions, student demands, and state and local regulations. Principals are 

involved in decision making in many areas but share the responsibility with 
those holding reciprocal roles. According to some educators, to increase the 
effectiveness of principals to carry out their roles in today’s climate, univer- 
sities training principals should reconsider the curriculum to address 
demands on principals today (Brown, 2006). 

Applying Sociology to Education: What are some conflicting roles 

held by principals? Why is being a principal in today’s climate difficult? 

Teachers: The Front Line 

Looking back at our school days, the people we remember most fondly or 
with the greatest dislike are teachers. Occasionally a principal makes an 
imprint in our memory, or a counselor influences our decisions. But the 

teacher is the one with whom we have the most contact, and his or her class- 

room is where we lay ourselves open for scrutiny, praise, and criticism. 
Often not even our parents spend as much time with us and understand our 

capabilities as well as our teachers do. 

WHY TEACHERS TEACH. Why do teachers choose to become teachers? Most 
teachers indicated one or more of the following reasons: the desire to work 
with young people and impart knowledge; love of children; desire to do 
something valuable for society and make a difference; the challenges and 

responsibilities of teaching; interest and excitement about teaching and 

subject-matter field; security and financial rewards; and to fulfill a dream 

(Phillips and Hatch, 1999). Seeing students develop new skills and gain an 

appreciation for knowledge can be very rewarding (U.S. Bureau of Labor 

Statistics, 2007). 

CHARACTERISTICS OF TEACHERS AND THE TEACHING FIELD. Approximately 

3.8 million Americans are employed as professional educators in American 

public primary and secondary schools, or about 4 percent of the U.S. work 

force. In 2004-2005, of the 3.8 million public school teachers, 1.1 million were 

secondary school teachers, 1.5 million were elementary school teachers, 

628,000 were middle school teachers, 171,000 were kindergarten teachers, and 
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Formal rules and regulations guide the behavior of students and teachers. 

431,000 were preschool teachers. About 10 percent worked in private schools 
(Marvel et al., 2007; U.S. Department of Labor, 2007; Ingersoll and Smith, 

2003). Some characteristics of teachers are outlined in Table 6.1 (NCES, 2005). 

Of elementary and secondary teachers, 87 percent are white and 
13 percent minority; more than 40 percent of schools have no teachers of 
color. Male teachers are “an endangered species” as well, comprising only 
21 percent of teachers. “The typical public school teacher is white, female, 
46 years old and married with school-age children...” (Taylor, 2004). 
Median years of teaching have increased from an average of 12 years in 
1981 to 15 years in 2003. The median annual earnings of teachers in 2004 
ranged from $41,400 to $45,920. Median earnings for preschool teachers 
were $20,980. Beginning teachers with a bachelor’s degree earned $31,704 
in 2003-2004 (National Education Association, 2003). 

An individual writing “teacher” in the occupation blank on a form would 
generally fall into the category “middle class.” Some believe teaching is an easy 
route to upward mobility from lower classes, although teachers represent a 
broad range of class backgrounds. Not only is the cost of training for this pro- 
fession lower than for many others, but the occupation is a familiar one. We all 
“understand” teachers. Student enrollments were predicted to peak in 2005 at 
53.5 million students, but due to teacher attrition and retirements, schools will 
hire as many as 2.7 million new teachers by 2009; 150,000 a year are needed to 
replace teachers who are leaving. These demands may result in a teacher short- 
age in the next few years (National Education Association, 2002). 



Chapter 6 * Formal School Statuses and Roles 201 

TABLE 6.1 Selected Characteristics of Public School Teachers: Selected 
Years, Spring 1961 Through Spring 2001 

a ee er 
Selected Characteristic 1966 1976 1986 1996 2001 

Number of teachers (in thousands) 1d10 BAAS 2206 Bier DSOv7s 

Sex (%) 

Male Stat 32.9 3112 DG PANO 

Female 68.9 67.1 68.8 TAAL WfS).0 

Median age (years) 

All teachers 36 33 41 44 46 

Males 33 33 42 46 47 

Fernales 40 33 4) 44 45 

Marital status (%) 

Single D2 AO 20.1 12.9 12.4 eZ. 

Married 69.1 Vales Ss} [Done Sel 

Widowed, divorced, or separated 9.0 8.6 ie ese al 7/ 

Highest degree held (%) 

Less than bachelor’s 7.0 0.9 0.3 0.3 OF 

Bachelor's 69.6 61.6 48.3 AVS (G43). 

Master's or specialist degree! 23.2 Sal 50.7 Ba oe 0.0 

Doctor's Ont 0.4 On) 1.7 0.8 

College credits earned in last 3 years 

Percent who earned credits — 63.2 53a 50 e463 

Mean number of credits earned? = = 4 = = 

Median years of teaching experience 8 8 15 15 14 

Teaching for first year (%) 921 5 Bel 2A Bal 

Average number of pupils per class 

Elementary teachers, not 

departmentalized 28 25 24 24 21 

Secondary and departmentalized 

elementary teachers Dy, 25 26 31 28 

Mean number of students taught per 

day by secondary and 

departmentalized elementary 

teachers 132 127 97 97 86 

Average number of hours in required 

school day 13 hee Te3 7.3 (aa 

(Continued ) 
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TABLE 6.1 (Continued) 4 
Se ee 

Selected Characteristic 1966 1976 1986 1996 2001 

Average number of hours per week 

spent on all teaching duties 

All teachers 47 46 49 49 50 

Elementary teachers 47 44 47 47 49 

Secondary teachers 48 48 om a 52 

Average number of days of classroom 

teaching in school year 181 180 180 180 181 

Average number of nonteaching days 
in school year 5 5 5 6 i 

Average annual salary as classroom 
teacher (current dollars)? $6,253 $12,005 $24,504 $35,549 $43,262 

Total income, including spouse's 

(if married) (current dollars) = $1995, $4374 [Sas os les 739 

Willingness to teach again (%) 

Certainly would 52.6 B75 Zoe 32e lee 

Probably would 25.4 26.1 26.3 30.5 257 

Chances about even (2g Ws, 19.8 lg 18.4 

Probably would not Hel 13.4 22.0 15.8 15.7 

Certainly would not 2.0 5.6 Ces 43 5.6 

—Not available. 

'Rigures for curriculum specialist or professional diploma based on 6 years of college study are 

not included. 

*Measured in semester hours. 

*Includes extra pay for extra duties. 

Note: Data are based upon sample surveys of public school teachers. Data differ from figures 
appearing in other tables because of varying survey processing procedures and time period 
coverages. Detail may not sum to totals because of rounding. 

Source: U.S. Department of Education, Digest of Educational Statistics, 2005, Table 66. 

(NCES 2005-030) 

In the 1960s there was a shortage of teachers brought about by the rapid 

increase in the number of school-age children from the baby boom. As the 1970s 
came to an end, however, more than 600,000 teachers were labeled “surplus” 

and most could not find jobs. The predicted job market low passed in 1983, and 
the situation for teachers has improved. The average number of students in ele- 
mentary public school classrooms was only 21 students per class in 2003. In sec- 
ondary classrooms, the average size was 28 students, down from 31 in 1996 

(National Education Association, 2003). These lower classroom figures reflect in 

part the impact of teachers who teach smaller classes of special education, com- 
pensatory education, and bilingual education. 
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In the late 1990s, there were again fewer jobs for teachers and a reser- 
voir of unemployed teachers. The increase in applicants to teachers’ col- 
leges and the rising salaries of starting teacher which attracted some 
professionals from other fields to teaching made the situation difficult for 
new teachers. However, supply and demand forces balance the equation, 
and today the scales are tipping to favor those in search of teaching jobs, 
due in part to the large number of baby boom teachers retiring and to 
teacher attrition. When there are teacher shortages, more alternative routes 
to teaching emerge. Some recent paths for urban schools include Teach for 
America, a program for college graduates beginning careers; programs for 
retirees or individuals wishing to change careers that allow them to teach in 
their fields while completing required education courses; and programs for 
college graduates to take an additional year to be a certified teacher with a 
master’s degree. 

One of the most difficult tasks for school administrators is to predict 
the population fluctuations in their districts and prepare for them by having 
an appropriate number of teachers and classrooms. 

WOMEN AND MINORITY TEACHERS. At one time, teaching was one of the 

few career paths accessible to highly qualified women and minorities. In 
1972, 37 percent of women college graduates were headed for teaching; by 
1995, that number was only 14 percent (NCES, 1995). Nine percent of all 
college graduates majored in education; yet the percentage of women in 
that 9 percent is still high, 75.8 percent. 

Asked if they would select teaching as a profession again, 60 percent 
said they would. Of those leaving the profession, 37 percent cited low salaries 
(National Education Association, 2003). After five years, 40-50 percent of 

new teachers have left the profession. The reasons are many, often involving 
personal reasons such as family or health. Reasons cited by new teachers who 
are dissatisfied with teaching are poor salaries (78.5 percent), student disci- 
pline problems (34.9 percent), poor administrative support (26.1 percent), 
poor student motivation, lack of faculty influence, large classes, and little 
opportunity for advancement (Ingersoll and Smith, 2003). 

The fact that there is a heavy preponderance of women in teaching’s 
lower levels has not been overlooked by researchers or feminists. In elemen- 
tary schools, 85 percent of teachers are female and 15 percent are male. In 
high schools, 46 percent of teachers are male and 54 percent female. Between 
80 and 90 percent of primary school teachers have been female since the 
early 1900s. The figure for secondary school female teachers has fluctuated 
from 47 to 65 percent in the same period. Overall, about three-quarters of all 

public school teachers were female (NCES, Digest, 1999, p. 80). Males pre- 

dominate as school administrators and superintendents. 
Women who move into educational administration do so slowly, 

spending many more years in the classroom than men before becoming 

administrators. There appear to be two overlapping reasons for this: conven- 

ience and discrimination. For women, teaching has been more available and 
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acceptable than other professions, and the accessibility of education is 

greater than in many other fields; time and cost of getting a degree are less in 

education than in some other fields; the hours, vacations, and schedule are 

compatible with home and children; the job can be pursued in many loca- 

tions; and for many, the “nurturing” experience coincides with life experi- 

ences. Discrimination is a factor in the imbalance because many other career 

paths have been closed to women at the training or entrance level, and men 

have had a greater variety of career opportunities available. However, as 

more jobs become available, fewer highly qualified women and minorities 

choose education. 

RETENTION IN THE TEACHING RANKS. Of public school teachers, more than 
83.5 percent returned to teach the following year in the same school. 
Another 8.1 percent of teachers are still teaching but in different schools, 
and 8.4 percent of teachers left teaching in 2004-2005 (Marvel et al., 2007). 
Of those who left teaching, the most common reason is retirement, followed 

by pursuit of another career, pregnancy and child-rearing, and other family 
or personal issues. Those who leave because of dissatisfaction often do so 
because of low salaries. 

Teachers’ career cycles typically follow three stages: survival in the 
new setting and discovery of new challenges; stabilization through the 
middle years; and disengagement from their strong investment in teaching 
as their careers come to an end. Teachers’ commitment differs depending 
on the career stage, with mid-career teachers having lower commitment to 
their jobs. 

Today, the median age of teachers is 46, up from 37 in 1981 (National 
Education Association, 2003). There are certainly advantages to having a 
high concentration of older teachers. They have much teaching experience 
and consider themselves professionals. Collectively, they belong to more 
professional organizations and have more ties in the community than 
younger teachers. But there are disadvantages, too: Some tenured teachers 
are not competent, but they must be kept on; older teachers are more expen- 
sive to the system; and their presence prevents younger teachers from filling 

a percentage of the teacher slots. Young teachers bring new teaching ideas 
and new developments in the discipline to their first jobs, helping to keep 
older colleagues in touch with their fields. Thus, a two-way socialization 
takes place between older and younger teachers. 

ROLE EXPECTATIONS FOR TEACHERS. Are we asking too much of our teach- 
ers? Consider the following hypothetical advertisement characterizing the 
role expectations for teachers: 

Wanted 

College graduate with academic major (master’s degree preferred). 
Excellent communication/leadership skills required. Challenging 
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opportunity to serve 150 clients daily on a tight schedule, develop- 
ing up to five different products each day to meet individual needs, 
while adhering to multiple product specifications. Adaptability 
helpful, as suppliers cannot always deliver goods on time, incum- 
bent must arrange for own support services, and customers rarely 
know what they want. Ideal candidate will enjoy working in 
isolation from colleagues. This diversified position allows employ- 
ees to exercise typing, clerical, law enforcement, and social work 
skills between assignments and after hours. Typical workweek: 50 
hours. Special nature of the work precludes amenities such as tele- 
phones or computers, but work has many intrinsic awards. 
Starting salary . . . (“What Matters Most,” 1996, p. 54) 

Teachers are primary socializers of children; that is, they play an 
important role in teaching the child how to be a member of society. In ele- 
mentary grades many teachers see their roles as “caring” and nurturing 
activities, but in recent years in both the United States and United 
Kingdom, more competitive and performance-driven expectations are alter- 
ing that role. Increased testing, preparing students for enhanced perform- 
ance at the next levels of schooling, and more school inspections in the 
United Kingdom all result in a changing role for teachers, especially women 
teachers in the elementary grades (Forrester, 2005). Yet strong intergenera- 
tional bonding between teachers and students also result in higher aca- 
demic achievement and fewer disciplinary problems (Crosnoe, Johnson, 
and Elder, 2004). 

The primary reciprocal role for the teacher is with students. It is an 
involuntary relationship for both. The teacher holds power and has several 
means of exerting it: adult authority, grades, punishments such as detention 
or humiliation—and also affective behavior, praise, reinforcement, and 

personal contact. The question of how to socialize young people most effec- 
tively in the schools is, according to some, the most pressing issue schools 
face. Although parents and principals may be in the background making 
curricular and instructional decisions (Apple, 1988), “the final responsibility 
for delivery of an effective school learning climate rests with teachers” 
(Brookover et al., 1996, p. 101). 

Teachers are expected to teach children the three Rs, manage and facilitate 

classrooms, provide an atmosphere conducive to maximum learning, and in 

general be gatekeepers who control the flow of activity and students. As social- 
ization agents, teachers are in very visible roles and are expected to set good 
moral examples for students. Yet what is defined as “good” is often controver- 
sial. For example, some court cases challenge teachers’ negative influence on 
their students because of their dress, appearance, alcohol or drug charges out- 
side of school, sexual orientation, or unseemly behavior with students. 

Whether or not they have tenure, teachers can be fired only with good 
and just cause. Such causes, though difficult to prove, generally include 
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incompetence (knowledge of subject matter, teaching methods); immorality 

(lying, falsification of records, misappropriation of funds, inappropriate 

behavior with students, and cheating); drug abuse; critical and derogatory 

statements about the employer; and profane language. 

TEACHER PREPARATION. The reality of facing that first class full of children 

challenges every beginning teacher—that is, one-third of the teaching force 

each year. About one-third of first-year teachers transfer from other schools 

and 57 percent come directly from college (NCES, Condition, 1996). More 

than 50 percent of public school teachers have returned to college for mas- 

ter’s, specialist, or doctoral degrees. Fifty-six percent have master’s degrees, 

a recommendation by The National Commission on Excellence in Teacher 

Education which advocates that teacher-preparation programs be improved 

and extended to five years, in particular that teachers be required to obtain a 

degree in a particular content area and then take teacher training. Although 

these recommendations appeal to many, there is fear that a five-year pro- 

gram would discourage potential teachers. 

Most teachers are certified in their main field of teaching. The majority 

of public school teachers (71 percent) believed they were well prepared to 

maintain order and discipline in their classrooms, but fewer (41 percent) 

believed they were prepared to implement new teaching methods or man- 

dates from the state or district (36 percent). Only 21 percent of teachers 

believe they are prepared to integrate educational technology into their 

classrooms. With the new initiatives, technologies, and changing student 

populations, the demand on teachers to go beyond their preparation is great 

(NCES, 2001). 
Interest in careers in teaching dropped steadily from the 1970s to the 

early 1990s, but it has risen slightly as the number of both students and 

teachers is expected to rise 4 percent between 1997 and 2009 (NCES, 

Projections, 1999). Education reformers are revamping many teacher edu- 

cation programs. While all states require teachers to be licensed, the 
expectations differ (U.S. Bureau of Labor Statistics, 2006-2007). Reformers 

such as John Goodlad (1998, 1984) and recommendations in national 

reports provide models for changing teacher education. Some recommen- 
dations include having teachers major in their subject area with additional 
courses in pedagogy, giving teachers more say over what happens in 

schools, establishing a national board of standards, and increasing the 

number of minority teachers. In fact, a National Board for Professional 
Teaching Standards has been established and is working to implement 
recommendations. 

Evaluating teacher education curricula and redesigning content to 
address current concerns includes classroom management practices, multi- 
cultural and global education, special training for teaching in the middle 
grades, improving the quality of math and science education, and working 
with differences in male and female learning styles (Banks, 1999). 
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As larger cohorts of students enter the system, school districts are 
resorting to several techniques to prepare more teachers; one technique is to 

retool current teachers who are in fields with less demand by training them 
in other areas. Another is “alternative credentialing” to attract qualified indi- 
viduals working in other areas into teaching. In addition, usually pedagogi- 
cal training is provided when a person begins teaching. A year of graduate 
education for those with degrees in other areas can also qualify new teachers 
to be certified. 

To improve teachers’ effectiveness, especially in content areas, some 

educators propose a universal master’s degree. Some states do require a 

master’s degree and technological training within a certain number of years 
of being hired (U.S. Bureau of Labor Statistics, 2006-2007). However, critics 

point out that this additional time and cost might discourage many, includ- 

ing minority students, from studying for teaching degrees. Other efforts 

focus on providing settings in which prospective teachers can receive class- 
room training in professional development schools, schools that work in 
conjunction with colleges of education to provide training for new teachers 

(U.S. Bureau of Labor Statistics, 2006-2007). 

TESTING, LICENSING, AND PROFESSIONAL DEVELOPMENT. Teachers are 

required to have a bachelor’s degree, a teacher training program, supervised 
practice teaching, and a test of basic skills. In an effort to raise standards, all 
states now require national or state tests to license teacher candidates for 
specific grades. The question is whether these tests help raise the quality of 
classroom teachers (Chaika, 2005). The tests have created a problem: Many 
prospective teachers are failing the tests—59 percent in Massachusetts alone. 

With a teacher shortage looming, how is this challenge between having com- 
petent teachers as measured by tests and filling vacant positions to be 
resolved? In addition, the number of minority students taking the Praxis | 

and Praxis II exams for teachers is disproportionately small, resulting in 
fewer minority students in the teacher pipeline. Some question the use of 

one test to determine a potential teacher’s ability to be a successful teacher 

and argue that multiple criteria should be used (Chaika, 2005). 

The National Teacher Examination and other tests are widely used by 

school districts; some states have developed their own tests. The two 

national teachers’ unions, the National Education Association and the 

American Federation of Teachers, support teacher testing, although their 

views of what is tested and the basic purpose for the tests vary. 

“No Child Left Behind” legislation has put increasing pressure on 

schools to hold teachers accountable for their students’ achievement. Many 

noted educational scholars oppose this government initiative that dictates 

and limits teacher roles and autonomy (Apple, 2007). The concept of “street- 

level bureaucracy” illustrates that teachers maintain some degree of auton- 

omy by working in their micro-networks of relations, often removed from 

the policy makers far from the classroom (Hupe and Hill, 2007). 
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Controversy over testing and licensing of teachers continues, with 

some arguing that skills tests may not be valid, are not the only measure of 

competent teachers, and may discriminate against minority teachers. Others 

support the testing, arguing that it is harmful to children to have teachers in 

the classroom who lack basic skills. Court cases challenging the fairness of 

state testing are pending in several states. 

Another important issue is whether teachers are teaching in 

their fields of expertise. Recent research suggests that many high school 

teachers, especially those in high-minority and high-poverty public 

schools, are teaching out-of-field in English, science, and math (NCES, 

2004; Nelson, 2006; Ingersoll, 1997). At the other end of the educational 

continuum is preschool education, crucial to the brain development and 

preparation of young children for later school success. However, 

preschool teachers often lack training to work with young children. 

Concerned educators are asking that early childhood educators have 

at least a bachelor’s degree, preferably in early childhood education 

(Early et al., 2007). 

Professional development is offered to most teachers during the school 

year; 95 percent of teachers participated in a workshop, conference, or other 

training; 59 percent of teachers participated in subject-matter topic training 

during the years, and 73 percent in professional development on methods of 

teaching (Scotchmer, McGrath, and Coder, 2005). 

RECOMMENDATIONS TO IMPROVE TEACHING AND TEACHERS. The concern 

with rising dropout rates of students, poor performance of U.S. students on 

international exams, and other educational problems has set off the alarm 

bells in the U.S. Department of Education and in private foundations and 
organizations devoted to the betterment of education. Many reports have 
been produced, dealing with the “crisis in education” and making some rad- 
ical suggestions for change. Some argued that before the United States could 
upgrade educational programs and curricula, it would have to make teach- 

ing a more attractive profession. As older, experienced teachers retire and 

gifted young ones leave for other professions, the qualifications of the teach- 
ing force dwindle. During teacher shortages, the United States will have to 
“scrape the bottom of the barrel” unless it raises salaries, benefits and 

improves working conditions. 

The catch-22 is that as educational administrations have to dictate pol- 
icy to control the quality of education, fewer professional teachers will be 
attracted to education. Good teachers want autonomy and need competitive 
pay and working conditions; yet 10-50 percent of teachers’ time is spent on 
noninstructional duties: keeping records; monitoring playgrounds, lunch- 

rooms, and hallways; making copies—many of which take away from 
important instructional duties. 

Merit, incentive, or performance-based pay has been proposed as a way 
to reward teacher excellence, and some administrators are implementing 
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such plans. A majority of the public favors merit-based reward systems, and 
many states in the United States have projects on merit pay. However, some 
argue that these plans lower teacher morale, create dissension, make the situ- 
ation competitive, and are impossible to administer. 

Bad conditions in schools need to be rectified before real change can 
occur. Some private and parochial schools, which have less money for 
salaries, structure their schools so that teachers have more freedom and 
fewer bureaucratic rules, allowing professionals to flourish and share a mis- 
sion in a team atmosphere. Public schools, because of the hierarchy and 
bureaucracy, must be routinized, standardized, and regulated. Currently the 
“No Child Left Behind” legislation is adding to the requirements with initia- 
tives that are transforming the role of the federal government in the U.S. 
education system (Apple, 2007). 

TEACHER STRESS AND BURNOUT. “Burnout is used to describe a syndrome 
that goes beyond physical fatigue from overwork. Stress and emotional 
exhaustion are part of it, but the hallmark of burnout is the distancing that goes 
on in response to the overload” (Maslach, Schaufeli, and Leiter, 2001, p. 397). 
Burnout results from multiple stressors facing human service professionals that 
become emotionally exhausting and cause loss of sense of purpose (Dworkin, 
2001). Burnout has psychological dimensions—an inability to cope with an 
array of life stressors, placing the blame for burnout on the victim. “Sociological 
dimensions consider structural constructs of alienation—powerlessness, mean- 
inglessness, normlessness, isolation, and estrangement,” all with organiza- 
tional and structural roots (Dworkin, 2007). 

Burnout results in schools losing teachers in three ways: teachers 
leave teaching altogether, they transfer to another school, or they are fired 
(Marvel et al., 2007). Federal reforms in U.S. schools are meant to address 
threats to U.S. economic dominance and place in the global system. 
Teachers feel more pressure and less appreciation for the job they do 
(Dworkin, 2001), factors that result in burnout. A review of the history of 

burnout shows that it has increased with each new reform. Starting in 1977 
pre-reform, this cohort had the lowest burnout rate. Burnout increased 

with the “A Nation at Risk” report, again with “Site-Based Decision 
Making,” still further with “High-Stakes Testing,” and now “No Child Left 
Behind” (Dworkin, 2007). 

Problems in schools also affect teacher stress and burnout, especially in 

urban areas. Teachers often feel that their work is meaningless and that they 
are powerless to effect changes in their situations. They feel unappreciated by 

uncaring administrators and students. A number of factors contribute to the 
problem: Some are characteristics of teachers, others are found in societal pres- 
sures on schools. For instance, burnout often begins between seven and ten 
years of teaching; the level of burnout rises with age and years of experience in 
teaching (Byrne, 1998), peaks at age 41 through 45, and then declines. Teachers 

with higher levels of education, and, therefore, higher career expectations, 
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experienced more frustration. The following lists characteristics of typical 

burned out teachers: 

. Were under 30 years of age 

. Were white and from middle-class backgrounds 

. Were inexperienced, having taught for fewer than five years 

. Were racially isolated, teaching in schools where most of the student 

body is of a race other than their own 

5, Felt that members of their own race have been targets of discrimination 

at their school 

6. Preferred not to be assigned to the school at which they teach 

7. Believed that fate or luck controls their destinies and, hence, their 

future is out of their hands 

8. Disagreed with their principals on the appropriate role for a campus 

administrator 

PWN 

The research revealed that the best single predictor of the likeli- 

hood that a teacher would plan to quit teaching was a sense of 

burnout. Teachers who wanted to quit also fit the characteristics 

of the teachers who were burned out. (Dworkin, 1985, p. 9) 

Are there solutions? These seemingly individual problems have envi- 

ronmental factors that, if dealt with, can help reduce stress and provide job 

supports. Inducting new teachers into the school culture; opening class- 

room doors and creating supportive teams; providing in-service training to 

meet individual staff needs; and restructuring school governance to allow 
for shared decision making are all suggested as ways to address and 
reduce burnout (School Mental Health Project, 2002). First, teachers need 

to feel a sense of control over their domain, that they can be creative and 

spontaneous; second, supportive principals are a key factor in reducing 

stress and burnout. Those principals who use democratic personnel poli- 
cies, are supportive and collegial, and involve teachers in decision making 
have fewer burned out teachers (Dworkin, Saha, and Hill, 2003; Dworkin 

and Townsend, 1993). 

In sum, when a group is faced with threats from its environment—low 
prestige and low salaries; poor working conditions; lack of autonomy and 

professionalism; physical threats; hurt pride; difficulty dealing with some 
students; and criticisms from angry minorities, parents, and administrators— 

there are bound to be reactions: stress, burnout, dropping out, and joining 

teachers’ unions to fight for better conditions and more autonomy. 

RECOMMENDATIONS TO IMPROVE THE ROLE OF TEACHER. “I like the kids; 

I like the job; I like the satisfaction I get from the work. But I feel I’m not doing 
something which is really valued by society. Look at our pay scale and the lack 
of autonomy we as professionals have. So I don’t know what the future holds 
for me or for the profession” (Dworkin and Haney, 1988). Task forces and 
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commission reports have made suggestions for sweeping changes, some 
of which we have discussed. Teacher satisfaction hinges on a number of factors. 
Important are the public’s attitudes toward the teaching profession and 
changes teacher’s want in work conditions that would make a difference: 
smaller class size, small learning communities, school safety, community and 
family involvement, professional development opportunities, resource alloca- 
tion, and effective leadership (“Key Issues”, 2008; NCES Digest, 1997). This 
may be due in part to increasing recognition and appreciation among the pub- 
lic of the essential role teachers play in society. 

In 1979 Houston, Texas, began giving incentive pay to teachers in several 
categories: for teaching in high-priority schools; for teaching subjects in which 
there was a staff shortage; for good attendance; for professional training; for 
student gains on standardized tests; and for teaching at an experimental 
school. According to officials, the results were positive. However, the idea of 
merit pay, paying teachers for performance, has been controversial and not 
gained much support; establishing fair criteria for rewarding teachers has 
proven difficult, and allowing administrators to control the evaluation system 
is opposed by teachers’ unions. Certainly there are areas of agreement 
between teachers and administrators on how to improve the teaching profes- 
sion, and some changes are taking place. 

The main message is that teachers need more Pay, more respect, more 
professional treatment, and more opportunity for advancement if we are to 
attract and keep high-quality individuals in the field. Progress is being made 
on some of these recommendations, such as higher salaries, but faculty still 

report having little influence over school policies and only moderate control 
over classroom decisions. 

Applying Sociology to Education: Describe an effective teacher you 
know. What makes this teacher effective? 

Support Roles in the School: Behind the Scenes 

SCHOOL STAFF: GUARDIANS OF THE GATEWAY. On entering the school, stu- 
dents’ first contact may be with a school guard, part of the city police force, 
checking for weapons or other contraband. Adults’ first contact is usually 
with an office worker behind a counter who serves the important functions 
of “buffering” and “filtering” in dealing with the community. The irate 
parent comes in demanding to see the principal immediately; the text 
salesperson would like to speak to someone “in charge.” Schools have sup- 
port staff that includes both professional specialists and service workers. 
The office worker, serving as a buffer for principals and teachers, must 
determine the appropriate place for the complaint or request, screen out 
unnecessary interruptions of school personnel, and match the visitor with 

the appropriate person. 
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Office workers also control such key information as the contents of 

files. For example, if the vice principal needs information on the arrange- 

ment made with the food distributor for deliveries, he or she relies on the 

office worker to locate the material. Teachers and students also depend on 

office workers for many services and information. In this respect the person 

holding the role often wields a great deal of influence. 

Other important support roles include librarians, special education 

teachers, counselors, paraprofessionals or teachers’ aides, food service work- 

ers, bus drivers, and nurses. One important role is often overlooked: Janitors 

are in a unique position. Although they hold little formal power in the hier- 

archy, they may be extremely influential members of the community in 

which a school is located. They have an insider’s view about the running of 

the school, a vantage point almost no others, not even the principals, have. 

Although many janitors are neutral entities, some have used the position in 

a political way, as exemplified in the following excerpt from Waller: 

[T]he janitor is always a member of the local community, whereas 
teachers belong rather to the outside world... . The janitor is 
important, too, as a talebearer. Often he regards himself as an offi- 
cial lookout for the community; it is his role to see what he can 
and to report what he observes to his friends and connections by 

way of gossip. (1965, p. 80) 

Another crucial role in schools is carried out by paraprofessionals— 
individuals with less than a four-year college degree. Although they do not 
have total control of a classroom, they do carry out numerous tasks in class- 

rooms and schools. The largest number work with special education pro- 
grams, including remedial and bilingual classes. 

The role of school nurses has changed dramatically, from giving band- 
ages and immunizations to handling medications for chronically ill and hyper- 
active students, to dealing with abuse, and working with other social problems 

that affect health services. Sometimes this involves coordinating social services 
to get children the help they need. One controversial aspect of this role in some 
schools is sex education, pregnancy testing, and dispensing condoms. 

COUNSELORS: THE SELECTION AND ALLOCATION FUNCTION. As high schools 

have become larger and more diverse in programs and course offerings, their 
personnel have become more specialized. Counselors are hired by many school 
systems, mostly to deal with students at the high school level. They usually 
have degrees in school counseling and often have teaching experience. From 
the American School Counselor Association (ASCA) (2007) website comes a 

policy statement that includes a definition of the formal role of the counselor: 

. .. educators trained in school counseling with unique qualifica- 
tions and skills to address all students’ academic, personal/social 
and career development needs. Professional school counselors 
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implement a comprehensive school counseling program that pro- 
motes and enhances student achievement. Professional school 
counselors are employed in many school settings. . . (American 
School Counselor Association, 2007) 

In the past counselors had a great deal of power in determining what 
happened to each student—a “gatekeeping” role resulting in the road stu- 
dents follow when they leave secondary school (Brookover et al., 1996, 
p- 100). With all the student records at hand, they guided students into 
courses and programs to meet students’ and society’s needs. The counselor 
made lifetime decisions for young people. Counselors used not only the 
objective criteria of grades and test scores but also their impressions of the 
students, often formed during brief encounters taking place over several 
years. Labels attached to students from teachers and peers also influenced 
the counselor’s impressions, factors such as the student’s class background, 
dress, and manner of speaking. 

However, this power to determine the future prospects and lives of stu- 
dents began to be challenged in the late 1960s and 1970s with several changes 
in society: the advent of community colleges with open-door policies, making 
college more accessible; parents taking active roles in their children’s futures 
and challenging the schools’ decisions if they did not meet their goals for 
their children; and the growing importance of college education and skills for 
the needs of the labor market. Therefore, in recent years U.S. high schools and 
counselors have adopted a “college-for-all” policy, avoiding criticisms of the 
selection and sorting function they formally played (Rosenbaum, 2001; 
Rosenbaum and Person, 2003). A dilemma is present for the counselor who is 
expected to keep “societal” goals in mind, get to know students well enough 
to plan their futures, and work with students and parents to achieve what are 
sometimes unrealistic goals. 

SPECIAL SUPPORT ROLES. Because of growing concern in the nation in the 

1970s over the apparent decline of basic skills, Title I (Elementary and 

Secondary Education Act) was passed to provide supplementary monies to 
districts for additional personnel and special programs. Schools can hire 
specialists in reading, mathematics, and sometimes preschool education to 
work with children who score below a designated level on standardized tests. 
In addition, needy children in Title I programs are offered some auxiliary 
services such as food, medicine, dental services, and clothing. Special educa- 
tion staff can make a significant difference for marginal students if they have 
high expectations and provide support rather than give up on these students 
(Brookover et al., 1996, p. 105). This is especially true for those students who 

have attention deficit disorder, are learning disabled, are emotionally 

impaired, or are mentally impaired. Schools also hire teachers’ aides to pro- 
vide teachers with instructional and clerical support including recording 
grades and duplicating materials; do tutoring; give students individual atten- 

tion by working one-on-one; supervise lunch and playground activities; and 
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dealing with special education students. Aides may be part-time or full-time. 

They held 1.3 million jobs in 2004, most in public schools (U.S. Bureau of 

Labor Statistics, 2006-2007). 

Reports of schools with volunteer programs abound. With shortages of 

funds and personnel, extra hands to do special tasks can be invaluable. 

Retired teachers and other professionals, community citizens with skills, 

parents, business members, substitute teachers, even upper-level students, 

or college students volunteer to tutor; aid teachers or substitute in classes; 

give lessons on specific topics; help in the office, library, or other areas; 

chaperone; and run after-school programs in sports or other special-interest 

activities. Some programs use community resources to place students for 

internships; in some communities businesses provide personnel and 

resources to the schools for special programs. 

Alumni are the biggest school boosters and the strongest school critics. 

They provide financial support, especially at the college level, and are often 

community members in their high school hometowns, attending sporting 

events and volunteering help in various capacities. However, alumni can be 

a hindrance in efforts to change. A prestigious preparatory school set quotas 

for accepting a percentage of minority students each year; it then considered 

becoming coeducational. Protests and loss of alumni support—including 

financial help—followed these moves. 
None of the roles we have discussed would be possible without students, 

the topic of our next chapter. 

Applying Sociology to Education: Draw a diagram of a school and 
describe different roles within the school. Place yourself and other fam- 
ily members in this diagram. Consider roles in the school’s environment 
(i.e. taxpayers) as well. 

Summary 

No system can work without individuals who fill the necessary roles, which 
in turn bring the system alive. Although the major obligations for most posi- 
tions are usually clearly defined, individuals bring unique sets of character- 
istics, training, abilities, and background experiences with them when 

playing their roles. Hence, no one description can capture the richness and 
variety that enter into the system of roles. 

I. The Meaning of Roles 

Roles refer to the parts individuals play in the social system. In school organ- 
izations, roles include administrators, teachers, students, and support staff. 

Conflicts may arise from incompatible demands on those holding particular 
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roles. Reciprocal roles in the educational system illustrate the interdepend- 
ence of parts; for instance, without students other roles in the educational 
system would be nonexistent. Those taking on a role are usually socialized 
rather rapidly into that role; few can tolerate the uncertainty of an ill-defined 
role, and few want to face the ridicule or punishment likely to follow defi- 
ance of role expectations. Hence, the school system has a built-in guarantee 
into which most neophytes will fit nicely and without disruption. This is one 
reason why change in the system is often slow. 

II. Roles in Schools 

School boards consist of lay community members who have varying 
degrees of control over school personnel, budget, and policy; these may be 
points of tension. 

Superintendents are the overall managers of schools. They provide the 
liaison between the schools, the board, and the community. 

Principals are bosses of individual schools, but their authority lies 
between that of the superintendent and the teachers. This often requires 
them to play a balancing act to keep both satisfied. 

Teachers are on the front line, running the classrooms. The conflict 
between their desire for autonomy and pressures from the environment can 
lead to tensions. Recently, there have been controversies over teacher 
accountability, testing of teachers, and teacher training. Several national U.S. 
commission reports have addressed the problem of how to improve teaching. 

A number of other support roles exist in schools, each playing an 
important role in the overall functioning of the school. 

Putting Sociology to Work 

1. Imagine yourself in the various roles of a specific school system. Compare your 
role behavior in each role. 

2. Try to recall your education at different levels in your role as a student. What 
were positions in the school hierarchy with which you came in contact? 

3. Observe the people in a school. Note the differing roles and the reciprocal 
relationships. 

4. View the documentary film High School and try to identify some of the formal school 
roles you see individuals performing. Describe the reciprocal role relationships. 

5. Examine several of the “Problems in Teaching Series” (Science Research 

Associates) films of teaching anecdotes and identify the roles the teacher, students, 

and administrators are taking in performing their formal roles. 
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Students 
The Core of the School 

: chatted with a group of 4th-grade boys about their school experiences. 
_ There was no question about their knowing what was expected of them by 
4 the adult world and why they go to school. They all chimed in that they 
must learn to read and write to survive in today’s world, that they couldn’t 
get a job if their skills weren't developed. What does it mean to be a good or 
bad kid in school? Again, they did not need to stop and think. A good kid is 
one who turns in assignments on time, listens and pays attention in class, and 

doesn’t mess around. Bad kids are disruptive, sometimes mean and aggres- 
sive, and don’t really care about learning. Is it hard to be a good kid in school? 
When the teachers are picky or in a bad mood, it is; but most of the time it’s 
not, if you want to be good. I had a feeling of déja vu; things hadn’t changed 
much since I was in school. The continuity in expectations is remarkable. 

STUDENT CHARACTERISTICS 

Students come in many sizes, shapes, intellectual capacities, and motivation 

levels. They can be active learners, passive attendees, or disruptive trouble- 
makers. Estimates indicate that most children in the world between the ages 
of six and nine attend school all or part of the time, but after about 3rd 
grade the picture is spotty. Attendance is near 100 percent in industrialized 

nations, but it is much lower in less developed countries, as we shall see in 

Chapter 11 (see Box 7.1). : 

In 1983, the report A Nation at Risk recommended that all students seek- 
ing a diploma be required to complete the “new basics.” This included four 
units of English; three units each of science, social studies, and mathematics; 

and one-half unit of computer science. From 1982 to 1994, the percentage of 

216 
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School Enrollments, 2007-2008 

Total enrollment in the nation’s public and private elementary and secondary 
schools, K-12, in 2007-2008 was estimated at 55.7 million, according to the U.S. 
Education Department's National Center for Education Statistics (2007). Of that 
total, 49.6 million students were attending public schools. Private school enrollment 
was estimated at 6.1 million. About 1.1 million, about 2 percent, students were 

| homeschooled and about 887,000 students attended one of the 3,300 charter 
schools in the 2004-2005 school year. Minority students comprised 42 percent of 
total school enrollment in 2005, while 20 percent spoke a language other than 
English at home that year. High school completion rates rose by 17 percent 
between 1987 and 2003, and the number of high school students taking AP exams 
more than doubled to 1.2 million from 1997. 

Among high school graduates in 2005, 69 percent immediately entered either 
a two-year or a four-year college; in 1972 that figure was 49 percent. Altogether, 
including those attending part-time and full-time, there will about 18 million college 
students during the 2007-2008 academic year. The average price before aid for one 
year of full-time undergraduate education at a public four-year college in 
2003-2004 was $15,100, including tuition and fees, books and supplies, and other 

living expenses. The average accumulated amount borrowed for a bachelor’s degree 

by students graduating in 2003-2004 was $19,202 (information retrieved from 

http://nces.ed.gov/fastfacts/display.asp?id=372 on August 21, 2007). 

public school students completing this curriculum jumped from 13 to 32 
percent. By 2005, 51 percent of students completed this more demanding 
curriculum (Manzo, 2007). High school students are taking more courses 
(seven per year) than they did in 1982-1983, but they are spending less time 
on work for these classes. The largest increase in courses taken was in math 
and science, but there was also an increase in social studies and English. This 

trend toward more academic courses being offered and taken may reflect the 
recommendations of early commission reports arguing that we needed to 
upgrade our programs. These changes are affecting students of all types and 
abilities at all levels of the educational system. However, the scores on 

national assessment tests have not risen as one would expect from these 
changes in course-taking patterns. Some think while the names of courses 
have been changed, not enough of their content has been changed to reflect 
the new names. One observer states, “We’ve collected examples within 

the same school and the same course title of huge differences in the assign- 
ments and the expectations for students” (Manzo, 2007, p. 2). A related 

development concerns an effort by the College Board to better monitor the 
content of Advanced Placement courses, which have been proliferating as 
more and more high schools seek to offer courses that may carry college 
credit (Lewin, 2007). The following is a description of some of those students 

and their needs. 
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Minority students made up 42.4 percent of the nation’s elementary and 

secondary students in 2005, and were a majority of all students in Arizona, 

California, District of Columbia, Hawaii, Louisiana, Maryland, Mississippi, 

New Mexico, and Texas (NCES, Condition, 2007, Table 5.1; NCES, Digest, 2006, 

Table 40). These students need minority role models and bridges between the 

middle-class culture of the school and minority subcultures. The number of 

minority teachers, however, declined from 12.5 percent in 1980 to 9 percent in 

1996 (NCES, Digest, 1999, p. 80). This number has since increased with 16.9 

percent of all teachers in 2003-2004 from minority backgrounds; however, they 

are still only a small percentage of the teaching force (NCES, Digest, 2006, Table 

65). The number of available minority teachers is especially important for 

minority students because the evidence is strong that black teachers have more 

positive evaluations of black student classroom behavior than do white teach- 

ers, a factor that may influence student success (Downey and Pribesh, 2004). 

The low percentage of minority teachers is understandable considering 
the teaching conditions in unappealing classrooms and schools, relatively 

low salaries, and what some claim are culturally biased teacher exams 
(Stephens, 1999). Techniques for increasing the number of minority teachers 
must approach the problem at many levels, from individual incentives to 

teacher-college programs, to state and national policies. Equitable placement 
procedures, incentives, competitive salaries, mentoring programs, subject- 
area recruitment, and multicultural training are all recommendations 
(Stephens, 1999). In Georgia, the state has instituted a plan to train noncerti- 

fied school district employees, mostly paraprofessionals, by giving them 
tuition and support so that they can become certified teachers (Dandy, 1998). 
In 2006, the city of Philadelphia, with 85 percent minority enrollment in its 
schools, but only 38 percent of its teaching staff minority group members, 
announced a new program, The Teacher Diversity Campaign, to recruit 
more teachers of color into its classrooms (Keller, 2006). Increasing the num- 

ber of minority teachers would provide more role models for the many stu- 
dents coming through the academic pipeline. 

Expectations for the Student Role 

In most public school systems, formal role expectations for students are stan- 
dardized by grade. Elaborate plans outline where a student’s academic posi- 
tion should be. Formal student roles—club officer, athletic team member; or 

(at the lower grades) trash emptier, board eraser, or traffic guard—are found 
in most schools, but these roles do not capture the flavor and variety of the 
classroom and student roles. 

Student culture, which is a complex of “strange customs,” constitutes a 

“participation mystique, complex rituals of personal relationships, a set of 
folkways mores, and irrational sanctions, a moral code based upon them” 

(Waller, [1932] 1961, p. 103). This description is part of the informal student 

role and reflects the uniqueness of student culture. 
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In describing the expectations for student roles in schools, we must 
consider both the formal and informal aspects of student culture. We were 
all a part of it once, but memories fade and times change, keeping the stu- 
dent culture apart from the world of adults. Students are at the bottom of the 
role hierarchy with a power structure looming over their heads; although 
they are a numerical majority in the system, they are a distinct minority in 
decision making. Often students are spoken of as an almost alien group—the 
group to be “subdued,” disciplined, or conquered by the school staff. 

The student subculture determines for many young people the accept- 
able behaviors for peer survival, behaviors that are often at odds with adult 
expectations. Peer groups come in different types: Some support the impor- 
tance of school learning and achievement, some are more interested in 
social activities, and a proportion of peer groups engage in delinquent 
activities. Those students whose friends care about learning have better 
educational outcomes than those whose friends have little interest in learn- 
ing (Chen, 1997). 

If a student's friendship patterns are “high-quality,” meaning with stu- 
dents who value their education, students are more likely to adjust and even 
take on leadership roles. However, those students whose friends have been 
defined as having behavioral problems have a more difficult time adjusting, 
especially in junior high school (Berndt, Hawkins, and Jiao, 1999). Who chil- 

dren select as friends is not only a personal choice but also a cultural process, 
and may reflect their self-concept and feeling about their place in the society 
or in school practices such as tracking; in other words, friendship patterns 
can be seen as part of the process of class reproduction (Corsaro, 1994; also 

see the discussion of student culture in Chapter 13). 
The following two studies of “jocks” and “burnouts” and of athletes and 

nonathletes provide examples of student subcultures. Class reproduction 
can occur through adolescent peer groups. “Jocks,” college-bound, middle- 
class students, have an investment in the school system, whereas “burnouts,” 

working-class students who often feel hostile or alienated in the school envi- 
ronment, are stigmatized in schools. Working-class students engage in behav- 
iors that will prevent them from succeeding in high school (Eckert, 1989; 

Willis, 1981). Scholar-athletes and pure scholars have higher self-esteem, 
extracurricular involvement, and leadership ability than do pure athletes or 
students who are neither scholars nor athletes; one example is that women 
who participate in sports (excluding cheerleading) have higher achievement 
in science (Hanson and Kraus, 1998; Snyder and Spreitzer, 1992; and, as 

regards cheerleading, see Bettis and Adams, 2003). 
Another variable that affects the student role is gender. Even such sub- 

tleties as language usage can have an impact on the student experience. If 
teachers are aware of the different uses of language, they may be able to use 
this knowledge effectively in teaching girls and boys. According to a study of 
student language usage, girls tell secrets to their best friends, whereas boys 
participate in activities in larger groups and develop hierarchies of status. 
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Boys are more comfortable putting themselves forward and are more willing 

to argue, whereas girls resist “hostile” discussions. Because of such differ- 

ences, some argue that single-sex education may lead to more positive social 

and academic outcomes for female students (Riordan, 1990). Gender and 

achievement are discussed in Chapter 4. ; 

Learning the Student Role 

Each year a new crop of students must be socialized into their roles and the 
expectations of kindergarten and the elementary school classroom. Students 
preparing to enter a new classroom or school are concerned about making 

mistakes in front of their peers or getting in trouble because they have 
not yet learned their role expectations. Most children want to be accepted. 
Much of the student’s role learning ties in with the social control function of 
education—learning how to adjust, take orders, and obey. To become a 

“good” student means to follow the school’s routine and rules. These early 
experiences have an impact on the later adjustment of students and their 
attitudes toward schooling. 

School deals with the intellectual abilities of the child; in contrast, the 

family deals with the whole child. Preschool programs and kindergarten 
introduce the child to the institution of education and have been described 
as “academic boot camp.” In a classic article describing the kindergarten 
routine, Gracey (1967) recounts a day in the life of both the children and the 

Learning the rules, roles, and routines is part of becoming a “good” student. 
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teacher, pointing out the socialization of children into the formal world. 
Students are the most transient members of the educational system in that 
they move through and eventually leave the system; the school system is 
geared toward facilitating the successful movement of students through the 
system. Movement requires progress, which in turn requires control and 
cooperation. Because students are not in school by choice, most schools find 
it necessary to keep them in line by using incentives such as positive rein- 
forcement and interesting subjects, or punishment such as extra work, 
detentions, and suspensions, and by giving grades as incentives for stu- 
dents to accomplish the school’s goals. One of the chief concerns of the early 
grades of school is to ensure that students learn and accept these rewards 
(Dreeben, 1968). 

Each year’s crop of students becomes a “class” and is processed 
through the system as a group, or cohort. Picture a giant sieve with layers. 
Students are put in the top and pass through the layers, which have succeed- 
ingly smaller holes. Those who fail to pass through a level are retained or 
drop out of the sorting and selecting process. At the bottom of the sieve 
comes graduation. 

If students with common experiences and values are placed accord- 
ing to ability levels, their labels—brains, jocks, losers—may affect their 

role patterns. The fact that students are placed in different tracks also 
points to a major cause of variation in students’ educational experiences. 
The courses students pursue are generally influenced by and selected 
on the basis of their future plans for either further schooling or work. 
In several European countries—Germany and England, for example— 

tracking or “streaming” becomes increasingly rigid as students move 
through the system. Exams at several school levels in Germany, at age 16 

in England, and for university entrance in Japan and many other countries 
have a major impact on determining a student’s future educational oppor- 
tunities. SATs or other exams are required by many U.S. colleges and 
universities. 

Conflicting Expectations for the Student Role 

The school is expected to socialize children to be successful members of soci- 
ety; this implies academic and social skill development for students in the 
school. The school expects “successful” students to carry out two compo- 
nents of achievement at the elementary level, according to Talcott Parsons. 

The first is “cognitive” learning of information—skills, frames of reference, 
and factual information about the world. The second is a “moral” compo- 
nent, including responsible citizenship, respect, consideration, cooperation, 

work habits, leadership, and initiative (Parsons, 1959). To the extent that stu- 

dent peer groups rebel against these goals, division and conflict are created. 
High school students may have another agenda, centered on peer-group 
involvement and acceptance. Willard Waller points out this conflict between 
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adult and student values very aptly. His analysis describes a basic function 

of schools, cultural transmission: 

Certain cultural conflicts are at the center of the life of the 
school....A conflict arises between teachers and students 
because teachers represent the culture of the wider group 
and students are impregnated with the culture of the local 
community. ... A second and more universal conflict between 
students and teachers arises from the fact that teachers are 
adults and students are not, so that teachers are the bearers of 

the culture of the society of adults, and try to impose that cul- 
ture upon students, whereas students represent the indigenous 
culture of the group of children. (Waller, 1965, p. 104) 

Student Coping Mechanisms 

Students use different coping mechanisms to get through the levels of the 
system. Varying roles are adopted—the leader, the clown, the bully. Playing 
these roles requires adapting to the demands of differing situations. 

Thus the leader may remain a leader, but he must adapt his lead- 

ership to the (usually) superior force of the teacher, which he may 
do through alliance, opposition, rivalry, or other means. The 

clown is still a clown, but his buffoonery must be disguised, it 

may become covert, or it may adopt a mien of innocence and pose 

as blundering stupidity. (Waller, 1965, pp. 332-333) 

Waller points out that a clever teacher recognizes student roles, manip- 
ulates them, and uses them effectively. Teachers speak differently to students 
for whom they have high expectations and low expectations. Students can 
pick up cues about how teachers feel about them (Charles, 1999; Babad, 

Bernieri, and Rosenthal, 1991; Waller, 1965). Daniel McFarland has also con- 

tributed to our understanding of classroom life. Closely observing many 
classrooms over time, he has argued that the structure of classrooms and the 
instructional activities that take place within them have powerful effects on 
the behavior of students, which are also influenced by the status of students 

in the classrooms. Popular students, for example, can sway other students’ 
behavior, either positively or negatively (McFarland, 2001, 2004). 

Teachers also have different stereotypes of male and female students, 
resulting in different experiences for boys and girls in school. For instance, many 
teachers believe that males have higher math capacity and, therefore, have 
higher expectations for males in math performance (Li, 1999). Students*who are 
alienated from the system may also attempt to sabotage the teaching effort by 
maintaining an emotional detachment from what is happening in the class- 
room, devaluing what is taking place, cheating, daydreaming, or acting bored 
(Jackson, 1968). 
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Another student coping mechanism is apathy—protecting themselves 
against total failure in a competition they feel they cannot win. If their sense of 
self-worth is threatened, it may reduce their desire to try to achieve. Until these 
students see the possibility of success from effort rather than feeling a sense of 
futility, they are unlikely to put forth that effort. Failure at school can create a 
self-fulfilling prophesy—students may avoid investing effort in learning activi- 
ties that they believe offer little reward, and it does not take many years of not 
doing well in school for students to decline to put in the kind of effort learning 
requires (Alexander, Entwisle, and Horsey, 1997). Those students with positive 
attitudes are likely to be high achievers. Those who are defensive or have low 
self-esteem or other problems often need help to succeed. Although schools 
cannot solve society’s problems, they can attempt to recognize students in trou- 
ble and collaborate with other human service agencies to meet student needs. 

Why should we care about alienated, bored, apathetic students? The 
loss in human potential is tremendous. “Our society is aging and the number 
of children and youth in relation to other age groups in the population is 
declining. If current trends continue, a disproportionate number of our 
young will grow up poor, undereducated, and untrained at the very time 
that our society will need all of our young to be healthy, educated, and pro- 
ductive” (Children’s Defense Fund, 1996). For many who drop out, illegal 
activity can be attractive, given the few opportunities available for them in 
the legitimate labor market. Evidence of this is that over 30 percent of federal 
prisoners and 40 percent of state prisoners are high school dropouts com- 
pared with about 18 percent in the general population. One half of those on 
death row share this history of educational failure (Laird et al., 2007). 

SCHOOL FAILURES AND DROPOUTS 

Alienation is a sense of powerlessness, normlessness, meaninglessness, iso- 

lation, or self-estrangement. In schools, its roots are found in the formal, 

impersonal, bureaucratic, educational system. Complete overhaul of the 
school structure would be necessary to prevent the feelings that drive some 
students to drop out of the system. Dropouts (called “status” dropouts) are 
persons who are 16- to 24-years-old who are not enrolled in school and who 
have not completed a high school program, regardless of when they left 
school. People who have received General Education Development (GED) 
credentials are counted as high school completers (Sable and Gaviola, 2008). 
As we will see, efforts at school reform and restructuring are often motivated 
by a desire to make school less alienating those students who dropout. 

Who Drops Out? 

Sheri is a high school dropout and an unwed mother, a double stigma. Her 
intentions were to finish high school while her baby attended day care; 
then she could get a good job to support the baby. But when winter came 
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and the baby got sick, she could not get to school regularly and dropped 

out. Juan’s family moved to a large city from his native Puerto Rico when 

he was in elementary school. He worked part-time while attending high 

school because his family needed the money. With the language barrier, 

need for immediate cash, and little support from home, he dropped out to 

work longer hours at his menial job. Sheri and Juan are just two examples 

of the many youths who leave high school. 
Nine percent of all students between the ages of 16 and 24 dropped 

out of high school (NCES, Condition, 2007, Indicator 23). Where ethnic 

diversity is greatest, retention rates are lowest. African Americans and 
Latino students feel more alienated, with a higher sense of powerlessness 
and isolation than white students; these feelings are especially influential 

in dropout decisions for males. Note the dropout rates for different groups 
in Table 7.1. 

About one-third of all Hispanic students dropped out before complet- 
ing high school from the 1970s through 1990s, many to help their families, 
but most ended up in deeper poverty. The percentage of Hispanics aged 
16-24 years who had not completed high school by 2005 was 22.4 percent 
reflecting a declining trend since about 1995 (NCES, Digest, 2006, Table 104; 

Orfield, 2004). 
Students from Mexican American non-English-speaking homes in the 

United States have additional possibilities of being alienated; bilingual stu- 
dents tend to cope better than non-English-speakers because they are able to 
acquire the institutional support for school success and social mobility 
(Stanton-Salazar and Dornbusch, 1995, p. 116). Moreover, research shows 

English language learners are overrepresented in special educational pro- 
grams, a diagnosis that can prevent them from attaining regular educational 
achievement (MacSwan and Rolstad, 2006). 

Dropouts are disproportionately male, older than average (two or 
more years behind grade level), burdened with low grades and behavior 

problems, minorities, from low-income families with low educational 

attainment, and given little educational encouragement. It is these indi- 
viduals who make up the reserve labor force in capitalistic systems. 
Unemployment is directly related to educational attainment: The unemploy- 
ment rate for those 25-64 years old without a high school diploma or equiv- 
alent was 10.8 percent in 2005 compared with 6.6, 5.1, and 2.9 rates for those 
with a diploma, some college, and a bachelors’ degree or better. In 2005, the 

median income of males with less than a high school diploma who were 
older than 25 was $22,138; for women, it was $13,076. By way of reference, 
the average income for all those aged above 25 in 2005 was $38,514 (Webster: 
and Bishaw, 2006). 

The dropout problem is growing worse in many major U.S. cities, where 
the average rate is more than 40 percent; in New York City about 50 percent 
fail to graduate in four years (Bosman, 2007). In the nation as a whole, how- 
ever, the rate has leveled off and is declining slightly (see Table 7.2). 



TABLE 7.1 Event Dropout Rates? for Those in Grades 10-12, Ages 15-24, 
by Sex, Race—Ethnicity, and Family Income, October 1972-1997 

Sex Race-Ethnicity” Family Income‘ 

October Total Male Female White Black Hispanic Low Middle High 

1972 6.1 5.9 6.3 53 9.5 hi2 14.1 6.7 DS 

1974 6.7 74 6.0 5.8 11.6 9.9 

1976 5.9 6.6 5 5.6 7.4 7S) 15.4 6.8 24 

1978 6.7 TS 5.9 5.8 10.2 12.3 17.4 73 3.0 

1980 6.1 6.7 5 52 8.2 es 15.8 6.4 DES 

1982 55 5.8 5.1 iy) 7.8 9.2 15:2 5.6 1.8 

1984 5.1 5.4 4.8 44 Sh it 13.9 57 1.8 

1986 47 47 a7 Be o4 11.9 10.9 5.1 6 

1988 48 Sal 4.4 42 5.9 10.4 13.7 47 3 

1990 4.0 4.0 3.9 3.3 5.0 7.9 9.5 43 ue 

1991 4.0 3.8 42 3) 6.0 73 10.6 4.0 1.0 

1992 44 3.9 49 3.7 5.0 8.2 10.9 44 1.3 

1993 4.5 46 43 3.9 5.8 6.7 12.3 43 1.3 

19949 53 5) 2 5.4 4.2 6.6 10.0 13.0 5 | 

19954 57 6.2 5.3 45 6.4 12.4 13.3 57 2.0 

19969 5.0 5.0 5.1 41 6.7 9.0 rina 51 a 

19974 4.6 5.0 41 3.6 5.0 95 128 4] 1.8 

1998 48 46 49 3.9 5.2 9.4 DW 3.8 De 

1999 5.0 46 5.4 4.0 6.5 7.8 11.0 5.0 2 

2000 4.8 55 4.1 4.1 6.1 7.4 10.0 5.0 1.6 

2001 5.0 5.6 43 41 6.3 8.8 10.7 5.4 ie: 

2002 3.6 3.7 3.4 2.6 49 5.8 7 3.6 1.7 

2003 4.0 4.2 3.8 Bh. 4.8 7.1 75 4.6 1.4 

2004 INT 5.4 43 3.7 Baz 8.9 10.4 4.6 25 

2005 3.8 4.2 a4 2.8 7.3 5.0 8.9 3.8 1.5 

nn LE 

—Not available 

The event dropout rate is the percentage of those in grades 10-12, ages 15-24, who were enrolled the 

previous October, but who were not enrolled and had not graduated in October of the current year. 

>Beginning in 2003, respondents were able to identify themselves as being ‘more than one race.’ The 2003 

through 2005 White, non-Hispanic and Black, non-Hispanic categories consists of individuals who 

considered themselves to be one race and who did not identify themselves as Hispanic. The Hispanic 

category includes Hispanics of all races and racial combinations. Because of small sample size for some or all 

of the years shown in the table, American Indian/Alaska Natives and Asian/Pacific Islanders are included 

in the total but not shown separately. The ‘more than one race’ category is also included in the total in 2003 

through 2005 but is not shown separately because of small sample size. 

Low income is the bottom 20 percent of all family incomes; high income is the top 20 percent of all family 

incomes; and middle income is the 60 percent in between. 

4In 1994, the survey instrument for the Current Population Survey (CPS) was changed and weights were 

adjusted. 

Note: Beginning in 1992, the Current Population Survey (CPS) changed the questions used to obtain the 

educational attainment of respondents. 

Source: U.S. Department of Education, National Center for Education Statistics, Dropout Rates in the United 

States, 1997, 1999, (based on the October Current Population Surveys); NCES. Dropout Rates in the U.S. 2005 

(Washington, D.C.: U.S. Department, 2007, NCES 2007-059). 
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TABLE 7.2 Reasons for Dropping Out 

~ Sex Race-Ethnicity 

Reasons Black, Non- White, Non- 

for Dropping Out Total Male Female Hispanic Hispanic Hispanic 

School related 

Did not like school Sil SUK eval 42.3 449 ByE5 

Could not get along 

with teachers S50 ea kori 7e2 26.8 SO 38). 

Could not get along 

with students AO Se PALS) 18.2 31.9 17.4 

Was suspended too 

often (Gi) 22 WA 14.5 26:5 13.1 

Did not feel safe at 

school VA Ws 12.8 12.8 LY S53) 

Was expelled 13.4 17.6 8.9 1225 24.4 8.7 

Felt | didn’t belong 23, Lee SAS 14.4 1S).3 VS Biles) 

Could not keep up 

with schoolwork Sis StS DEALT 1s 30.1 35.8 

Was failing school Soo AG ssn 39)S 30.1 44.8 

Changed school and 

did not like new 

school IBA 08 15.8 10.3 21.3 IS 

Job related 

Could not work and 

go to school at 

same time (4a wA0ue 7.8 14.3 9.0 13S) 

Had to get a job (5.8) ALY 16.0 Ws les 14.3 

Found a job 15.8 136 Wigs 20.8 63 WAS 

Family related 

Had to support family 92 48 14.0 134 8.1 9.0 

Wanted to have family 6.2 4.2 8.4 8.9 6.7 5.4 

Was pregnant? 31.0 NA 31.0 20.7 40.6 Sys | 

Became parent 13.6 5st 22.6 10.3 18.9 (29) 

Got married 13.1 SPA 2s 6 21.6 lea sys: 

Had to care for family 
member 8.3 4.6 [252 7.0 192 AS 

Other 

Wanted to travel Ds DS led (b) I) nS 
Friends dropped out ee WES {NS 10.0 25.4 10.9 

NA, not applicable. 

“Females only. 

>Too few cases for a reliable estimate. 

Source: U.S. Department of Education, National Center for Education Statistics, National 
Education Longitudinal Study of 1988 First Follow-up Survey, 1990. 
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Why Students Drop Out 

Dropping out is perhaps best described as a process, not an event—a process 
of progressive academic disengagement that often traces back to children’s 
earliest experiences at school. It is the result of an accumulation of often small 
events that become compounded (Alexander, Entwisle, and Kabbani, 2001). 
Evidence suggests that these events begin at the earliest enrollment of stu- 
dents. For example, in the Baltimore sample studied by Alexander and his col- 
leagues, future dropouts were significantly more often absent as 1st graders 
than future graduates, a difference that grew larger in middle school and 
larger still in the early high school years (Alexander, Entwisle, and Kabbani, 
2001). Students from low socioeconomic status (SES) backgrounds, with 
teenage mothers, and from families experiencing stressful change (such as fre- 
quent moves) were much more likely to be among the future dropout group. 
These background factors often produced lower levels of achievement which 
leads to frustration and disengagement and lower academic achievement. 

The experiences at home and at school that shape children’s devel- 
opment influence not just how they think but also what they do. 
Habits of conduct, once established, tend to persist, as do reputa- 

tions grounded in those habits. Teachers, we know, rate children on 

the basis of their classroom deportment (Alexander, Entwisle and 
kabbani, 2001). We also know that children’s work habits, classroom 

engagement, and compliance with school routines carry consider- 
able weight in determining achievement levels and are implicated 
in achievement differences across social lines In the present results, 
engagement behaviors at school rival test scores and report card 
marks in forecasting eventual dropout—and this holds all along the 
way, including 1st grade. (p. 802) 

Some schools are so poor and crowded that they cannot begin to offer in- 
school support, much less coordinate with other agencies to meet student 
needs. Kozol describes differences in two Chicago-area schools—one wealthy, 
one poor. The wealthy school has an average class size of 24 children, and 
there are 15 students in classes for slow learners. The poor school has remedial 

classes with 39 students and classes for the “gifted” of 36 students. Each stu- 

dent at the wealthy school has an adviser assigned; at the poor school, one 

guidance counselor advises 420 children (Kozol, 1991, p. 66). It is difficult to 

cope with the requirements of the compulsory, rigid, formal, educational sys- 

tem, which has no room for misfits who frequently drop out when they reach 

legal age (National Dropout Prevention Network website, http://www. 

dropoutprevention. org yf ndpcdefault.htm). 

Problems such as teenage pregnancy and peer-group pressure from gangs 

are two examples of factors affecting dropout rates. Teenage pregnancy often 

prevents young mothers from finishing school. This problem is most prevalent 

in the inner city. Early intervention to provide sex education, parenting training, 
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child care, and easy access to education is necessary. Many programs are being 
targeted to inner-city schools (“Teen Pregnancy,” 1998; Scott-Jones, 1991, p. 461). 
Recent data show that these programs seem to be having a positive effect. The 
teen birth rate in 2005 was 21 per 1,000 young women aged 15-17, an all time 
low. The rate in 1991 was almost twice as large, 39 per 1,000 young women 
(Federal Interagency Forum on Child and Family Statistics, 2007). 

Gang violence is a threat to neighborhoods and schools. Armed, angry, 
and impulsive, these hostile youths have little regard for others. Social ills 
are directly related to youths joining gangs (McEvoy, 1990, p. 1). 

Gangs and Schools 

Youth gangs are found in every area of the United States and many other 
countries. Why do youth join gangs? Joining a gang, some argue, is a class 

and ethnic group issue. Most gangs are made up of disaffected youth living 
in poor neighborhoods, having difficulty in school, and sometimes from 
ethnic groups that are not integrated into the mainstream society. Youths 
join gangs for protection and to show strong loyalty to their neighborhood 
and “to protect their turf.” In localities where gangs are common, avoiding 
them can be hard. Their dominance of the street life leads parents in many 
communities to keep their children indoors as much as possible and to try 
to enroll them in schools outside of their neighborhood (Anderson, 1990, 
1999). Gang involvement is also related to risk-taking behaviors, and the 
rate of delinquent acts is high for gang members (Thornberry and Burch, 
1997; Crowley et al., 1997; Valdez, 2007). Add ethnic differences, difficulties 
assimilating, and limited opportunities, and one has a recipe for gang 
membership (Rodriguez, 1993; Umemoto, 2006). Immigrants join gangs to 
defend and maintain their ethnic identity and create a sense of belonging. 

The National Youth Gang Survey (NYGS), sponsored by the U.S. 
Department of Justice (National Youth Gang Center, 2007), has been con- 
ducted since 1995 and provides a representation of gang members and their 
activities. The survey is given to police and sheriff departments of all sizes. 
From these surveys, NYGS estimates that there were 24,000 active gangs and 
760,000 gang members in the United States in 2004, a slight decline from the 
previous years. Most members /92 percent) are male; female dominated 
gangs exist, but are rare. The majority of gang members are aged above 18 (63 
percent), while about 37 percent are under 18 years of age. Hispanic youth 
make up 48 percent of all gang members; African Americans, 36 percent; 
Caucasians, 10 percent; and others, 6 percent of gang members. About one- 
third of the gangs have a mix of ethnic groups. Though gangs are most 
prevalent in urban areas, they also are found in suburbs, small cities, and 
rural counties. After about ten years of declining numbers of gangs, the latest 
data show a small increase, primarily in urban areas. 

What do gang members do? Many gangs are involved in serious and 
violent crimes. Twenty-eight percent of the gangs were organized specifically 
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for trafficking in drugs; other gangs committed assaults and robberies, some- 
times along with drug activities. Fighting, stealing, alcohol drinking, and 
drug dealing lead to power and respect from other gang members. An esti- 
mated 50 percent of assaults involved carrying a gun. 

How do gangs affect schools? In fact, the number of gang mem- 
bers in schools is usually fairly small, but the gang presence can be quite 
disruptive, bringing into schools fear, violence, drugs, and recruitment for 
gangs (Burnett and Walz, 1994). 

Some ethnic groups are labeled by teachers and peers in school and are 
expected to fail and to be gang members; Latino youth often experience this 
stereotype (Katz, 1997). By stereotyping certain students, they may be 
labeled unfairly. The school atmosphere can contribute to a sense of failure, 
restrictions on language, lack of respect for different cultures, and lack of a 
sense of belonging (Burnett and Walz, 1994). 

What can schools do about gang influence? First, they can legally protect 
the learning environment for students from intimidation, fear, or threat of vio- 

lence. Dress codes that forbid student gang apparel, however, are not legal 
unless it can be shown that the apparel interferes with learning and with free- 
dom of expression (Gluckman, 1996). School atmosphere plays a significant 
role. Court rulings concerning student due process protections have been cited 
by some researchers as limiting what school authorities can do to curb gang 
activity. Arum (2003) notes that it is not so much the extension of these rights as: 

the wide-spread perception—shared by teachers, administrators 
and parents—that school discipline even for minor sanctions has 
been subjected to judicial, not simply administrative, oversight. 

The perception that a student can potentially invoke constitutional 

due process rights virtually anywhere and at any time had led 

not necessarily to greater protection for individuals, but to the 

legalization of school practices, the intimidation of school person- 

nel faced with an ambiguous legal terrain, and an undermining of 

the school’s moral authority. (p. 208) 

In seeking to protect students from unfair disciplinary decisions, advocates 

for student rights have, according to this view, undermined a crucial educa- 

tional resource. To counter this decline in the moral authority of schools to 

create appropriate socialization environments for youth, Arum and his col- 

leagues argue that we need to limit the extension of court rulings into these 

matters and to be clear about the unintended consequences of extensions of 

student rights. 
Communities can help youth by providing alternatives to gangs. For 

instance, youth clubs, sports activities, midnight basketball, boxing, rap ses- 

sions, and other activities draw youth away from gangs. The best remedy is 

to integrate all young people into the school so that they feel a vested interest 

in participating and know their efforts will lead to success in the job market. 
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School Crime and Violence 

School-based crime and violence are among the most pressing concerns in 
public polls of attitudes toward schools. In its most recent annual crime 
survey, the Gallup Poll found having their school-aged children physically 
harmed at school was a leading parental concern. The frequency of the pub- 
lic’s concern about children harmed at school reached a new high in the 2006 
survey (Gallup Poll, 2006). Shootings in schools make the headlines, but many 
students face daily bullying, sexual harassment, and beatings. In fact, some 

children are afraid to go to school or carry weapons to school for protection, 
issues discussed in Chapter 2 and elsewhere in the text. Parents, educators, 

and community members are concerned for the safety of students and the 
integrity of the learning process. According to the 2006 Indicators of School 
Crime and Safety report, rates of crime in schools have moved up and down, 
without any discernable overall trend for the last nine years: For example, the 
victimization rate for 12-18 years old has declined both at and away from 
school recently, but there has been an increase from 21 to 24 percent of stu- 
dents who report that there are gangs in their schools (NCES, Indicators, 2006). 

Studies show, however, that most schools are safe, that 80-90 percent 

of school employees rate their schools as safe (Verdugo and Schneider, 
1999). Why, then, is there a perception of unsafe schools? Newspaper head- 
lines report dramatic happenings on school grounds, incidents that seem 
random yet are real. Educators in most schools affected are shocked by 
these incidents; it is the very randomness of the acts and lack of ability to 
predict them that frightens people. Though violent acts are unlikely in 
90 percent of schools, the other 10 percent are problematic. The public sel- 
dom hears about problems in some inner-city schools where crime and vio- 
lence are daily events and the schools are armed fortresses with metal 
detectors and police guards. 

Consider the case of a group of Chicana adolescents. Conditions in 
their school are poor with overcrowded classrooms, underfunded programs, 
high dropout rates, many students in poverty, teacher burnout and discour- 
agement, social promotions, and no programs to remediate these students, 
resulting in few graduates prepared for college, and sexism and racism. 
Young women in the school make choices based on the reality of their situa- 
tions, and those choices often involve early pregnancy, gang affiliation, and 
dropping out of school (Dietrich, 1998; Valdez, 2007). 

Students like these girls who are engaged in antisocial behavior are 
likely headed for academic failure. Yet, programs that do exist to deal with 
the problems focus on either the antisocial behavior or academic success and 
do not link the two; programs also focus narrowly on changing attitudes or 
behaviors, but not the context or climate within which behaviors occur. By 
identifying climates that allow for academic failure and antisocial behavior, 
schools may be able to attack the problems more effectively (McEvoy and 
Welker, 2000; Noguera, 1995). 
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The Safe Schools Movement formed to combat school violence. 
Movements arise when there is collective action around a common purpose. 
Violence reduction is a goal of almost all schools in the United States and of 
the Safe Schools Movement. However, developing effective school-based 

programs that are integrated into the school systems and can change the cli- 
mate of the schools is challenging. Problems include “conflicts over violence 
reduction programs and services, lack of appropriate program evaluation, 
limited programs that attempt to change attributes of the individual rather 
than the environment in which violence emerges, and lack of a theoretical 

rationale to guide the development of school-based violence prevention and 
intervention efforts” (McEvoy, 1999). 

Retention and Suspension: School Reactions 

to Problem Students 

Schools need to rethink how they deal with “at-risk” and troublesome stu- 
dents based on sociological study results. Grade retention is one factor that 
contributes to the decision to drop out of school. Retention does not appear 
to improve school performance of poor students, but it does tell students 
that they are not considered capable, which increases the chances of their 

leaving because of frustration and disengagement (Roderick, 1995, 1994; 

Stearns et al., 2007). 
Students who are retained have low self-esteem and seldom make up the 

academic deficiencies that held them back in the first place (McCollum et al., 

1999). Retained students lose achievement and have higher dropout rates. For 

example, a University of Chicago study found that 78 percent of those held 

back in the 8th grade had dropped out of school by their nineteenth birthday 

(Trotter, 2004). Estimates are that 2.6 million students are retained at a cost of 

$10 billion. These students are often young males with low SES, poor self- 

esteem, and low motivation, a description that matches that of the typical 

dropout (Nason, 1991; Stearns et al., 2007). 

Schools seeking funding for special programs as alternatives to reten- 

tion have had difficulty finding funds, leaving few alternatives to retention 

(Natriello, 1998). Thus, budgetary constraints are leading to retention, which 

is leading to a higher rate of dropping out, ultimately costing schools and 

society in both loss of human power and social services. 

Unfortunately, too many schools use strategies such as suspensions 

that reduce expectations and stigmatize students. The students who are sus- 

pended are often at-risk students to begin with. Suspending students may 

eliminate the immediate problem but cause many long-term problems, 

including increased dropout rates because suspended students get behind in 

class work. “Tragically, although removing troubled and troubling students 

may provide systematic relief for schools, such strategies ignore the root 

causes of aggressive behavior and banish those children who are most in 
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need of the benefit of a strong academic foundation, a caring school environ- 

ment, and positive peer relations” (Hudley et al., 1998). 

To prevent students from dropping out, programs that focus on the 
most vulnerable populations try to reduce causes of apathy and alienation, 
raise self-esteem and success of students, and begin early in students’ careers. 
Most experts advise identifying at-risk students early and intervening 
quickly. Many intervention programs have been proposed and some have 
been tested at the elementary and middle school grades. Accelerated academ- 
ics, alternative schools, and Saturday and after-school programs are some of 

the academic approaches used. Laws to deny drivers’ licenses to students in 
academic difficulty or to those who drop out of school before age 18 are being 
passed in a number of states. Getting parents involved in programs to keep 
students in school and holding parents accountable for students who do not 
attend school are other strategies. Finally, for those students who do drop out, 

an increasing number of programs for completing high school are available. 
Over 60 percent of the dropouts studied in the National Educational 

Longitudinal Study begun in 1988 eventually completed high school; some 
return to high school, others complete the General Educational Development 
(GED) exam. Their completion of high school is associated with several vari- 
ables: Those students who demonstrated academic ability even if they did not 
perform well were most likely to complete high school. Seventy-five percent of 
those students from higher SES families completed high school (Hurst, Kelly, 
and Princiotta, 2005). About one-quarter of dropouts enroll in postsecondary 
education, and of those with postsecondary experience, 27 percent report 
earning a license or certificate and 9 percent report they earned an Associate 
degree or higher. 

Adolescent Employment and Dropping Out of School 

Adolescent employment creates conflicting expectations for students; adoles- 
cents supply labor as workers in fast-food restaurants, as newspaper carriers, 
and in many other positions in evenings and on weekends (Post and Pong, 
2000). Work experience is valuable training for adult roles, especially in respon- 
sibility, punctuality, working for a boss, following orders, handling money, and 
practicing whatever skills may be acquired. However, work takes time from 
studies, extracurricular activities, peer associations, and “growing Upss 

Two major questions have been asked about the effect of high school stu- 
dents’ employment: What is the effect on school achievement of the number of 
hours worked, and are working students more likely to drop out of high 
school? More than half of 10th graders and almost all 11th and 12th graders 
work sometime during the school year (Schoenhals, Tienda, and Schneider, 
1998). The number of hours worked and the type of employment significantly 
impact students’ decisions to drop out of school. Students working in tradi- 
tional student occupations such as babysitting, lawn work, odd jobs, and farm- 
ing chores experience a different work environment than students working in 
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retail or the private sector economy. Traditional work settings are less mundane 
and may entail meaningful interactions with adults, another source of social- 
ization. However, long hours working in service sector occupations can be 
detrimental for both male and female students. 

Unfortunately, this means that the majority of high school student jobs 
can have a detrimental effect on staying in high school. “Policy makers have 
long contended that one way to socialize teenagers to become young adults 
is to encourage them to work. However, these findings indicate that there is 
a negative unintended consequence of adolescent employment: a higher 
likelihood of dropping out” (McNeal, 1997, p. 217). 

If adolescents work limited hours at times that do not interfere sub- 
stantially with other activities, there are benefits from the experience. Many 
cite the ability to buy clothes, cars, electronic goods, music CDs, and other 
desired goods as a motivation for working. Almost one in three high school 
students worked in 1990, but African American students were less than half 

as likely as white students to work (see Table 7.3). 

Dropping out of high school is related to the number of hours a student 
works during high school and to the motivation for work; some students 
work more hours than allowed by law. Other students work because they 
have school-related problems, need money, or have family problems. 
Though some students must work to help their families, fewer than one in 

ten donate part or all of their earnings to help support their families. 
The answer to the question whether employment during school hin- 

ders academic achievement and progress is elusive. Warren, LePore, and 

Mare (2000) show, as is generally the case, that the amount a student works 
is crucial to its impact: Students who work more intensively (more hours 
and in nontraditional jobs for youth) do less well in school and a somewhat 

more likely to dropout. However, whether this is due to their work or not 

requires more analysis. These researchers find that preexisting characteris- 

tics (lower grades, lower SES, lower achievement test scores, and less opti- 

mism about going to college, for example) fully account for the negative 

association between employment intensity and academic course grades. In 

other words, it appears that students transfer their effort to work after find- 

ing little success in school. Identical findings for the link between work and 

delinquency have been published by Paternoster et al. (2003). 

The Future for Dropouts 

Many dropouts face a grim future. Only about 51 percent of recent high 

school dropouts were employed in 2006 (Bureau of Labor Statistics, 2007) 

(see Table 7.3). They are more likely to be on welfare and to have depend- 

ent children; a disproportionate number of dropouts end up in the 

nation’s jails and prisons and are four times as likely to engage in unlaw- 

ful behavior; dropouts have difficulty competing in the labor market; they 

lack skills for today’s jobs, have less knowledge for daily living, and have 
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TABLE 7.3 Employment Status of Youths Not Enrolled in School During the 
October When Age 19 in 1999-2004 by High School Graduation 
Status, Sex, Race, and Hispanic or Latino Ethnicity 

(Percent Distribution) 

Employment Status During the October When Age 19 

High School Graduation Enlisted Not in 

Status During the Employed in Armed the Labor 

October When Age 19 Total Civilian Forces Unemployed Force 

High school dropouts 100.0 Dom 0.7 INES 3} 3 

Men 100.0 60.5 12 ee? 2541 

Women 100.0 49.8 (‘) OS 40.4 

White, non-Hispanic 100.0 62.2 1.0 We 25a) 

Black, non-Hispani 100.0 335 0.2 ili/enk 44.2 

Hispanic or Latino 100.0 BOIS ) 8.7 SiS 

High school graduates, 

never enrolled 

in college? 100.0 69.6 5.8 6.1 18.5 

Men 100.0 69.0 9.0 6.9 15:2 

Women 100.0 7105 1.6 5.0 22.9 

White, non-Hispanic 100.0 73.9 6.1 520 520 

Black, non-Hispanic 100.0 55.9 6.5 Oat 28.5 

Hispanic or Latino 100.0 66.6 4.6 WS 21.4 

Some college, no longer 

enrolled 100.0 WS 2 4.8 5.0 16.9 

Men 100.0 V2 7.4 4.7 14.8 

Women 100.0 WS ZS 5S (P.O 

White, non-Hispanic 100.0 74.9 5. 7/ 37 Se 

Black, non-Hispanic 100.0 W2a6 Jd 8.3 18.5 
Hispanic or Latino 100.0 65.9 4.2 Hel 22,9 
SSS 

'Less than 0.05 percent. 

‘Respondents who have received a General Educational Development (GED) credential are 
counted as high school graduates. 

Note: The National Longitudinal Survey of Youth 1997 consists of young men and women who 
were ages 12 to 16 on December 31, 1996. Race and Hispanic or Latino ethnicity groups are 
mutually exclusive but not exhaustive. Other race groups, which are included in the overall 
totals, are not shown separately because their representation in the survey sample is not 
sufficiently large to provide statistically reliable estimates. r 
Source: U.S. Department of Labor, Bureau of Labor Statistics. America’s Youth at 19: School 
Enrollment, Training, and Employment Transitions Between ages 18 and 19. Washington, D.C. 
2007. USDLO7-0452. 
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low self-esteem. But most important is the human cost to society of indi- 
viduals who cannot compete in the world. Unfortunately, some proposals 
to raise standards in schools and require graduation examinations could 
also increase the dropout rates of marginal students, although a propor- 
tion of dropouts end up completing their high school degrees through 
GED exams. 

One program developed by sociologists, which combines knowledge 
from the numerous studies on dropouts, is called Project RAISE. It 
involves at-risk middle school students in one-on-one mentoring using 
community adults. During the first two years of the program’s operation, 
students improved in attendance and in report card grades in English; but 
this program alone is not enough to remove the years that led up to the 
risk of dropping out (McPartland and Nettles, 1991, p. 568). Another pro- 
gram for older students is the federal government’s “ability to benefit” 
program that allows students without a high school degree or equivalent 
to pass a test administered by a college and qualify for federal aid to 
attend that college. Though these students are considered high-risk for 
dropping out, many find this opportunity to restart just what they need 

(Burd, 1996). Increased resources, more flexible time requirements, altered 

suspension policies, and special counseling services are but a few sugges- 
tions (McEvoy, 1988, p. 7). 

In the New York City borough of Queens, a new program at 
John Adams High School illustrates another approach. One of 20 Young 
Adult Borough Centers, the program, offered in conjunction with 
community-based organizations is open to students with at least 17 cred- 
its of the 44 needed to graduate but who have dropped out of school or 
are many credits behind where they should be. In addition to courses and 
tutoring, the program offers career and college planning, job-skills 

development, and access to social workers and other community 

resources. Students can build their own schedules. Those with fewer than 

17 credits, who are often younger and with weaker academic skills, have 

access to transfer schools that operate full-time and offer an intensive 

program aimed at bringing the youth up to high school-level attainment 

(Gwertz, 2007). 

Schools can contribute to the dropout process—or, as some have 

referred to it, the “pushout” process—by giving signals that the schools 

cannot deal with certain students. Detentions, suspensions, expulsions, 

and no school support system are recipes for creating dropouts (Herbert, 

1989, p. 84). 

Criticisms of the Student Role 

Students are generally well aware of where they stand academically. They 

have been labeled by teachers and other students from their earliest days 

in school. In one 2nd-grade classroom the teacher divided the children 
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into reading groups—the Rocket ships, Jet airplanes, and Piper cubs. 
There was no doubt in those children’s minds as to where they stood! 
Even the types of subjects taken by older students encourage role defini- 
tions; there are “dumbbell” courses and “elite” ones. These placements 
and labels can have a permanent, sometimes detrimental, effect on a stu- 

dent’s self-perception. 
Attitudes toward student learning differ across cultures. The Japanese 

have few student “failures,” in part because they do not define students as 
failures. If a student is not succeeding, parents and teachers expect him or 
her to work harder to accomplish what is expected. Instead of assuming that 
some students cannot do the work, the assumption is that all (except those 
with a disability) can pass if they put in enough time and effort. This corre- 
sponds with the findings on effective schools in the United States, which 
hold that high academic expectations for students and teachers result in high 
achievement. 

According to anthropologist Jules Henry and other critics of schools, 
students are put in a position that compromises their integrity; they must 
“give the teacher what she wants.” Henry elaborates the reason for this in his 
book Culture Against Man: 

American classrooms, like educational institutions anywhere, 

express the values, preoccupations, and fears found in the culture 
as a whole. School has no choice; it must train the children to fit 

the culture as it is. School can give training in skills; it cannot teach 
creativity. . . . Schools deal with masses of children, and can man- 

age therefore only by reducing them all to a common definition. 
(Henry, 1963, pp. 287, 320-321) 

Thus, students are not encouraged to be creative, but only to toe the line, 
according to Henry. 

Many educators have raised criticisms about the student role that con- 
cern the core of society itself. Bowles and Gintis (1976) argued that the roles 
of students in schools prepare them for the unequal stratification system in 
society at large. Students divided into tracks conform to different behavioral 
norms. “Vocational and general tracks emphasize rule-following and close 
supervision, while the college track tends toward a more open atmosphere 
emphasizing the internalization of norms.” These differences in social rela- 
tionships reflect students’ social backgrounds and likely future economic 
positions. 

Thus blacks and other minorities are concentrated in schools 
whose repressive arbitrary, generally chaotic internal order, 
coercive authority structures, and minimal possibilities for 
advancement mirror the characteristics of inferior situations. 



Chapter 7 ¢ Students 237 

Similarly, predominantly working-class schools tend to 
emphasize behavioral control and rule-following, while 
schools in well-to-do suburbs employ relatively open systems 
that favor greater student participation, less direct supervi- 
sion, more student electives, and, in general, a value system 

stressing internalizing standards of control. (Bowles and 
Gintis, 1976) 

According to this perspective, docility, lack of creativity, and conformity 
are the goals being met by schools in preparing students for the work 
world. In our time of accountability and high stakes testing, this conform- 

ity to narrow criteria of academic achievement can seem even more 
oppressive. 

The student role has not changed significantly in most school set- 
tings, even with educational movements advocating more rights, power, 

equal opportunity, and freedom for students. Students are the clients of 
education, yet they have almost no control over the service rendered. Do 
students have the right to determine what they learn and how they should 
learn it? Radical educators such as Illich (1971) and Kozol (1991) argue that 

this is a basic right that is being denied to students for reasons other than 
sound pedagogy. 

Applying Sociology to Education: Describe your role as student at 
various levels of the educational system. How has it changed? 

STUDENTS AND THE INFORMAL SYSTEM 

To carry out a role, individuals must believe that they can be successful. 

Therefore, students must believe that they can be high achievers in order to 

try to be so. Our evaluation of our ability can be altered depending on what 

we believe to be the costs, rewards, and motivations involved. The following 

sections reveal the subtle influences on students’ academic achievement and 

school experiences. 

Student's Self-Concept 

Wilbur Brookover and colleagues (1996) show that self-concept of aca- 

demic ability is significantly correlated with academic performance. 

Labeling and conditioning influence the way we see our abilities in any 

area. If many students in a school have low achievement expectations, this 

influences the school’s achievement level. Manipulating school variables 

may improve students’ chances of academic success. School value climate, 

background experiences, peer-group relationships, and other factors in 

students’ careers influence academic self-concept, and vice versa. Thus, 
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the recommendation in the effective schools literature is to raise students 

self-concept and academic expectations. 

School Value Climate and Student Achievement 

Schools reward incompetence. So argues Jackson (1968), pointing out that 
the average student spends 20 hours a week on courses, does little to no 
homework, and plays dumb. The reward for success in school is more 
hard work, so why try? Here we examine how school affects student 
achievement. 

Brookover and his colleagues (1973) set about to test Coleman’s and 

Jencks’s findings that the home environment supersedes school influence in 
students’ school achievement. In ongoing research on school climate and 
performance, they administered questionnaires to students and teachers. 
Results showed that academic value climate of school for elementary stu- 
dents is affected by four types of perceptions: 

1. Student perceptions of the present “evaluations/expectations” of 
“others” (parents, teachers, friends) in their school and social system 

2. Student perceptions of the future “evaluations/expectations” of 
“others” in their school and social system 

3. Student perceptions about the level of feelings of futility permeating 
the social system of the school 

4. Student perceptions of those academic norms stressing academic 
achievement that exist in their school and social system (Brookover 
and Erickson, 1975) 

The most important variable by far was the students’ reported sense of 
futility—their feelings of hopelessness and their sense that teachers do not 
care about their academic achievement. The role of teachers’ and class- 
mates’ attitudes in establishing these feelings is obviously an important 
part of the school climate. This finding is also reflected in the efforts to cre- 
ate smaller schools, so that students and teachers can develop more per- 
sonal relationships, and students are less likely than in big schools to “fall 
between the cracks.” The use of “advisories,” for example, class periods 
with a teacher and a small group of students devoted to the students and 
their lives, often with the same teacher and students meeting over several 
years to provide continuity, is a common practice to thwart student disen- 
gagement (National Research Council and the Institute of Medicine, 2004). 

In a recent study, Brookover and colleagues (1996) considered the 
effects of school social structure and social climate on student achievement. 
Student achievement was measured by reading and writing competencies, 
academic self-concept, and self-reliance. The school social structure was meas- 
ured by teacher satisfaction with the school structure, parental involvement, 
differentiation in student programs, principals’ reports of time devoted to 
instruction, and student mobility in school. The school climate was measured 
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by student perceptions, teacher perceptions, and principal perceptions. More 
than 85 percent of the variance in student attainment was explained by the 
combination of these variables. In a summary of findings, which compared 
improving and declining schools, Brookover and colleagues found the fol- 
lowing: The staff members of improving schools place more emphasis on 
accomplishing basic reading and mathematics objectives; they believe all 
students can master basic objectives and they hold high expectations; they 
assume responsibility for learning and accept being held accountable. 
Principals in improving schools are instructional leaders and disciplinarians. 
In short, Brookover argues that schools can and do make a difference. 

To illustrate this point and to put the concept of “school climate” into 
practice, Brookover and colleagues designed a pragmatic program in the 
Chicago public school system using the variables mentioned to alter school 
climate. As a result, school achievement levels increased significantly. 

The findings of an English study confirm those of other studies on the 
question “What difference do schools make?” The researchers studied 12 
inner-city London secondary schools, which varied greatly on factors such 
as student behavior and academic ability. School variations remained fairly 
constant over time, even when controlling for students’ family background 
and personal characteristics. Examination results, behavior, and degree of 

delinquency were closely related in successful schools, but not related to 
school size, physical aspects of the building, or administrative structure. 

Outcomes were related to school characteristics as social institutions— 
“academic emphasis, teacher action in lessons, the availability of incentives 
and rewards, good conditions for pupils, and the extent to which children 
were able to take responsibility.” These factors could all be influenced by 
staff. The abilities of the children also affected outcomes. The combined fac- 
tors created “a particular ethos, or set of values, attitudes, and behaviors 

which [will] become characteristic of the school as a whole. This is the school 

value climate. Behaviors and attitudes are shaped by school experience, and 
these in turn shape outcomes of schools” (Rutter et al., 1979, pp. 177-179). 

Many recent commission reports encourage teachers to set high aca- 

demic standards, assign well-constructed homework, and provide grades 

and meaningful comments. In fact, there is a relationship between the high 

standards and homework; research indicates that achievement and test 

scores improve with increased study time spent outside the classroom. High 

achievement performance standards set by teachers, parents, and peers also 

generate greater effort on homework. Higher standards are set by teachers 

and peers for high-ability students who can handle a challenge. Parents are 

more likely to set higher standards for lower-ability students less able to deal 

with the challenge. This difference may result from teachers’ expectations of 

high-ability students and parents’ response to their student’s poor perform- 

ance (Coon et al., 1993; Natriello and McDill, 1986; Pashal et al., 1984). 

The bottom line is that student self-concept, home environment, 

teacher expectations, school climate, and many other factors all interact to 
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affect a student’s achievement. Whatever the academic norms of a school, 

students tend to conform. Where academic achievement is rewarded by fac- 
ulty and peers, students tend to achieve better (McDill et al., 1967). School 
climate explains much of the difference in levels of school achievement, dif- 
ferences sometimes attributed solely to race, SES, and home effects 

(Brookover and Erickson, 1975). As we noted in Chapter 4, research is now 

clear that schools have positive effects on student learning—some may be 
more effective than others. But schools make a difference (Downey, von 
Hippel, and Broh, 2004). 

Teacher and Student Expectations 

Within schools, groups of student peers can be identified by their cohesive- 
ness; along with that cohesiveness goes a set of expectations, values, and 
aspirations. Willis (1977) describes how boys in an all-male comprehensive 
secondary school in England were divided into the “lads,” who “worked the 
system” to gain control over their time, and the “ear ‘oles” (ear holes, that is 

passive learners who cannot shut their ears to resist what schools offer), who 

complied with authority and the expectations of the school. Lads learned to 
belong to the working class by rejecting the mental work of the school; they 
reinforced and reproduced their status. What the culture lads reproduced for 
themselves was actually their realistic assessment of chances within the 
school and social class context, according to Willis. School reformers argue 
that a sense of futility among students can be altered by setting high expecta- 
tions: “No students are expected to fall below the level of learning needed to 
be successful at the next level of education” (Effective School Practices, 1990). 
But producing student motivation and effort is not something that is easy to 
create when it is not already present, especially when, as in Willis’ study, the 
students actively resist the goals of teachers. 

Applying Sociology to Education: How would you change the value 
climate of your community’s schools to improve students’ learning and 
achievement? 

Peer Groups and Student Culture 

When we enter a school or observe playground activity, we see the school’s 
unique culture manifest itself. The norms that control behavior of peer-group 
members are strong. One need only observe the conformity in dress, gestures, 
language, and slang to discover what is acceptable ina particular school. Fads 
and crazes are key aspects of student culture, holding the group together. 

Playground activities and games help set the students’ world apart from 
the adult culture. Even in playground games, children are learning to relate to 
their peers-by following rules, taking turns, and verbally and nonverbally 
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expressing themselves. These behaviors will carry over into their formal 
encounters with the adult world and are an important socializing agent in the 
child’s life. 

The student subculture has a strong influence in determining what 
happens in school. Because students are grouped together by age and sub- 
jected to a series of age-related requirements, they develop a separate 
subculture with norms, expectations, and methods or “strategies” for coping 
with these demands. This subculture of peers evolves as a result of the long 
period of school training, necessary for industrial societies, that delays the 
entry of young people into the adult world. Peer groups serve a number of 
purposes for their members: Young people of similar age and status in the 
social and educational system can express themselves freely; experiment 
with social interactions and friendships while learning to get along with oth- 
ers; learn sex roles; and serve as reinforcers for norms, rules, and morality. 
Age-mates are important in this process because they are thrown together 
into school activities (Wilkinson, 2003). 

In The Adolescent Society, Coleman (1961) writes that the strength of this 
subculture lies in its power over its members. He found that for an adoles- 
cent, the disapproval of one’s peers is almost as hard to accept as that of 
one’s parents, and that one pays a price for nonconformity. For most adoles- 
cents, their peers are a reference group that influences their dress, manner- 

isms, speech patterns, preferences—their whole way of life. Smoking, early 
sexual involvement, drinking alcohol, and using drugs, for instance, are 

closely correlated with best friends’ and close peers’ behavior (Wang et al., 
1995; Bauman and Ennett, 1994; Webb et al., 1993; Ryan, 2001). 

High school subcultures often place high value on athletics for males 
and on leadership activities for females, but little value—for either sex—on 

being very bright or academically oriented. For girls, good grades are often 
believed to detract from popularity. Some students even try not to appear 
smart for fear of losing peer-group approval. The students with the highest 
status in high schools tend to be from the dominant SES group in the school, 
oriented toward school activities, and not primarily concerned with gaining 
adult approval. Students who are academically outstanding gain little peer 
acceptance or reward and are sometimes ridiculed. Coleman (1961) suggests 

that schools could shift the focus so that the norms of the teen communities 
reinforce educational goals rather than inhibit them. However, in those high 

schools where students have high educational and occupational expecta- 
tions, competition for grades can be intense. High achievement in these 
schools is rewarded, and some students may even resort to cheating rather 
than risk doing poorly (McCabe, 1999). 

Student peer groups often form around neighborhood friendships, which 
may have existed since grade school. Their activities may have little to do with 
the academic aspects of school, though they can influence academic achieve- 
ment and other organizational aspects, such as extracurricular activities 

(Garner and Raudenbush, 1991, p. 251). 
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Student peer-group actions are constructed within the framework or 

environment of the school. Philip Cusick outlines key parts of this 

sociocultural environment, which had the intended effects of denying freedom 

of activity and lumping students in an undifferentiated mass and the 

unintended effects shown in Figure 7.1 (1973, pp. 216-217). As Cusick discov- 

ered in the high school he studied, “The tendency of the students... to 

maintain tight, in-school groups was a natural, but unrecognized, conse- 
quence of the school’s basic organizational structure. As long as the support- 
ing structure exists, the students will probably continue to form groups” 
(pp. 208-209). The more recent research of McFarland (2001) came to the 

same conclusion, again pointing to the intimate interconnections of behavior 

and its context. 
Within this potentially alienating culture of high school, it is important 

to have friends with whom to walk, sit at lunch, and attend activities. There 

is usually a core of elite “jocks” and good-looking female students, and some 
schools may have high-status music and drama groups. There are, unfortu- 
nately, social isolates who have no friends and, therefore, no “protection” in 
the system (Cusick, 1973, p. 173). Generally, their number is small. In his 

study of high schools, Hargreaves (1967) describes two main student groups 
or subcultures: those with positive orientations and those with negative ori- 
entations. Students with positive orientations toward the values of schools 
end up in the higher groups, which reinforce their orientations; negative 

The result of both intended 

Intended effects of those and unintended effects is a 
characteristics structure that provides 
Students are denied freedom.|—| students few opportunities 
Students are massed. to gain the rewards of 

Students are undifferentiated. activity, involvement, and 
participation. 

Peet eo °t haf t 
Sociocultural characteristics 

of the school 

The extra-school 

group structure 

is taken into the 

school and used 

Unintended effects of those 

characteristics 

1. Subject matter specialization There is little student-teacher 
2. Vertical organization b interaction. to provide 
3. Doctrine of adolescent There is little student involvement students with 

inferiority in formal activities those social 
4. Downward communication 

flow 

5. Batch processing of students 
6. Routinization of activity 
7. Dependence on rules and 

regulations 

8. Future-reward orientation 

9. Supporting physical structure 

Educational experiences are 
fragmented. 

Students are more concerned with 

maintenance procedures than 
with learning. 

Students learn to give minimal 
compliance. 

rewards. 

Simultaneously 
students have 

a strong, active, 
and involving 
extra-school 

group structure. 

t The student group structure actually reinforces the basic organizational characteristics. | 

FIGURE 7.1 Relationship between student behavior and the school organization. 

Source: Cusick, Philip A. Inside High School. The Student's World (New York: Holt, Rinehart and 
Winston, 1973). 
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students end up in the lower groups. For members of the negative subcul- 
tures, peer culture becomes the primary identification, whereas positive stu- 
dents are influenced by school values as well as by peers. Much of the focus 
of recent research concerned with student subcultures and peer effects has 
been devoted to studies of the effects of race, especially on whether norms 
against “acting white” exist and influence student academic achievement. 
We address this question in Chapter 4. Studies of “whiteness” and its rela- 
tions with other ethnic identities and how they play out in schools are also 
increasingly common (for example, see Perry, 2002). 

School organization sometimes contributes to the polarization of stu- 
dents through ability grouping, or “streaming,” as do social class differences 
in students. Willis gives evidence that those from working-class or lower- 
class backgrounds may see little hope for an improved future and concen- 
trate in negative-orientation groups: 

[A}nti-school culture provides powerful informal criteria and 

binding experiential processes which lead working-class lads 
to make the “voluntary” choice to enter the factory, and to help 
reproduce both the existing class structure of employment, and 
the “culture of the shop floor” as a segment of the overarching 
working-class culture. (Willis, 1977, pp. 53-54) 

There is evidence that the influence of peer groups is growing in many coun- 
tries as the influence of family on adolescents’ decreases. Studies indicate 
that parenting practices do influence the child’s peer associations (Brown 
et al., 1993). The amount of time parents spend with adolescents does affect 
their tendency toward delinquency and inhibits formation of delinquent 
friends (Warr, 1993). Although the family in the United States used to have 
the dominant influence on adolescent values and behavior, the home as a 

socializing agent is now in competition with peer groups for the child’s 
attention (Goodlad, 1998, 1984). There has been particular interest in the con- 

sequences for peer socialization effects in inner-city areas. As Wilson (1996) 
postulates, the concentration of urban poverty increasingly common in U.S. 
cities has produced circumstances that help produce a number of social 
problems, including low educational aspirations and achievement. The spe- 

cific mechanisms that produce these effects, however, have not been well 

documented. Ainsworth (2002) provides us with a look at how these larger 
social circumstances enter into and affect individual lives. He finds strong 
support for collective socialization theory (educational expectations and the 
amount of homework completed) as the vehicle that best mediate the rela- 

tionship between neighborhood effects and educational outcomes. 
Attention to school and parent and community communication obvi- 

ously follows from these observations. Programs such as the National 

Network of Partnership School, sponsored by the Center for Social 

Organization of Schools at Johns Hopkins University, are a good example 
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of the efforts being undertaken to strengthen the connections between 

schools and families (http: //www.csos.jhu.edu/P2000/). 

Student Coping Strategies 

Student “coping” strategies, or ways of adapting to the power structure of 
school culture, are major aspects of the informal system. Students develop 
strategies related to their own needs, based on their own experiences with 
schooling, self-concept, peer-group relations, ability grouping, and other fac- 
tors. School requires strategies very different from those learned at home in 
early socialization, although early learning is crucial to the student’s success 
in school. The child is gradually eased into the competitive, judgmental, dis- 
ciplined world of school. The social distance between students and teachers 
is established early because teachers have authority as a result of their posi- 
tion in the educational system. Thus, students begin to learn strategies to 
cope with the world of the school and classroom from an early age. 

Much of the research in this area is an offshoot of the interactionist the- 
oretical approach, which contends in part that we construct our realities 
within an environmental context and behave in accordance with those con- 
structions. From this perspective, the development of strategies can be seen 

as a kind of negotiation requiring students to understand the teachers’ roles 
and needs while attempting to maximize their own interests. Students’ atti- 
tudes vary from almost complete compliance with the teachers’ goals to total 
lack of commitment. Teachers have power, but getting students to do what is 
desired takes strategies other than the direct use of power (Woods, 1980). 
“Negotiations” between individual students, students and teachers, and the 

class as a group are constantly changing, although some interactions are 
fairly routine (Cusick, 1983). 

Different strategies are appropriate at different times in the matura- 
tional development of students. Learning how to work and solve problems 
may be key at one time, whereas mastering skills in taking examinations is 
the focus at another stage in the student’s career (Woods, 1980). Turning 

points in children’s careers can change them from “drifters” to “experts,” 
or from excited students to bored ones. Peers play a major role in students’ 
self-concepts as the peers define the role of each student in the class and 
school. Unpopular teens may be labeled “nerds,” a label that is overcome 
by some teens through activities and friendship groups leading to greater 
self-confidence (Kinney, 1993). 

Martyn Hammersley and Glenn Turner (1980) have developed an inter- 
actional model that takes into account student and teacher strategies. It 
begins with an analysis of the intentions, motives, and perspectives for stu- 
dent actions. The student considers possible actions, their costs and payoffs, 
and makes a decision based on the perceived and actual consequences of var- 
ious behaviors. The teacher sets guidelines, expectations, or “frames” that 
operate in the classroom situation or that relate to specific segments, lessons, 
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or problems. Students may conform to teacher “frames” or set up alternative 
options or “frames” that deviate from the teacher’s. Whether students con- 
form or deviate depends in part on student peer-group behaviors and on 
their involvement in the lesson content (McFarland, 2004). 

The sociocultural structure of the school is also important in determin- 
ing student experiences and strategies. Recognizing this, Robert Merton 
developed a typology of students’ reactions to school goals and means (the 
school’s methods of attaining goals). Individual student reactions to school 
goals and means range from acceptance to rejection, as indicated by 
Merton’s (1957) four types: 

1. Conformity: acceptance of goals and means 
2. Retreatism: rejection of goals and means 
3. Ambivalence: indifference 
4. Rejection with replacement: something else in mind 

Peter Woods (1980) tested the goals—means typology on English public 
boarding school boys and revised the model to make it represent more of the 
variations in individual pupils’ responses. He adds to the goals—means 
typology several categories: 

1. Colonization. Colonization combines indifference to goals with ambiva- 
lence about means. The students accept school as a place where they 
must spend their time and try to maximize available gratifications, per- 

mitted and not, official and unofficial. Parts of the school system are 
acceptable to them, but illegal means may be used to cope, such as 
copying work or cheating on tests. 

2. Indulgence. There is a strongly positive response to goals and means. 
3. Conformity. This is broken down into several categories. 

a. Compliance. Students “feel some affinity for and identification with 
the goals and means.” 

b. Ingratiation. Students “aim to maximize their benefits by earning the 
favor of those with power, and are usually undisturbed by unpopu- 
larity among their peers.” 

c. Opportunism. Students show “less consistent application to work and 
frequent but momentary leanings toward other modes,” trying them 
out before settling on one. This can result in fluctuations of behavior. 

4. Intransigence. Students adopting this strategy are indifferent to the 

school’s goals and reject its means to achieve goals through rules, ritu- 
als, and regulations. They may disrupt lessons and even physically 
assault staff or destroy property. Appearance may distinguish this type 
of student—hair, dress, shoes, or boots. These students are generally 

difficult for the school to handle. 
5. Rebellion. Students reject the school’s goals and means, but they substi- 

tute others. This is common later in school careers. The replacement of 
goals makes this group less of a threat than the intransigents. 
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In this model, developed by Merton and modified by Woods, student strate- 

gies in relation to school goals and means of achieving goals are laid out for 

students in elementary and high school. At the college level, strategies differ 

because of the different demands and nature of the situation. College stu- 
dents’ coping mechanisms are oriented to the work they must complete in 
each class. Snyder (1971) documents many of the gaps between the hidden 

and formal curricula in higher education, that is, the implicit demands ver- 

sus the visible ones, which can be recognized more easily (see Margolis, 2001 

for a more recent treatment of this topic). 

Some college students quickly discover that those who master the hid- 
den curriculum, who learn to “play the system,” have learned important 
coping strategies. For example, Miller and Parlett (1976) write about “cue- 
consciousness,” the degree to which students pick up cues from professors 
on such things as exam topics and favored subject areas. They describe three 
types of students: 

1. Cue-conscious. Students who rely on hard work and luck to do well. 
They are less well prepared for exams because they try to learn more 
topics. They pick up a limited number of cues. 

2. Cue-seekers. Students who learn selectively. They often actively seek 
information from faculty and try to make a good impression while 
seeking cues as to which topics are important. 

3. Cue-deaf. Students who pick up virtually no cues about what is impor- 
tant and try to study all of the material rather than being selective. 

The researchers found a correlation between the most cue-conscious 
students and high exam scores. Some research on differences in achievement 
in higher education settings is investigating cue-consciousness as an exam- 

ple of inequality in cultural capital (Margolis, 2001; Ibarra, 2001). 
In recent years, some researchers have studied students’ learning 

styles. Each person has dominant modes of learning; if teachers are aware of 

the range of individual variations and class profiles in learning styles, they 
can plan lessons to match dominant modes or the variety of learning styles. 
Students who know their style can adapt study patterns. We learn from 
auditory, visual, and tactile stimuli, in cooperative groups, in competitive sit- 
uations, or in isolation. Several scales to evaluate learning styles have been 
developed (see Box 7.2). 

Student strategies result in a variety of individual roles and a vari- 
ety of labels: conformists, drifters, planners, retreatists, intransigents, 
rebels, teacher’s pet, nobodies, troublemakers, jocks, dumb kids, brains, 
eggheads, popular, sleepers, or hand-wavers (Jackson, 1968). Any label 
can change. Once labeled, however, a child may come to behave more 
and more in the manner associated with the label, carrying out the self- 
fulfilling prophecy(Rist, 2007). 

When evaluating student strategies, it is important to consider the 
entire system within which the student is operating, including the power 
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Learning Styles Inventory 

The following are sample statements from the Grasha—Reichman learning styles 
inventory (Grasha, 1975). (Students respond on a scale from “agree” to “disagree.”) 

1. Most of what | know, | learned on my own. 
| find the ideas of other students relatively useful for helping me to understand 
the course material. 
| try to participate as much as | can in all aspects of a course. 
| study what is important to me and not necessarily what the instructor says is 
important. 

| think an important part of classes is to learn to get along with other people. 
| accept the structure a teacher sets for a course. 

| do not have trouble paying attention in classes. 
| think students can learn more by sharing their ideas than by keeping their 
ideas to themselves. 
| like to study for tests with other students. 

10. | feel that | must compete with the other students to get a grade. 

The researchers analyze the responses of each student and of the class; with this 

information, both students and teacher have a better understanding of which style 
of learning is most effective. 

dynamics, strategies of other students and teachers, and the sociocultural 

structure or goals and means of the school. We now consider the environ- 
ment of students. 

Applying Sociology to Education: What strategies do you as a student 
use to cope with your course(s)? 

STUDENTS AND THEIR ENVIRONMENTS 

Effects of Home Environment on Educational Achievement 

A school social worker who had in her district an elementary school that 
served a poverty-stricken area told of children whose parents could not care 

for them because of their working hours, illness, or other social problems, and 
of young children who took care of younger siblings. She told of children 

who had cola and potato chips for breakfast; of children who came to school 
in winter with holes in their shoes and wet feet; and of children who had 
unexplained bruises and even rat bites. Children facing such environmental 

hardships do not have the support system necessary to do well in school. We 

all have solutions to the problem—so why doesn’t someone do something? 
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Children’s positions in school and society are determined in large part 
by their family background. Studies by Coleman et al. (1966) and Jencks et al. 
(1972), discussed below, found that one-half to two-thirds of student 

achievement variance is directly related to home variables such as socioeco- 
nomic level (Greenwood and Hickman, 1991, p. 287). Family “processes” are 

a better predictor of positive achievement and grades than all other variables 
(Dornbusch and Ritter, 1992). 

An underlying question here is how schools can meet every child’s 
needs. We know that schools use social constructs, with organization and 
language that are more familiar to middle- and upper-class children. These 
children are more likely to have home experiences supporting the values, 
attitudes, and training in cognitive skills that will help them adapt to school 
demands. During the early formative years, children learn languages, val- 
ues, and an orientation toward the world. The early home learning environ- 
ment of children is crucial; Bloom estimates that 80 percent of our potential 
intelligence is developed by age eight. Stimulating environments can help 
recover lost potential, but the process becomes more difficult (Bloom, 1981). 

Let us follow two five-year-old children of equal ability into school. 
Joey comes from a working-class family, Billy from a middle-class family. 
Why is it likely from the outset that Joey will achieve at a lower level than 
Billy? We must be ever cautious of generalizing from two cases, and we must 
be aware that there are many variations in patterns of child-rearing; yet 
research in the United States and Britain has identified some common class- 
related child-rearing patterns, and these give Joey and Billy different tools 
with which to approach the school experience. 

Joey and Billy’s differences fall into several categories: cultural capital 
they bring to school, learning right and wrong, attitudes and values, lan- 
guage ability and cognitive skills, family structure, and parent-child inter- 
action. When Joey misbehaves, his parents are quick to discipline him. The 
most common punishments are threats about consequences of his actions or 
withdrawal of privileges or belting him with a strap. Billy is also disci- 
plined, but the method is very different. His parents use reasoning, guilt, 
and shame to instill values. Joey’s socialization may be useful training for 
living in a sometimes dangerous environment, but it does not help him 
meet certain demands of the classroom situation, such as creative or inde- 
pendent thinking. 

Joey and Billy are likely to develop different language patterns. Both 
speak English, but middle-class children learn formal or elaborated lan- 
guage in addition to “public” language used in everyday conversing by both 
children. The more restricted “public” language limits the child’s ability to 
conceptualize new ideas and concepts. Formal language allows Billy to deal 
with more complex ideas and feelings (Bernstein, 1981). 

Although most parents place a high value on the education and achieve- 
ment of their children, their methods of encouraging education are different. 
Working-class parents expect their children to “behave” in school, stressing 



Chapter 7 ¢ Students 249 

conformity and obedience to authority, behaviors necessary for working-class 
jobs. Socialization of middle-class children stresses independence and self- 
direction, important in decision making and carrying out white-collar jobs. 

Family Background and Parental Involvement 

Children succeed in large part because of their family background and what 
parents do to support their children in their education. Parenting styles and 
parental expectations play crucial roles in setting the child’s educational 
agenda. Guidelines about after-school and weekend activities, television 
watching, homework, and other school-related decisions give the child 

structure and help the child set goals (Dornbusch and Ritter, 1992; Lee, 

Dedrick, and Smith, 1991). One of the most important ingredients in a child’s 
success in school is the degree of parental involvement in the educational 
process of the child. Questions concern what parental activities help or harm 
a child’s school achievement. Involvement of parents is shaped by their 
social and financial resources, their opportunities to be involved, and their 
own orientation toward education (see Figure 7.2). 

Family structure 

[Pou education 

Parental involvement in the family Standardized test scores 
Family income J Grades : 
Satisfaction Misbehavior 

FIGURE 7.2. Factors affecting parental influence on children’s achievement and 

behavior. 

Source: Barbara Schneider Parents, Their Children, and Schools. Copyright © 1993 by Westview 

Press, A Member of the Perseus Books Group. Reprinted by permission of Westview Press, a 

member of Perseus Books, L.L.C. 



250 Chapter 7 ¢ Students 

Some home environment factors that influence student achievement 
include social class of family, early home environment, parenting style, 
“type” of mother-child interaction, effect of the mother working, parent 
involvement in school decisions and activities, family and student aspira- 
tions, and number of children in the family (Rubin and Borgers, 1991). The 

more children in the family, the less time parents interact with each child. Let 
us consider several of these factors. 

Social Class Background 

Parents’ involvement in the educational process differs by social class. 
A great deal of research has focused on the “cultural capital” that chil- 
dren bring to school from their family life (Kalmijn and Kraaykamp, 1996). 
Some types of cultural capital facilitate school learning, some do 
not (Bourdieu, 1977). In fact, social class position can become a form of 

“cultural capital” leading to different schooling experiences. The cultural 
capital of middle- and upper-class children—for instance, those with 

educated mothers (Rosenweig, 1994)—provides useful resources for 
educational experiences, whereas that of the lower classes provides 
resources not valued by dominant social institutions such as education 
(Lareau, 2000). 

Higher-class parents are active in managing their children’s education 
at home and at school, whereas lower-class parents do what the schools ask 
but little more. Both sets of parents hold similar educational values, and par- 

ents are treated the same by the school. Higher-class parents, however, have 

more “cultural capital,” and if they use it, their children benefit (Oakes and 

Wells, 2004). Parents of working-class children are less comfortable dealing 
with schools and teachers than those of higher-class students, who feel more 
comfortable communicating with teachers and are more involved in school 
activities (Lareau, 1989). 

Middle-class families tend to have more educational materials at 
home—books, newspapers, magazines. These students read a lot at home 
and score higher than lower-class students on reading achievement tests. 
Their parents read, visit the library, and participate in school activities 
(Anderson et al., 1985). They also visit more museums and attend concerts, 
and provide extra educational opportunities during school breaks (Entwisle 
and Alexander, 1995); all of these are activities that reinforce values of educa- 
tion and supplement learning. 

Though children from different social class backgrounds attend col- 
leges, their cultural capital is closely related to the type of college they 
attend. Students’ choice of college is related to their family background, 
friends, and outlook on their life chances (McDonough, 1997). In addition, 
the long-term differences indicate that low-SES students’ income levels, edu- 
cational attainment, educational aspirations, and graduate school atten- 
dance were lower than those of high-SES students (Walpole, 1997). 
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Parenting Styles 

Parenting styles also affect student achievement. Authoritarian, overprotec- 
tive, and permissive parenting styles (very rigid or very lax) in the U.S. soci- 
ety are negatively associated with student achievement, and higher 
percentages of students from these backgrounds drop out of school (Taris 
and Bok, 1996). An authoritative style (guidance with reasoning) balances 
clear, high parental demands with emotional responsiveness and recognition 
of the child’s autonomy. This latter approach is positively related to achieve- 
ment (Darling, 1999). It involves a high degree of monitoring on the part of 
the parents, high support and involvement, and a high degree of psycholog- 
ical autonomy for the child (Lam, 1997). In some societies, rigidly structured 
and cohesive families are associated with high achievement (Georgiou, 1995; 
Fontaine, 1994). 

Based on her close observations of a variety of families over many 
years, Annette Lareau has described two class-related approaches to child- 
rearing: “concerted cultivation” and “accomplishment of natural growth” 
(2002, 2003). Middle-class parents, either black or white, are likely to 

employ the concerted cultivation approach with their children. This 
involved making extensive use of organized leisure activities to cultivate 
the child’s development and talents. The parents’ interactions with the child 
are usually based on reasoning, negotiating with the child about activities 
and behavior. Working class parents, again of any race, are more likely to 
use the accomplishment of natural growth approach to child-rearing. This 
entails providing all that the child needs to become whomever they were 
destined to become, but with little parental direction. Children are largely 

left to their own choices for leisure activities, and parents use directive lan- 

guage far more often than they engage in negotiation as they seek to shape 
behavior. Of course, resources are involved here, as participating in many 

organized activities requires fees and parental time and involvement. We 
saw this difference previously when we reviewed the literature on summer 
learning and its effects in Chapter 4. 

Family Aspirations 

Family and student aspirations for the future are another aspect of the influ- 

ence of class, racial, or ethnic background. Parents who set high standards and 

have high aspirations for their children are more likely to have high-achieving 

children. James Coleman and colleagues found that African American and 

white seniors had comparable aspirations; the difference was in taking the 

necessary steps to carry out their goals. African American students believed 

that they had less control over their environment and left their fate to luck and 

chance (Coleman et al., 1966), though many lower-class African American 

mothers find multiple strategies to encourage their children’s school achieve- 

ment (Rosier, 1993). From Coleman’s research in Equality of Educational 

Opportunity (the Coleman Report), the most extensive study done in the field 
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of education, comes evidence that the effects of the home environment far 

outweigh the effects of the school program on achievement. Educational 
and social class background is the most important factor in determining dif- 
ferences among students. The next most important factor is the school 
composition—the backgrounds of other children in the same school. 

Another extensive study, by Christopher Jencks and others (1972), 
reached the same general conclusion: Family characteristics are the main 
variable in a student’s school environment. In fact, Jencks’s findings indicate 
that family background accounts for more than one-half of the variation in 
educational attainment. Regardless of the measure used—occupation, 
income, parent education—family SES is a powerful predictor of school 
performance. 

Single-Parent Homes 

Children from one-parent households have lower grades, lower test scores, 
and higher dropout rates on average than those from two-parent house- 
holds; these results also are influenced by the race or ethnicity of the family, 
the educational level of the parent(s), and low level of involvement by the 
absence of a parent. Warning signs that children are likely to have problems 
in school appear as early as ages three to five in many welfare children who 
receive little cognitive stimulation and emotional support. Unless there is 
significant parental support and supervision, these factors are correlated 
with children being tardy or absent from school, not doing homework, not 
having contact with their parents, and engaging in frequent dating and early 
sex (Pallas, 1989; Mulkey, Crain, and Harrington, 1992; Cavanagh and 
Huston, 2006). 

Children who live with single parents receive less parental encour- 
agement and attention with respect to educational activities than children 
who live with both biological parents. These children report lower educa- 
tional expectations, less monitoring of school work, and overall less super- 
vision than children from intact families (Astone and McLanahan, 1991, 
pp. 318-319), 

The Role of Mothers 

Poor mothers are less likely to be involved in their children’s schooling 
because of discomfort with teachers and lack of social support (Thurston 
and Navarrett, 1996). Children who are left to make their own educational 
plans and decisions, where parents have little involvement, are more likely 
to be dropouts (Rumberger, 1990). These findings are confirmed by a study 
in the Netherlands, which reported that the negative effects of the single- 
parent family have increased since the 1980s (Dronkers, 1992). Single par- 
ents, however, who do become involved in their children’s education can 
compensate for these problems (Pallas, 1989). Recent findings indicate that 
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mothers who work part-time tend to be very involved in their children’s 
education, and their children perform at a higher rate. Full-time work affects 
after-school supervised time for the child; it is here that differences exist 
(Muller, 1991; Duncan and Chase-Lansdale, 2000). 

Other evidence shows the impact of involvement of mothers in the 
schooling process. For instance, mothers with an 8th-grade education dis- 
cuss similar strategies to other parents for encouraging their children’s 
school achievement, but their use and implementation of these strategies 
differed by their socioeconomic level. College-educated mothers “man- 
aged” their children’s high school schedule by selecting college preparatory 
courses. High-socioeconomic-background children do better in the school 
system partly because their parents have better management skills (Baker 
and Stevenson, 1986). In fact, some middle-class parents may try to “con- 
trol” schools and take action if a child is having problems, whereas lower- 

class parents feel helpless and alienated in their interactions with schools 
(Lareau, 2000). 

A question of concern to many families is the effect of working mothers 
on the achievement of children. Study results are mixed, and many variables 
are involved such as the number of hours worked and intensity of the work, 

care of children, and the socioeconomic level of the family (Williams, 1993). 

Summarizing the major findings, we can say that working women provide 
positive role models and their children often score higher on achievement 
tests (Radin, 1990). More specifically, African American, single, working 

mothers have a positive effect on the achievement of African American ele- 
mentary school children. Working mothers from African American two- 
parent families have little effect on children’s achievement. Findings show 
little relationship between a mother’s occupation and her daughter’s occupa- 
tional aspirations, perhaps because many mothers’ occupations were routine 
jobs. When the mother was in a female-gendered occupation, however, 

the daughter was more likely to aspire to a female-gendered occupation 

(Mickelson and Velasco, 1998). 

The Number of Siblings 

The number of children in the family is another variable that affects school 

experience, especially the years of schooling that a child completes. Parents 

with smaller families offer children greater intellectual and educational 

advantages. We know that boys who come from families with a small num- 

ber of siblings have more mobility; that is, they more often complete more 

years of schooling than did their fathers. The more siblings in a family, the 

more diluted the parents’ attention and material resources (Blake, 1991), and 

the lower the achievement (Hanushek, 1992). 

Children from families with a small number of siblings “gain many 

advantages of a personal nature, including markedly higher verbal ability, 

motivation to perform in school, a preference for ‘intellectual’ extracurricular 
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activities, a family setting that is typically conducive to study and academic 
pursuits, and encouragement to go to college.” Those from families with 
a large number of siblings, “on average, have lower verbal IQs, perform 

less well in school, engage less in intellectual extracurricular activities 
and more in sports and community activities, are less likely to be encour- 
aged to go to college, and, as a consequence, are more dependent on being 

shored up by familial status if they are to graduate from high school” (Blake, 
1986, p. 416; Conley and Albright, 2004). 

Schools play a role in making it possible to involve parents (Spencer, 
1994, p. 5f). Not all schools are welcoming; teachers are overworked and par- 

ents add one more layer to the workload (Dornbusch and Ritter, 1992). Some 

parents expect too much from teachers or are downright abusive (Ostrander 
and Ostrom, 1991, p. 37). However, there are constructive ways to involve 

parents both in the education of their own children and in the school pro- 
gram (Epstein and Dauber, 1991, p. 289). 

Applying Sociology to Education: What can families do to enhance 
the academic achievement of their children? 

Students make up the largest group of school participants and, therefore, 
have the major role in influencing the achievement level and climate of the 
school. The importance of understanding their roles is to know what they 
bring to the school in terms of environmental influences and what they take 
out of the school in terms of preparation for participation in society. 

Summary 

The largest group making up the school system are students. Schools exist to 
socialize students into productive roles in the larger society. This chapter 
deals with a variety of aspects of the student role. 

I. Characteristics of Students 

Minority student enrollments are increasing in primary and secondary edu- 
cation in the United States. Students are caught between school, peer, and 
the family expectations, affecting student achievement. Student subcultures 
and friendship patterns can influence a student’s self-concept and achieve- 
ment in school, as can social class and gender. Students learn their roles early 
in school—in nursery school or kindergarten—and carry out these roles 
throughout their school careers. Each new group is processed as a cohort or 
class. Some students face conflicting expectations between teachers and 
administrators representing adult authority, and peers. Students cope with 
expectations by adopting different roles in classrooms; they may be apa- 
thetic, alienated, or go along with the school program. For those who have 
problems with the system, failure is possible. 
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Il. School Failures and Dropouts 

Some students fail. These are the students who are most at-risk to drop out 
of school. Home problems, pregnancy, second-language issues, gang affili- 
ation, immigrant status, poverty, and feeling alienated from the school sys- 
tem can all lead to dropping out. Youth join gangs for protection and 
belonging; many gangs are involved in illegal activities, and their influence 
can spill over into schools. Though their numbers may be small, their 
impact on schools can be great, creating fear, violence, intimidation, drug 
use, and gang recruitment. In order to control the influence of gangs, 
schools try to influence the learning environment so that it is more accept- 
ing of at-risk students, but at the same time protect schools for the other 

students. The Safe Schools Movement develops programs to reduce vio- 
lence and the threat of violence in schools. Some students are retained or 
suspended from schools; often those students are more at risk for dropping 
out. Several suggestions for reducing these problems are given. 
Employment can be helpful or harmful to student achievement, depending 
on the type of work and the number of hours worked. Dropouts face a dif- 
ficult future; therefore, trying to keep students in school is an important 
goal. Conflict theorists argue that school prepares students for their social 
class status in society. 

III. Students and the Informal System 

Self-concept impacts a student’s achievement. Low expectations in a school 
or classroom result in low achievement. The value climate of the school 
influences expectations; schools do make a difference in student achieve- 

ment, and characteristics of effective schools are discussed, such as teachers 

setting high standards. Teacher expectations of students and peer-group 
influences compete to affect student achievement. High school athletic 
groups are one example. Ability grouping can influence student peer group- 
ing, not always with positive results. Coping strategies, discussed by interac- 
tion theorists, refer to ways students interpret and respond to school 
expectations. One model for looking at student strategies considers students’ 
goals and means as related to their achievement. 

IV. Students and Their Environments 

Environments refer to influences outside the school that affect the student’s 

role in the school. For instance, home environment has a major impact. 

Whether the student receives support from home, role models, and other 

requirements to do well in school will impact on achievement. When parents 

are involved in their children’s schooling, children’s achievement is higher. 

Involvement of parents differs by social class and parenting styles. Family 

aspirations for the future also influences student achievement. More highly 

educated mothers, for instance, take a more active role in managing their 

children’s education. Whether a mother’s working affects the child’s 

achievement varies. Number of siblings also can affect achievement, with 

smaller families giving more attention to each child. 

Many factors, then, affect the student’s achievement in school. 
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Putting Sociology to Work 

1. Discuss how teacher expectations have affected your education or your chil- 

dren’s education. 
. What peer groups or cliques were evident in your high school? How did these 
affect the attitudes toward school and achievement levels of the students 

involved? 

. How can a child’s self-concept affect his or her learning? Give a specific case 

example. 
. Interview parents from several different backgrounds—class, minority status, 

gender. Ask about their involvement in their children’s schooling and what their 
philosophy of being involved is. 

. What are the most important influences in the lives of students you know—your 
children, siblings, others you know—their families, peers, or other influences? 



eH A]P TE R 8 

The Informal System 
and the “Hidden 
Curriculum” 
What Really Happens in School? 

inger held back tears as her father left her at the Ist grade class- 
room door. Would she know any classmates or make friends? Like 

& the teacher? Understand the rules? Be successful? These questions 
go through the minds of students as they face new challenges that may 
mean success or failure. Remember your first day in a new school year or 

new school? These memories are vivid and lasting because we invest a 

tremendous amount of time and energy in adjusting to schooling. During 

our time as students, we spend more than 1,000 hours each year in school 

(Jackson, 1968). Probably our clearest memories of school are the high and 

low points, not the daily routine. Ask your friends what they remember 

about early school experiences and you will hear about winning the 

spelling bee; standing in front of the class to recite a poem, getting deten- 

tion for nothing; searching for the hamster that got loose in the school and 

missing math period; falling on the playground and getting stitches; star- 

ring in the school play and forgetting the lines. These highs and lows help 

make up our attitude toward schools and how we shape our school expe- 

rience. They are part of the informal system. In this chapter we look at sev- 

eral aspects of the informal system of schools, those unplanned 

experiences that happen apart from or as a result of the formal, planned 

curriculum of schools. 
We tend to define ourselves in relation to those around us in school— 

our peers and teachers. We are tested, rewarded, accused, cajoled, punished, 

favored, ridiculed, praised, or mocked. And possibly, we fail. John Holt 

257 
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(1968) discusses this topic and in doing so points out some of the variables 
that shape children’s school experiences: 

They are afraid, above all else, of failing, of disappointing or dis- 
pleasing the many anxious adults around them, whose limitless 
hopes and expectations for them hang over their heads like a 
cloud. They are bored because the things they are told to do in 
school are so trivial, so dull, and make such limited and narrow 

demands on the wide spectrum of their intelligence, capabili- 
ties, and talents. They are confused because most of the torrent 
of words that pours over them in school makes little or no sense. 
It often flatly contradicts other things they have been told, and 
hardly ever has any relation to what they really know—to the 
rough model of reality that they carry around in their minds. 
(pp. xiii, xiv) 

Our beliefs about school are affected by the teacher, by the atmosphere 
of the classroom, by events taking place outside the school, and by our own 
perceptions and interpretations. Yet most of us have not given much thought 
to our beliefs about school. Social scientists and educators have not paid 
much attention to this topic until recently. Judging by the scarcity of studies, 
students’ beliefs about school would seem to be of little concern; after all, kids 
must go to school, so why question how they feel about it? What good would 
it do anyway? Schools have functions to perform and they cannot always be 
to the liking of students, who probably do not know anyway what is impor- 
tant to learn. 

The informal system covers topics ranging from coping strategies of 
individual students and teachers at the microlevel of analysis to the structure 
and culture of schools at the macrolevel. Because the informal system per- 
meates every aspect of education, we can only give examples of what this 
system is and how it works. 

THE OPEN SYSTEMS APPROACH AND THE INFORMAL 
SYSTEM 

The internal system of the school has both a formal part, consisting of roles 
and structure, and an informal aspect. Consider the model shown in 
Figure 8.1, and note the interaction between the internal system and the 
environment, which is discussed further in Chapter 9. Our topics in this 
chapter cover several aspects of the informal system: the hidden -‘curricu- 
lum and reproduction theories, pedagogical “codes,” educational climate 
and effective schools, peer cultures and peer-group influences, the school 
as an informal agent of socialization, power dynamics in the school, and 
student and teacher coping mechanisms. 
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ORGANIZATION 

Internal system 

Structure: hierarchy, rules, regulations 

-_* INPUT —| Roles: administrators, teachers, students OUTPUT 
Informal System: hidden curriculum, climate, 

power relations, unanticipated consequences 

ENVIRONMENT 

School board Technology 
PTA Political-economic trends 

Teachers’ unions Religious beliefs 
Bonds, levies Cultural values and ideology 
Community pressure groups Social movements and fads 
Government regulations Population changes 

ola ell FEEDBACK LOOP ~ 

FIGURE 8.1 The open system of schools. 

The Hidden Curriculum 

Under the organized, structured curriculum lies another, the three Rs: rules, 

routines, and regulations of the “hidden curriculum,” as demonstrated in 

the syllabus outlined in Table 8.1. Most of us have had similar questions as 
we entered each new class and evaluated each new teacher. The name hidden 
curriculum was coined by Philip Jackson, (1968) and the concept has been 

used for many years by educators, sociologists, and psychologists in describ- 

ing the informal system of schools. Snyder (1971) refers to the “implicit 

demands (as opposed to the explicit obligations of the ‘visible curriculum’) 

that are found in every learning institution and which students have to find 

out and respond to in order to survive within it” (p. 6). 

TABLE 8.1 Syllabus for Course 101 
———— 

Actual or Visible Curriculum Hidden Curriculum 

Instructor: Name Instructor: What should | call the instructor? 

Texts: Names Texts: Do we really have to have them and read them? 

Course topics: Listed Course topics: What is the instructor really going 

to teach? 

What is he or she really interested in? 

Requirements: Requirements: 

Readings What do | really have to do to get by? 

Projects Will it help if | speak up in class? 

Exams Will it help if | go see the instructor? 

Bibliography Bibliography: Am | really supposed to use this? 
Sn nnn EEE 
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Many alternative adjectives exist for the “hidden” curriculum: unwritten, 
unstudied, tacit, latent, unnoticed, and paracurriculum. In David Hargreaves’s 

(1977) analysis of the research done on the “paracurriculum,” he finds two 
major categories: (1) the social-psychological aspects of the paracurriculum 
from functionalist-conservative or radical-conflict points of view; and (2) the 

sociological aspects from a functionalist-conservative account or the more 
radical-conflict position. We will refer to these perspectives in our discussion of 
the informal system. 

From the systems perspective, the hidden curriculum is one part of the 
total system, and we can understand it only by understanding the context or 
school setting. We now review some of the elements that make up the infor- 
mal system. Important elements of the hidden curriculum have been identi- 
fied in higher education settings as well (Margolis, 2001). 

Reproduction Theory and the Informal System 

To conflict theorists, the social control function of the hidden curriculum 
reproduces the social class of students (Bowles and Gintis, 1976); for instance, 
working-class students learn to cope with boredom in schools, which enables 
them to endure a life of boredom on the job. They learn through the hidden 
curriculum that they are “written off” in the educational system. 

The hidden curriculum contains a social and economic agenda that is 
responsible for separating social classes, giving elites more freedom and 
opportunity, and training non-elites to accept their lot as obedient, punctual 
workers. Most students learn to accept their political-economic system as 
best, whatever their position within it. 

Anyon (1980) documents the differences in school experiences and 
expectations by describing several types of elementary schools in contrast- 
ing communities, from working-class to professional and executive elite 
schools. Although many outward similarities exist, the hidden curriculum in 
each school addresses the “needs” of the social class represented by the 
majority of students in the school. 

1. The working-class school stressed following the steps of a procedure, 
mechanically, by rote, with little decision making, choice, or explana- 
tion why it was done a particular way. Grading is based on following 
procedures. 

2. The middle-class school stressed getting the right answer. There is 
some figuring, choice, and decision making; for instance, asking the 
children how they got an answer. 

3. The affluent professional school stressed creative activity carried out 
independently, with students asked to express and apply ideas and 
concepts, and think about the ideas. 

4. The executive elite school stressed developing analytical intellectual 
powers, reasoning through problems, conceptualizing rules by which 
elements may fit together in systems, and applying these to solving 
problems. Included here is successful presentation of self. 
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Anyon points out that these aspects of the hidden curriculum are 
preparing the students for their future productive roles in society. The 
working class is being prepared for future wage labor that is mechanical 
and routine, the middle class for bureaucratic relations to capital, the pro- 

fessionals for instrumental and expressive roles that involve substantial 
negotiation, and the elite for analyzing and manipulating the system. In 
conclusion, the hidden curriculum prepares students for their future roles 

in society. 

MacLeod (1995) describes the life of two groups of young men ina 
poor housing project in Chicago. In his ethnographic study, he observes, 
“hangs out with,” and interviews members of the groups; his focus is on 
their relationship to their schooling, the barriers to success in school and 
life, and how they reproduce their life chances by their actions. In 
another ethnographic study, Lubeck (1984, p. 230) reports on early child- 
hood education, documenting the importance of the use of time and 
space to transmit adult values. The differences between the Head Start 
and other child-care settings she studied illustrate the importance of 
values for reproducing class. In Head Start settings serving low-income 
children, time and space tended to be more rigidly structured for the 
children than in other centers where children had some control. 
The meaning for the students is in the long-term results of reproducing 
their class status. 

But the hidden curriculum is not so hidden. In report cards sent home, 

schools make explicit judgments of the behaviors and attitudes of pupils 
along with the academic evaluations we normally associate with report cards. 
Typical of report cards in the early grades are assessments of the child’s 

“work habits and behavior,” and include individual grades for categories 

such as: works well independently; is organized; puts forth good effort; talks 

at appropriate times; completes work on time; completes homework, 

expresses ideas clearly; participates in class discussions; shows respect of oth- 

ers; works and plays well with others; follows classroom and school rules; lis- 

tens attentively. Students are expected to learn how to behave as 

students—learning no less important than the academic learning for which 

schools test. 
Teachers need cooperative students; with 20 or more children in a room 

with one adult, cooperative students are a must. This necessity does not vary 

by the social standing of the parents, but is an organizational requirement of 

all schools. As Anyon and others have pointed out, however, not all schools 

are alike in the real academic and behavioral expectations they have of stu- 

dents. Schools serving more affluent students create environments for those 

children that can be vastly different from the environments of schools serv- 

ing poor students. 

Students at all levels of education develop coping mechanisms or 

strategies for survival within the structure of contradictions—delays while 

much of the day is spent waiting to hurry up, or denials when students are 

told the many things they cannot do. Students try to find the approved 



262 Chapter 8 ¢ The Informal System and the “Hidden Curriculum” 

responses among the mixed messages; successful students become adept at 
beating the system (Holt, 1968). 

Applying Sociology to Education: Describe “the hidden curriculum” 
in your educational setting and in the courses you are taking. 

THE EDUCATIONAL “CLIMATE” AND SCHOOL 
EFFECTIVENESS 

Let us enter the school again as we did when we discussed the formal school 
system. However, this time we are looking for the informal aspects of the 
system. We can observe only a handful of situations, but these few will pro- 
vide examples of the informal system within schools. 

“Climate refers to a general social condition that characterizes a 
group, organization, or community, such as the general opinion in a com- 

munity” (Brookover, Erickson, and McEvoy, 1996, p. 26), as it affects what 

happens in schools and classrooms and as it contributes to effective schools. 
Put less formally, climate and culture are the unofficial happenings and the 
atmosphere that pervade each educational setting—warm and accepting, 
strict and intolerant, large and impersonal. The concept of organizational 
climate has interested researchers since the 1960s; early research indicated 
that attention to the school climate could influence student academic 

Much student learning takes place outside the classroom in interaction with peers. 
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achievement. Therefore, understanding conditions or environment needed 

to maximize student learning became a focus of researchers in both the 

United States and other countries (Johnson et al., 1999). Some elements of 

the informal system are fairly easily observed: the school’s architecture, 
open versus closed classrooms, ability grouping, age grading, and team 

teaching. Many of these are discussed elsewhere in the text. Others are not 
so easily observed. Here we are particularly interested in the educational 
“climate” or “culture” as it affects the experience of school participants. 
Factors both inside and outside the school influence the value climate, our 

first topic. 

The Value Climate 

What affects students’ motivations, aspirations, and achievement? Why are 
some schools more productive than others? Do peers have more influence 
over students than teachers and parents? It is difficult to unravel this inter- 
locking group of questions, for the variables are closely interrelated and no 
single one can provide an answer. Each major research project concerned 

with the value climate has included slightly different research questions, 
variables, methods, and settings, resulting in conclusions that are often 

diverse and even contradictory. Although this is a field in the process of 

development and change, the studies cited here show the relationship of 

value climate to home environment, self-concept, achievement, and 

teacher expectations, and illustrate some of the major interests and find- 

ings in the field. 
Schools teach more than reading, writing, and arithmetic. Both the 

formal and informal organization include lessons in values and morals. 

Philip Jackson and colleagues (1993) studied practices in schools that pass 

on moral values to students. For instance, teaching of morals as a part of 

the formal curriculum of public schools was almost absent. Though les- 

sons in morals came up within the curriculum content of other subjects, 

seldom was the purpose of a lesson to instill moral content. Moral educa- 

tion came in other forms, such as the rituals and ceremonies in schools— 

speakers on drug abuse, pep rallies, graduations, the Pledge of Allegiance, 

or holiday celebrations such as Martin Luther King Day. Visual displays of 

signs, pictures, and posters contained moral messages such as “Take pride 

in what you do” and “Peace on Earth,” promoting a kind of “bumper 

sticker morality.” At times teachers would interject moral lessons into the 

day: commenting on a theft, act of cruelty, or poor sportsmanship are 

examples. 

Some moral messages were not taught, but absorbed as part of the edu- 

cational environment. For instance, each classroom and school has its dos 

and don’ts—rules, regulations, customs, and traditions. Verbal and non- 

verbal cues let students know when their behavior is unacceptable. It is 

through these messages that students learn the informal lessons of school. 
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The School Climate and Effective Schools 

Many aspects of schools are familiar: corridors, classrooms behind closed 
doors, a big clock, signs directing us to the school office. But there is some- 
thing unique about each school’s environment or atmosphere, something 
intangible. This forms the school climate. 

SCHOOL CULTURE. Each school has a culture of its own, like a miniature 

society. This is part of school climate. It consists of the values, attitudes, 

beliefs, norms, and customs of those making up the system. Each school’s 

culture includes its rituals and ceremonies (Waller, [1932] 1961). A key pur- 

pose or function of this culture is to bring about a group feeling of loyalty. 
Pep rallies, cheering at athletic events, assemblies, singing, devotions, fire 
drills, honors and awards ceremonies, opening exercises, commencement, 

and even passing to classes constitute ceremonies common to most schools, 

but these are unique in each school. Many ceremonies take place around ath- 
letics; athletes are often leading figures among the students and may even be 
given special privileges and status in the school. Similar ceremonies are 
found at the college level in fraternities and sororities; they distinguish par- 
ticipants from the more “serious” world of academics and professors, and 
provide a buffer between the two. 

In many places students are assigned to a public school by place of res- 
idence. The school culture reflects the immediate community in which the 
school is located and its students’ characteristics. The racial and socioeco- 
nomic segregation of residential communities means that schools often differ 
widely in the kinds of students they serve and the environments that are cre- 
ated (Saporito and Sohoni, 2006; Kahlenberg, 2001). Increasingly, parents 
and students are being offered a choice of schools to attend. Schools usually 
differ according to a theme or an emphasis reflected in their curriculum. 
While these choices may be offered more frequently at the secondary level, 
they are common in cities at the middle and even elementary school level 
(Fuller, Elmore, and Orfield, 1996). As students and their families make 
school choices, they influence the culture of the school they attend. 

Norms in both the school setting and the larger culture encourage dis- 
tance between teachers and students. A new teacher who tries to be too 
friendly to students may receive sanctions from teachers, ranging from teas- 
ing to ostracism. In most school situations, teachers maintain distance as a 
sign of authority, and perhaps also to discourage close relations, which 
might lead to indiscretions between students and teachers. In many new 
small middle and high schools, however, teachers are encouraged to develop 
and maintain more personal relationships with students, on the theory that 
such relationships are likely to encourage and motivate students to remain 
engaged in school and to perform better (Committee on Increasing High 
School Students’ Engagement and Motivation to Learn, 2003). This “person- 
alism” seems to help create a more positive environment for students and 
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produces better attendance and feelings about school, but whether academic 
performance is boosted remains uncertain. Such personal relationships with 
students, however, may also be associated with questions about appropriate 
boundaries between students and teachers and may be associated with early 
teacher burnout as was addressed in Chapter 6 (also see Freedman, 1990). 

Teachers represent the culture of the adult society and the dominant 
group; students have a more limited cultural boundary centered on age-peer 
group, school, and local community. The worldview held by the two groups is a 
separating influence. Teachers are considered “different” by students; mystique 
surrounds them. Recall your impressions of various teachers, the rumors that 
circulated about them, and nicknames they were given. Students make their 

own culture, which is passed on to each new generation entering the school; it 
involves language, dress, humor, music, games, and hazing (Corsaro, 2005). 

SCHOOL LEARNING CLIMATE. We can all document problems found in 

schools, but how do we define effective schools? Learning climate refers to “the 
normative attitudinal and behavioral patterns in a school which impact on the 
level of academic achievement of the student body as a whole”—teacher expec- 
tations, academic norms, students’ sense of futility, role definitions, grouping 
patterns, and instructional practices (Brookover et ali71996; p. 28): Ihe concept 

of effective schools addresses both formal structural variables and informal cli- 
mate variables, recognizing the interrelationship between the two. 

Pervading all of these characteristics is the idea that a positive school cli- 
mate emphasizes and rewards academic achievement, the importance of 
scholastic success, and the maintenance of order and fair discipline. 

Complementing these should be positive home-school relations: a support- 

ive home environment for students, involvement of parents with the school, 

and support of students doing homework (Epstein, 1995). Some researchers 

refer to the degree which a school surrounds its students with “academic 

press.” Successful schools put academic achievement on top of their priorities 

and seek to infuse all their activities with opportunities to learn the curricu- 

lum that, increasingly, is assessed via tests which can determine whether the 

individual student will be promoted to the next grade. Phillips (1997) points 

to the personalism described above and to academic press as potentially in 

conflict with each other. She asserts that the findings from her research sup- 

port the positive outcomes (higher attendance and achievement) and are 

associated with schools with higher levels of academic press. These relation- 

ships within the school and classroom context make up the system of educa- 

tion that must be manipulated at the local, state, and national levels to 

improve schools and make them more effective (Levine and Ornstein, 1993). 

Applying Sociology to Education: Based on what you have learned 

about effective schools, what needs to be changed to make your commu- 

nity schools more effective? 
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Classroom Learning Climate 

The class has often been described and viewed as a self-contained system, 
sealed off from society. Psychologists and sociologists have concentrated on 
the “one teacher—-many students” model, rather than viewing the classroom 
in a broader context advocated by the open system model. The classroom 
also has been equated with a crowd situation (Jackson, 1968, p. 10): many 

people in close proximity and a central figure trying to maintain control, 

often through the use of discipline. Whatever the model, the dynamics of 
classroom behavior cannot be understood unless the importance of the envi- 
ronment is recognized. Did Johnny have breakfast this morning; did Linda 
have an argument with her best friend; are Stephen’s parents separating; 
does the teacher have personal or professional problems? 

The learning climate is made up of routines imposed on students in 
classrooms in order to maintain control and discipline. In fact, the instruc- 
tional patterns are remarkably similar. Students often play passive learning 
roles and are not actively involved in thinking or in hands-on activity. 
Teachers can take into account different types of intelligences and learning 
styles, however, in teaching to student needs (Lazear, 1992). Teachers call the 
shots and determine the activities. If they believe they can make a difference, 
they usually do (Weber and Omotani, 1994). 

Classrooms, because of their structure and organization, assume cer- 

tain behaviors and attitudes on the part of students—delayed gratification, 
for example, and support of group cohesion and purpose over individual 
desires. These attitudes are not taught easily in school but are necessary 
components of the teaching situation. Children must begin to acquire the 
behaviors and attitudes necessary for classroom learning before coming to 
school. The school experience can be meaningless for “unprepared” chil- 
dren. Problems in families, lack of discipline in some homes, and the influ- 
ence of television have not aided the adjustment to traditional classrooms. 
Preparation for school can no longer be assumed by teachers. What can be 
done to prepare students? Suggestions range from solving societal-economic 
problems in order to increase family stability, to “deschooling society,” as 
described in Chapter 13. 

Today, many children have school-like experiences in day-care centers 
and pre-school programs. According to Hernandez, from 1940 to 1987, the 
“proportion of preschoolers who did not have a parent at home full-time 
nearly quadrupled from about 13 to 50 percent, and by 1987 about 40 percent 
of preschoolers were regularly cared for by someone other than their par- 
ents” (1993, p. 11). Thus, non-family settings are familiar to many children, 
but that does not mean they are well prepared for school when they enter 
kindergarten or the first grade. ; 

Students understand their classroom experiences in many different 
ways, most of which are influenced by relations among students. Especially 
for early adolescents, social and personal development needs suggest that 
cooperative learning activities are important and effective (Gilmore and 



Chapter 8 * The Informal System and the “Hidden Curriculum” 267 

Murphy, 1991). These activities, usually based on group learning designs, are 
especially appropriate for heterogeneous classrooms, composed of children 
with a wide range of levels of prior learning or in which disabled children 
are mainstreamed (Cohen, 1994). 

Classroom climate can produce antischool feelings, especially in competi- 
tive, restrictive classrooms, or it can produce students who are motivated 

toward self-improvement, academic success, and enjoyment of learning. 
Where student motivation is low, increasing teacher concern and involvement 

may reduce classroom problems. An unfortunate downward trend in positive, 
encouraging teacher behaviors occurs, however, as students progress through 
levels of school. By the high school years, “the frequency of teacher praise, 
encouragement, connection with guidance, and positive interaction with stu- 
dents had dropped by nearly 50 percent from the number of observed occur- 
rences at the early elementary level” (Benham, Giesen, and Oakes, 1980, p. 339). 

In extended observations of a number of high school classrooms in two 
schools, Daniel McFarland closely studied when the teacher’s control of the 
classroom was challenged. His findings support the conclusion that resist- 
ance is likely to arise when instructional formats give students access to 
public speech and when students have powerful social networks of friends in 
the class. He found that the social opportunities of some kinds of learning 
tasks, coupled with political opportunities of networks, enable students to 

consistently undermine and redirect classroom affairs. “The results suggest 
that resistance behavior is more the result of classroom organizational 
features of social networks and instruction than student ‘alienation’ factors 
and is therefore rectifiable through classroom management” (McFarland, 

2001, p. 612; also see McFarland, 2003). 

CLASSROOM CODES: INTERACTION IN THE CLASSROOM. A major process in 

the school system is interaction. Messages concerning expectations, power 

relations, and attitudes toward others and the learning process are passed on 

through verbal and non-verbal cues. The type and extent of classroom inter- 

action is related to teacher styles, which can be grouped into three types: 

e Authoritarian: Formal power is vested and used by the teacher. 

¢ Democratic: Students are involved in the decision making that affects 

classroom activities. 

° Laissez-faire: There is general freedom in the classroom. 

The daily student-teacher interactions and interpersonal relations 

determine the atmosphere of the classroom. In the average classroom a rou- 

tine develops, though a day ina classroom is seldom really routine. Consider 

the fact that between 300 and 600 interactions take place in one hour of class 

time. Consider also that for every spoken message there are several unspoken 

messages given through tone, gesture, and facial expressions. The silent 

language can tell us more about the atmosphere of the classroom than any 

spoken words. 
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Basil Bernstein, an English sociologist who has written extensively 

on processes in schools, was concerned with the formal and informal 
processes that take place in classrooms, the rules that govern interaction, 

power relationships between teachers and students, and how these relate 
to the social class of students. He argued that these classroom dynamics 
lead to the social reproduction of class (Bernstein, 1996). Classrooms, he 

contended, have interaction “codes”—rules, practices, and agencies regu- 

lating communication that determine the distribution of power. Code 
refers to a “regulative principle which underlies various message systems, 
especially curriculum and pedagogy.” Pedagogy refers to the transmission 
of knowledge, usually through structured curricula. Among the codes are 
hierarchy—the interaction between the transmitter (teacher) and acquirer 

(student); the sequencing and pacing, or progression and rate, at which 
information is transmitted; and the criteria, or whether the student 

accepts as legitimate or illegitimate what is being transmitted in the edu- 
cational process. All of these factors affect the student’s learning. Control, 
then, relates to the power structures and social division of labor. Those 
who control what knowledge is transmitted in the curriculum also have 
control over how knowledge is transmitted—the materials, organization, 
pacing, and timing of knowledge transmitted and received (Bernstein, 1990). 
“That schools require an elaborated code for success means that working 
class children are disadvantaged by the dominant code of schooling, not 
deficient . . . difference becomes deficit in the context of macro-power 
relations” (Sadovnik, 2001). 

Ina test of Bernstein’s concept of “pedagogical codes,” Kalekin-Fishman 
(1991) studied the way messages are transmitted between teachers and stu- 
dents in kindergartens in Germany and Israel. The “noise” patterns in class- 
rooms reflected the goals and structure of classrooms. For instance, a teacher’s 
authoritarian directives resulted in more controlled noise patterns, with chil- 
dren speaking when permitted. This pattern was more effective in some set- 
tings, such as working-class areas, in bringing about desired results. Teachers 
as “facilitators” produced more “white noise” or undifferentiated sound in the 
classroom, because students were freer to talk with fewer direct teacher com- 
mands. The different pedagogical codes do affect the learning environment 
and the reproduction of social class. While more work needs to be done on 
these processes, it is clear from McFarland’s and Kalekin-Fishman’s research 
that classrooms cannot be taken for granted—they are complex and highly 
interactive settings in which student learning and behavior are often problem- 
atic, especially as students get older. 

Student Friendship and Interaction Patterns in the Classroom 

Who students “hang out” with is an important part of the informal experience 
in schools. These friendship patterns affect each student’s peer-group affilia- 
tion and in turn aspirations for educational attainment. Student friendship 
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patterns and interactions vary depending on whether the classroom is struc- 
tured in an open or a traditional manner. Open, flexible, and democratic class- 

rooms stress the affective or emotional growth of students (Grubaugh and 
Houston, 1990), whereas traditional classrooms are teacher-centered and often 

stress learning the basics. According to a study of friendship patterns 
(Hallinan, 1976), affective classrooms include increased interaction and shared 

activities, more uniform distribution of popularity among students, and an 

increased opportunity for students to be good at some task. Open classrooms 
encourage more and longer-lasting friendships. Hallinan considered the con- 
text in which students meet friends in traditional and open classes. Students in 
open classes had fewer best friends (Hallinan, 1979), but more general friend- 
ships. In traditional classrooms, children have potential friends who are seated 
near them because of imposed seating assignments. 

Friendship patterns begin in preschool; children develop friendships in 
the course of their play, and these patterns continue through childhood 
(Evaldsson and Corsaro, 1998; Corsaro, 1994; also see Boocock and Scott, 

2005). Having friends is related to popularity of young children and facili- 
tates socioemotional growth and behavior (Walden, Lemerise, and Smith, 

1999). For adolescents, having a best friend is important as a source of 
mutual intimacy and provides acceptance, understanding, a place for self- 
disclosure, and mutual advice. Loyalty and commitment become increas- 
ingly important aspects of friendships as adolescents become older. 

Peer social status and friendships do not necessarily go hand in hand. 
Some rejected, neglected children have friends, and some popular children 
do not. The point is that all children need social peers and close friends to 

feel that they belong; to the extent that teachers can facilitate these relation- 

ships, children’s achievement may improve (Vandell and Hembree, 1994). 

There are clear differences between female and male popularity and 

friendship patterns: Females are closely knit and egalitarian, sharing intima- 

cies and problems; males are loosely knit, with clear status hierarchies based 

on shared activities such as sports (Corsaro and Eder, 1990). Popularity of 

boys and girls in elementary school relates to gender socialization. Boys 

achieve high status because of athletic ability, coolness, toughness, social 

skills, and success in cross-gender relations. Girls are popular because of 

their parents’ socioeconomic status, their appearance, social skills, and aca- 

demic success (Adler, Kless, and Adler, 1992; also see Thorne, 1993). 

Eder (1985, Eder et al., 1995) describes a hierarchy of cliques that are evi- 

dent among girls in junior high school. Popular girls avoid interactions with 

lower-status girls, but this engenders dislike toward the popular girls, hence 

a cycle of popularity. Many girls want to appear friendly and interact with 

people they dislike to avoid a “snobbish” or “stuck-up” label. Adolescent 

boys are often insensitive and aggressive—patterns they adopt as part of the 

stress on competitiveness for success (Eder et al., 1995; Thorne, 1993). For the 

most part different experiences of girls and boys in elementary school class- 

rooms result from gender-role expectations; there are subtle differences in 
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teaching boys more self-reliance and independence and girls more conform- 
ity and responsibility (Brophy, 1985). 

The organizational structure of the school can also affect interactions. 
For instance, tracking or ability grouping constricts the number and variety of 
students with whom one comes in contact, influencing student contacts such 
as racial interactions in schools where groupings break down along racial 
lines. Interracial friendships are important as a training ground for future 
work environments and as an influence on college aspirations and atten- 
dance. The closer the peers, the greater the influence, especially in the same 
track and gender (Hallinan and Williams, 1990). Teachers often manipulate 
the classroom situation in order to have better control over interaction pat- 
terns of individuals or groups of students. Moving seats, rearranging desks, 
and regrouping students all influence interaction patterns and climate. The 
educative value of interracial and cross-class contacts has increasingly been 
identified as an important objective of schools and colleges. In fact, it formed 
one of the most important arguments in the Supreme Court's ruling in favor 
of affirmative action at the University of Michigan (Moreno, et al., 2006). 

Special events or organizational changes can alter the classroom rou- 
tine and also affect classroom participation: when a substitute teacher comes; 
when a child moves from one reading group to the next level group; when 
the principal visits the classroom; when testing days are held; and when the 
school has a special assembly or holiday program. 

SEATING ARRANGEMENTS AND PHYSICAL CONDITIONS IN CLASSROOMS AND 
SCHOOLS. A persistent question in the field of school facilities planning is 
the relationship between the building environment and the performance and 
behavior of users, particularly students (Earthman and Lemasters, 1996). 
Evidence points to the influence of classroom structure and school condi- 
tions in the achievement of students. 

Most classrooms are set up so that the teacher is the center of activity; 
students face the teacher and are placed so that maximum attention can be 
focused toward the central point. In this way, students’ attention can be bet- 
ter controlled by teachers. If a student is inattentive, or a group of students is 
disruptive, seat reassignment may solve the problem. 

The location of a student's seat affects both that student’s behavior and 
the teacher’s attitude toward the student. Students focus better on individ- 
ual tasks when they are in rows; one study showed that time on task went 
from 75 percent in rows to 56 percent in groups, back to 79 percent when 
reorganized into rows. For some tasks, sofas and effective room decor, such 
as popular posters, create an optimal learning environment. The message is 
that the seating arrangement is most effective when it matches_the task; 
group seating is most appropriate for cooperative learning tasks (Hastings, 
1995; Arnold, 1993; Marx, Fuhrer and Hartig, 1999). 

Studies from elementary schools to college classrooms show that stu- 
dents sitting in the front or center of the classroom participate more and 
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achieve better. These students are also regarded more highly by teachers and 
peers. Teachers tend to be more permissive in their verbal interactions and 

use fewer formal directives with pupils who are near the front. In college 
classrooms, students in these positions tend to be brighter and more inter- 
ested, to get better grades, and like the instructor better, perhaps because 
they can see and hear better, are more involved, and can watch and partici- 

pate more. Yet for some students seating choice is related to the need for pri- 
vacy (Pedersen, 1994; Stires, 1980); they may select seats out of the main 

focus area. 
Attention has also been paid to the physical conditions that produce 

the best working conditions, including open-space programs, school build- 
ing age, thermal factors, visual factors, color and interior painting, hearing 
factors, windowless facilities, underground facilities, site size, and building 

maintenance (Earthman and Lemasters, 1996). Estimates indicate that 

25 percent of learning is dependent on the physical environment (Hayward, 
1994). Researchers found that the most important factors affecting student 
performance and achievement were the thermal environment, lighting, ade- 
quate space, and equipment and furnishings, especially in science education. 
The ideal temperature for optimum learning in the classroom is about 20°C, 
with variability depending on such factors as activity, clothing, and amount 

of stress. Little research has been done on lighting, though windowless 
schools are not considered advisable. Even the “electrical atmosphere,” or 
ionization of the climate, has been suggested as a factor that affects learning 
and performance, with negative ionization thought to be beneficial (Kevan 
and Howes, 1980). Other factors, such as types of seats, wall color, shape of 

room, music and noise level in and outside the classroom, all have some 

affect on learning, though evidence in this field is scanty. Figure 8.2 shows 

physical conditions that may affect learning. Note the relationships sug- 

gested between adaptive, organismic, and physical factors. 

Concerns about classroom and school health hazards abound. The U.S. 

General Accounting Office (GAO) prepared a study of state-by-state condi- 

tions of school facilities, which examined the condition of buildings, envi- 

ronmental conditions, and other variables related to safety (General 

Accounting Office, 1996). Estimates are that one in eight schools is old, dilap- 

idated, and in poor condition for learning; and 25 percent lack adequate 

space, maintenance, and safety. But funds to repair buildings are lacking. 

Building contaminants such as carbon dioxide, carbon monoxide, water 

vapor, nitrogen dioxide, asbestos, formaldehyde, bioaerosols, bioeffluents, 

lead, and radon exist in almost every school building (Greim, 1991, p. 29). 

A look at one of the largest school systems in the United States, New 

York City public schools, illustrates the problems of aging facilities. The sys- 

tem is trying to provide for a large increase in student enrollment while 

improving conditions of old buildings. Unfortunately, the results are not 

positive. In the 1990s, already crowded school buildings grew more 

crowded; class sizes increased; the conditions of buildings deteriorated; and 
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FIGURE 8.2 Schematic representation of factors to be considered when determining 
human thermal environment. 

Source: Rohles, F. H. “Environmental Ergonomics in Agricultural Systems,” Applied Ergonomics, 
Vol. 16, No. 3, 1985, pp. 163-166 (chart p. 163). Reprinted with kind permission from Elsevier 
Science Ltd., The Boulevard, Langford Lane, Kidlington 0X5 1GB, UK. 

academic achievement remained poor, with average reading and math 
scores at least one grade level below average. The average class sizes in 1996 
were 32 or more in high schools, 26 in grades 4 through 9, and 29 for kinder- 
garten through grade 3 (Rein, 1997). By 2006, progress on reducing these 
class sizes had been made. According to official statistics, high school classes 
averaged between 27 and 29 students, while grades 4 through 9 averaged 
25.7, and kindergarten through grade 3 averaged 21.1 (Citywide Class Size 
Report by Program and Grade, 2007). 

SIZE OF SCHOOL AND CLASSROOM. One assumes that “smaller is better” in 
the classroom; that smaller classes mean fewer control problems, less work 
for teachers, and more interaction and communication between teachers and 
students. There is evidence at the elementary level (K-3) that reduced class 
size does enhance achievement. In fact, the federal government spent 
$1.2 billion in 1999-2000 on the administration’s “Class Size Reduction 
Initiative” and several states including California and Tennessee have intro- 
duced programs to lower class size at the elementary level (Sullivan, 1998). 
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Tennessee’s Project STAR (Student/Teacher Achievement Ratio) began in the 
1991-1992 school year, and reduced class sizes in grades 1 to 3 to a ratio of 
one teacher for fifteen students. The Lasting Benefits Study (Nye et al., 1994), 
an evaluation of the project, revealed that reduced class size increased 
achievement and improved instruction (Achilles, Harman, and Egelson, 
1995), and those effects lasted at least through 5th grade. Minority and inner- 
city students gained the most (Black, 1999). 

Another question to ask is “what happens in small classes and small 
groups within classes?” Schools with smaller class sizes and fewer students 
per teacher have more positive classroom climates, a factor associated with 
higher achievement. Classrooms in which children teach each other specific 
material in small groups also have high achievement levels. However, teach- 
ers do not always take advantage of the smaller class size to create climates 
more conducive to learning (Galton, 1998); teacher training is important to 
maximize learning potential in small classes. 

As early as 1974, smaller school size was recommended by the Panel on 
Youth (Coleman et al., 1974, pp. 154-156), chaired by James Coleman, 
because of the impact on social interactions. Since that time, other studies 
have pointed to the benefits of small schools, including greater interest in 
school activities, higher achievement levels, and more social equality 
(Griffith, 1995; Lee, 1995). Students can play a more active role in school life, 

and interact more informally with teachers and administrators in smaller 
schools. In contrast, the climate in large schools leads students to be more 
passive with adults, to be followers, to depend on others to manage their 

affairs, and to have fewer leadership opportunities. Percentage of participa- 
tion decreases with increased size of the school. Certain types of activities, 
such as hobby clubs, can increase in size to include any number, but other 
activities—athletic teams, music, and drama—are inelastic; students attend- 

ing larger schools are at a disadvantage because a smaller percentage of the 
school population can participate. At the same time, small schools have to 
limit the number of extracurricular activities they sponsor. At one new small 
school visited by an acquaintance of one author, the prospective student said 
after a tour, “I might not make the basketball team, but I would like for the 

school have one.” 
In the last decade or so, several major foundations, such as Gates and 

Carnegie, have given out hundreds of millions of dollars to help estab- 

lished new small schools and to break up large ones into smaller schools- 
within-schools. New York City, for example, has founded over 150 of these 
schools, most enrolling no more than 500 or 600 students. Some schools are 

free-standing and have newly renovated space and others are located on 
floors or wings of large buildings where they have to share the library, 

science classrooms, the cafeteria, and other necessary facilities. As noted 

earlier, the logic for this reform has centered on research that has shown 

that existing small schools have a more positive social environment and 

some research also found higher levels of achievement among students 
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attending the smaller schools. The older model of a comprehensive high 

school providing a variety of curricular tracks to a large group of students 

has been criticized for trying to do too many things at once, without doing 
any of them well. College preparation, vocational education, and general 
education curriculum have little in common. With a more narrow curricu- 
lar focus, critics say, schools can be more personal and more academic. 

According to recent research, however, the formula for creating these 

more effective small schools, especially schools-within-schools, has eluded 

the managers of urban school systems. It is still fairly early in the reform 
period, but several studies are now urging caution in the widespread adop- 
tion of this reform (Lee and Ready, 2007). The enthusiasm of several of the 
foundations supporting the reform is waning (Thompson, 2005). A major 
problem of comprehensive high schools was that their curricular tracks were 
stratified, with college-prep tracks having the highest status. Often, the 
theme-based schools-within-schools recreate this stratification across the 
small schools, with a science and math emphasis school, for example, being 

selected by the higher achieving students, and others sorting themselves 
among the rest of the schools. Lee and Ready stress the need to have options 
for students that are of equal educational value, each with a primary aca- 
demic core. Finally, they found no necessary connection between small 
schools and new and more effective teaching methods. Small size does auto- 
matically produce improved teaching or learning, though it does seem to 
produce school environments that students and teachers prefer (Xiaofend 
and Mayer, 2005). 

ARCHITECTURE OF SCHOOLS. Architectural designs reflect the purpose that 
a building is to serve; in turn, the design influences activities within a build- 
ing, and how these will interact with surrounding activities and buildings. 
School architectural style and sites make schools stand out among build- 
ings, indicating their distinct function. Whether school buildings are 
squeezed between other buildings or located on sprawling campuses, their 
fenced-in area or other physical separation distinguishes them from the 
community at large. Some educators object to this physical isolation from 
the surrounding community. Separation isolates schools from valuable 
interactions with the wider community. Yet it serves the function of concen- 
trating students in one place for one specific activity (“An Architectural 
Revolution,” 1990, p. 9). 

Based on the book Savage Inequalities (Kozol, 1991), the video “Children 
in America’s Schools” provides the visual companion, showing the condi- 
tion of many schools—overcrowded; underheated; condemned buildings 
with paint chips, asbestos, and pipes falling down; leaks in roofs and walls; 
and torn-up, dated textbooks. It raises questions about the learning that can 
take place when the surroundings are poor and even dangerous. 

The school is composed of many dynamic parts that fit together, from 
buildings that make possible certain interaction patterns to the atmospheres 
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or climates that influence the learning process. All these are part of the com- 
plex informal system of education. We now turn to another major aspect of 
the informal system: power relationships. 

Applying Sociology to Education: Describe what you would call an 
ideal school in terms of architecture, size, and physical conditions. 

POWER DYNAMICS AND ROLES IN THE INFORMAL SYSTEM 

In the classroom there is a delicate balance between formal expectations and 
informal processes. Many rules prescribing formal behavior in schools are 
informally transmitted. Some argue that this informality serves the school 
and classroom well; the classroom is less bureaucratic than many formal 

organizations (Dreeben, 1973), providing a transition from home to work- 
place. When students are not hampered by formal rules, they are more likely 
to unconsciously assimilate rules. Through this informal process students 
learn to deal with the formal and informal expectations of organizations. 
Broadly defined, power refers both to actual practice that promotes teacher 
and adult interests, and to informal threats that need not always be exercised 
in order to control or secure desired outcomes. 

Theoretical Explanations of Power Dynamics in the Classroom 

The theoretical approaches that have been discussed in other chapters are 
also important in discussions of power dynamics. Functional theorists 
emphasize the consensus resulting from the socialization function of the 
classroom as it prepares students for societal roles (Parsons, 1959). 

Another primary function is that of selection and allocation, which begins 
in elementary classrooms and continues throughout schooling. Not only 
achievement but also obedience and cooperation are important aspects of 

schooling. Children learn quickly what is expected of them, and their 
cooperation makes the school system work. Those most successful in 
meeting achievement and behavioral expectations do best in the school 

system. Students are “selected” according to how successfully they have 
been socialized into the system and how well they cooperate with those 

in power. 
Conflict theorists have other interpretations of classroom dynamics. 

They see a power struggle between school staff, representing the domi- 

nant group and values of the adult world, and students who must be con- 

trolled, coerced, and co-opted using a variety of strategies. The theme of 

conflict in the classroom is dominant in Waller’s book, written in 1932 

(1961). He describes the difference between adult and student cultures, 

mechanisms to maintain the social distance between the two, and the 

“battles” in classrooms over requirements. 
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Capitalism, which demands that schools prepare a loyal, docile, disci- 
plined workforce for society, is seen as a societal force behind the “coercion” 

in classrooms: 

Schools foster types of personal development compatible with 
the relationships of dominance and subordinancy in the eco- 
nomic sphere . . . through a close correspondence between the 
social relationships which govern personal interaction in the 
workplace and the social relationships of the educational system. 
(Bowles and Gintis, 1976, pp. 11-12) 

From this perspective, conflict is seen as built into the dynamic system. 
Power influences how “cultural capital” is transmitted and reproduced. 
Teachers control the use of space and time, initiate interactions, and define 

the rules. Thus, the routines and rituals of schools represent the dominant 

value system that the schools are passing on to young people. Those who are 
successfully selected, classified, and evaluated in school are likely to be suc- 
cessful in society as adults (Bernstein, 1990; Bourdieu, 1977). Part of the rea- 

son for the convergence of minority and dominant groups in higher levels of 
educational achievement is the conscious passing on of cultural capital from 
parents to their children; this may prove to be an effective means of upward 
mobility for less privileged minority groups (Kalmijn and Kraaykamp, 
1996). Parents of minority students “play their hands” in a variety of ways, 
depending on the interplay between the individual parents and the particu- 
lar school that is dealing with their child (Lareau and Horvat, 1999; 

Fordham, 1996; Yonezawa, Wells, and Serna, 2002). 

Schools alone do not determine their own internal power structure or 
their unequal outcomes. Rather, we must view schools within the larger soci- 
etal context of social class, ideological, and material forces (Apple, 1980). 
Some of the recent “reforms” of education coming from government sources 
and justified by conservative ideologies and policies are exacerbating 
inequalities (Apple, 1996, 2006), yet educational theorists have spent little 
time analyzing the impact of power systems outside schools. 

From the interactionist perspective, each member of the class has a dis- 
tinctive perception of the world of the classroom. Each individual’s plan of 
action is dependent on how she or he views the world and responds to it 
(Hatcher, 1998). Many factors affect perceptions. Consider Howard Becker’s 
classic study of Chicago teachers (Becker, 1952). Their perceptions of stu- 
dents were related to cultural differences and class origins among pupils, 
which in turn related to the degree of trouble teachers had with students. 

Students are often labeled early in their school careers and put into 
rigid, inflexible tracks. For instance, one teacher grouped students into 
“tigers, cardinals, and clowns”; labels given were internalized by pupils 
and acted as a self-fulfilling prophecy. Tigers received the most positive 
interaction, whereas those in lower groups were given less attention. The 
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groups were correlated by researchers with students’ social class, tigers 
being from higher classes than the other groups (Gouldner, 1978). These dif- 
ferent expectations based on class influenced the selection and allocation 
process, with students from lower-class backgrounds at a disadvantage. 
Another indication of the effect of labeling on student behavior is seen in a 
study of individual student’s perceptions of their teachers’ disapproval; 
perceptions of teacher disapproval are related to more delinquency (Adams 
and Evans, 1996). 

Student perceptions of their own chances for success influenced their 
decisions about what role to play in school. For example, some studies show 
that the “climate” in all-women’s classes is more conducive to women’s par- 
ticipation if separation does not lead to different opportunities and values 
(Stromquist, 1995, p. 423). Issues surrounding women’s education continue 

to generate controversy and research, as discussed in Chapter 4. In another 
example, Hatcher (1998) discusses how students from different class posi- 
tions perceive education opportunities through very different lenses, and 
make their choices, such as to apply or not to demanding courses or pro- 
grams, rationally according to their judgment of the likelihood of a positive 
payoff in relation to the effort required. 

Teacher Strategies and the Informal System 

“Classroom management’ refers to the entire range of teacher-directed plan- 
ning, managing, and monitoring of student learning activities and behavior. 
The school climate incorporates not only collective classroom management 
by the staff, but also schoolwide rules and norms for defining and enforcing 
proper student behavior” (Brookover et al., 1996, p. 184) (see Box 8.1). 

Different teacher strategies are necessary in each new circumstance. The phi- 
losophy of the teacher and school, the organization of school and classroom, 

available resources, number of students and their interest level—all affect 

the goals and strategies of teachers. 
Martyn Hammersley and Peter Woods outline several alternative tech- 

niques or strategies that may be used by teachers to deal with classes: 

1. Formal organization implies that the teacher is the center of activity; 
typical strategies are to have students recite material, or do question- 
and-answer and written work. Informal organization implies groups 
of students working together and more interaction between class 

members. 
2. The teacher may supervise student action and intervene when devia- 

tion occurs. Alternatively, the teacher may act more as participant. 

3. The teacher may make use of orders and demands backed by coercion 

and the authority of the position. Alternatively, the teacher may make 

personal appeals to the rights and obligations of any person, backed by 

legitimate resources. 
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Research On Effective Schools 

“Teachers 

e ... at the beginning of the year or course. . . review key concepts and skills 

thoroughly but quickly; 
use different materials and examples for reteaching than those used for initial 

instruction . . . more than a rehash; 
reteach priority lesson content until students show they've learned it; 

provide regular focused reviews of key concepts throughout the year; 

select computer-assisted instructional activities that include review and 

reinforcing.” 

Source: From Brookover, Wilbur et al., Creating Effective Schools: An In-Service Program. Holmes 

Beach, FL: Learning Publications, Inc., 1996, p. 140; and Cotton, K. Effective Schooling Practices: 

A Research Synthesis 1995 Update, Northwest Regional Educational Laboratory, 1995. 

4. Class or school tests may be used for comparison of student perform- 
ance. Alternatively, there may be no formal assessment. Many com- 

monly used informal strategies of grouping are based on age, ability, or 
“troublemakers” versus random grouping based on student choice, 

friendship groups, or no formal grouping (Hammersley and Woods, 
17 DS): 

Techniques employed by teachers influence the climate of the classroom and 
type of learning taking place, though on many dimensions there is no clear 
evidence which technique is more effective. 

Students often challenge teacher authority, and teachers often end up 
going further in adjusting to students than students to teachers. Students in 
lower tracks, according to Mary Haywood Metz, most often use physical and 
verbal disorder strategies in challenging, whereas those in higher tracks test 
the teacher’s mastery of the subject. Students challenge teachers on the ground 
where they feel most competent (Metz, 1978, pp. 91-92). New teachers, even 
when armed with the best training and teaching techniques, must experience 
the realities of the classroom to develop their own strategies to meet goals for 
their classes. 

Consider the task of getting and keeping student attention. Teachers 
have plans in mind for the activities and lessons of the day, but they must 
convince students of the importance of the lessons and motivate them to 
comply—and even to participate. Time on and off task is related to class- 
room management; “teachers in typical classrooms lose approximately 
50 percent of their teaching time because students are off task or otherwise 
disrupting learning” (Charles, 1999, p. 107). Studies of effective schools find 
that teachers can save wasted time by having well-planned and paced les- 
sons, making quick transitions between topics, using students to do some 
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simple tasks and paperwork, establishing daily routines, and using other 
time-saving techniques (Brookover et al., 1996, pp. 185, 198). 

The teacher must defend the lesson from disintegration and internal 
defection. The student is being asked to pay attention to the “official 
environment”—that is, what is going on in the class directed by the 
teacher—rather than to a friend, comic book, or other distraction. In the 
typical situation, teachers are at the front of the classroom with students 
facing them. They watch for inattention and may use strategies such as 
questioning to get attention. Students may attempt to disguise illicit 
activities. Today, many schools ban cell phones because students may use 
them to surreptitiously send text messages to their friends about assign- 
ments or test questions. Teachers can exert power in the form of control 
over valued things—recess, physical education, games. 

Most people perceive deviant students as detrimental to the classroom 
situation. Some teachers, however, find that using disruptive students as a 

“resource” may turn them into an asset. Deviants are products of the social 
organization of the classroom; by considering three factors in their place in 
the total social context, teachers may discover how to manipulate the class- 
room structure to their benefit: (1) how ranks of deviants are established; 

(2) how deviant status is maintained; and (3) how deviants contribute to 

maintaining order or gain from their disruptions (Stevenson, 1991). 

Students today have a need to be entertained; they expect instant grat- 
ification. Attention spans are shorter. They need more attention, are harder 

to please, have higher expectations of teachers, are less willing to put forth 
effort to learn, and are motivated by external rather than internal rewards. 

Applying Sociology to Education: What coping strategies do(es) your 

professor(s) use in class? 

DECISION MAKING IN THE CLASSROOM. We have discussed teachers’ roles 
in the educational system in Chapter 6 and the effect of teacher decisions and 
actions on students’ achievement in Chapter 4. Implicit in these discussions 

is the teacher’s role as primary decision maker in the classroom. What really 

happens in the classroom and what influences the decision-making process 

is complex. Much of the research on this topic comes from “interaction” 

theorists and the “new sociology of education” and focuses on the dynamics 

of classroom interaction and how individuals perceive the situation. It is not 

easy to observe these dynamics, but, despite methodological difficulties, the 

“how and why” of decision making is now a topic of concern. 

Most of a teacher’s decision-making behavior is almost instinctive, 

based on experience. But teachers do have decision-making strategies, con- 

scious or unconscious. They may be “situationally specific decisions, or 

negotiative strategies,” used to deal with special circumstances that arise. 

Teachers’ strategies, especially those of the new teacher, are often based on 
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a textbook ideal world. Students deviate from ideals, however, forcing 

teachers to deviate from their ideal models to more realistic strategies for 
the situation. 

Using a role conflict model, which focuses on incongruities in the 
teacher’s role, we can see how decision making is influenced not only by the 
views and expectations of students, parents, other teachers, and administra- 

tion, but also by teachers’ own definitions of the task to be performed. 
Teachers must consider what they can and cannot, will and will not do. They 

may exploit rules, use their expertise, and bargain to gain power. Decision 
making is a complex process influenced by many interacting elements. 
Teacher dissatisfaction and burnout are increased when teachers are given 
little control in determining the classroom environment (Lee, Dedrick, and 

Smith, 1991) or get less support from the principal and other administrators 
(Liu and Mayer, 2005). 

The importance of recognizing the informal system of schools—the 
hidden curriculum, the educational climate, power dynamics, and other 

topics—is in understanding aspects of the educational system that lie 
beneath the surface. This chapter has provided a few examples of this large 
part of education. Also crucial to dynamics of schools is the environment, 
our next topic. 

Summary 

To understand the processes taking place within the school and classroom, 
one must be aware of the informal system, an important area of social 
research. In this brief discussion, we have attempted to acknowledge its 
importance for complete understanding of the system and its integral part in 
a systems approach. 

I. The Open Systems Approach and the Informal System 

The hidden curriculum of the informal system includes the curriculum stu- 
dents learn that is not part of the formal curriculum—implicit demands, val- 
ues, latent functions. Some conflict theorists argue that schools reproduce 
students’ social class, largely through the hidden curriculum, though many of 
these demands and values are explicit on school report cards. Students expe- 
rience schools differently depending on their class backgrounds. 

II. The Educational “Climate” and School Effectiveness 

The climate or atmosphere of schools and classrooms includes the school’s 
architecture, type of classroom, ability and age grouping, and other aspects 
of the school. Value climate influences motivations, aspirations, and achieve- 
ment of students. Factors such as home environment, self-concept, and 
school values influence the effectiveness of schools. The school culture is dis- 
tinctive in each school. Interaction patterns in classrooms are also part of the 
climate. Factors, such as gender, that affect interaction are discussed. 
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Ill. Power Dynamics and Roles in the Informal System 

Power dynamics are present in any hierarchical system. In schools a look at 
the teacher-student relationship acquaints us with some of the issues. Both 
students and teachers develop coping strategies to deal with the dynamics. 
Power in schools can be actively used or can be seen as latent potential to 
keep students in line. Functional theorists argue that students learn societal 
roles by cooperation with adult-enforced rules, whereas conflict theorists 
feel that there is constant potential for conflict because of power dynamics. 

Teachers attempt to maintain a delicate balance between overt use of 
power and gaining student cooperation. Teachers must make decisions 
about strategies to use in the classroom; numerous factors affecting these 
decisions are discussed. The strategies used range from power to subtle cues 
to changing the physical or social arrangement of the class. 

In order to understand how educational systems work, an understand- 

ing of the informal system is essential. 

Putting Sociology To Work 

1. Interview a sample of students concerning their outstanding memories of school 
experiences. 

2. Describe the student peer subculture in your high school and college. Were there 
social isolates, and can you recall their characteristics? Compare your high school 
with a high school today through observation or interviews. 

3. What were some roles students played in your high school? Talk to some students 

about roles they play today. 
4, What are some strategies used by teachers you observe in high schools to get 

students to cooperate? 



CHAPTER 9 

The Educational 
System and the 
Environment 
A Symbiotic Relationship 

ur environment surrounds us. It engulfs us. No one and nothing exists 
in a vacuum, for we cannot exist outside our environment. It includes 

all of those individuals and organizations that shape us—family, 
religion, politics and the legal system, economics, health care, communities, 

trends in society, and many other influences that affect our lives—and those of 
our schools. Each person’s environment differs because of our different experi- 
ences, just as the environment differs for each educational system. What makes 
our environment unique depends on our background experiences, the family 
into which we were born, and the individuals and institutions with which we 

come into contact. Similarly, each school environment is unique. 
As college students, our environment sets out certain role expectations: 

pay tuition, take classes, study, receive grades, and eventually graduate. 
Events related to one part of the environment and set of behaviors or roles 
will affect the other roles we play because they are all interrelated. Let us 
suppose that we have an important exam coming up. We may experience 
role conflict because of time pressure. Perhaps our family or friends will be 
neglected; perhaps we will decide not to spend much time studying for the 
exam in favor of attending a party with friends. Every element of our envi- 
ronment is affected by demands from other elements. 

In this chapter we consider the meaning of environments and exam- 
ples of institutional environments of schools. As part of the larger societal 
system, school systems are surrounded by pressures from ideological 
groups, political systems, economic conditions, and other trends in society. 
Each sphere of society is interrelated; schools cannot ignore the political, 

282 
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economic, and cultural-ideological spheres that make up their environ- 
ments (Apple and Weis, 1986). 

THE ENVIRONMENT AND THE EDUCATIONAL SYSTEM 

Think of children as sponges, waiting to absorb the knowledge presented to 
them, and many parts of the environment—government, community pres- 
sure groups, religious and other special-interest groups—demand input into 
what children are taught and how they are taught. Therefore, educational 
systems have many pressures from these environments. Schools are particu- 
larly vulnerable to environmental influences where issues relate to their 
function of socializing the young. 

Population changes, technological advances, fads, and social move- 

ments are examples of environmental factors that influence the educational 
system. In the 1960s, there was much experimentation with avant-garde 
educational programs in the United States, producing ideas that influenced 
the public schools. In the 1970s, there was great concern with establishing 
more discipline in schools; “back-to-basics” became the theme. The 1980s 
and 1990s brought accountability and proficiency testing of teachers and 
students. In the beginning of the twenty-first century many of the same 
issues persist—accountability, testing, and efforts to achieve opportunity 
for all students to succeed are major influences on schools. 

In our discussion of the internal workings of the system, we consid- 

ered the connection between the many individual positions people hold in 
educational systems and the structural units of the school organization. The 
point is that no organization, unit, or individual can exist without being 

dependent on and influenced by the environment. Figure 9.1 emphasizes 
the relationship between the organization and its environment. 

All individuals and organizations depend on their environments in 
order to survive and to provide organizational needs; in turn, they affect the 

environment in which they live by leaving personal or institutional imprints 

on individuals and institutions. 

EDUCATIONAL 
==> OUTPUT 

INPUT ——*! ORGANIZATION aaa 

ENVIRONMENT 

School board Technology 

PTA Political-economic trends 

Teachers’ unions Religious beliefs 
Bonds, levies Cultural values and ideology 

Community pressure groups Social movements and fads 

Government regulations Population changes 

FEEDBACK LOOP ~— 

FIGURE 9.1. Environment of school systems. 
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The interdependence of organization and environment can be seen 
clearly in many systems. Consider the complexity of a system such as New 
York City and the chaos that occurs when one part of that system malfunctions 
(Rogers, 1969); if the power goes out, or the sanitation engineers, subway 

workers, telephone operators, or schoolteachers go on strike, the city’s interde- 

pendent structure breaks down and all parts of the system are strained to the 
breaking point. New York City’s school system is complex and changing. Until 
recently, the schools were controlled by an appointed board and 32 local 

elected community boards, with their own superintendents and staff. Those 

were all eliminated and the mayor was given total control of the system by the 
New York Legislature in 2003. The system employed 92,287 teachers in 2007, 
with an additional 17,368 instructional aides, and several thousand adminis- 

trators and support staff (librarians, counselors, technicians); it served about 
1.1 million students (NYC Board of Education, 2007). The school budget is 

paid by 50 percent local revenues, 43 percent state revenues, and 7.3 percent 
federal moneys (NCES, 2005). Interdependence of parts of this tremendous 
school system forces it into a delicate balancing act between competing com- 
munity interests. 

Types of Environments 

Some parts of our environment are more important to our survival than others; 

these are immediate environments. Less important to survival are secondary 
environments. Our families are key to our emotional, physical, and financial 
well-being, whereas a Friday night party is not a matter of survival for most of 
us. For school organizations, the relevant parts of the environment fall into a 
number of categories: government, including local, state, and national legisla- 
tures and agencies; the judicial system; financial support units; the “physical” 
community surrounding each school, including the demographic composition 
(age, sex, religion, race, and social class); interest groups in the community; the 
technological environment, including teaching innovations and new scientific 
research; consumers of educational system products, such as those who hire 
graduates or incorporate new knowledge from educational systems; and reli- 
gious institutions. 

The distinction between immediate or primary environments and less 
crucial secondary environments is not always clear. Importance can change 
over time, but the fact remains that there are differing degrees of impor- 
tance in environmental factors. Recognizing this allows us to single out 
those environmental factors that most affect decision making in a school 
system at any one time. The school is affected less as environmental units 
become farther removed, just as ripples in a pond become weaker as they 
move out from the center. 

Organizations are not closed systems but depend on the environ- 
ment for resources, materials, people power, and, ultimately, existence. 
The importance, or salience, of environmental units for educational 
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FIGURE 9.2) Environmental Salience Varies over time and between school districts 

systems can be illustrated as a continuum (see Figure 9.2). The salience of 
environmental units will vary depending on the individual school situa- 
tion being considered. 

Another point needs to be explained. We generally consider the indi- 
viduals who fill positions in the schools—the administrators, teachers, 

students, and support staff—to be parts of the internal organization. These 
groups fill the positions in the internal structure of the school and carry out 
the processes of the school. They also provide the bases for the informal 
relationships in the school. However, there is no question that each of the 
position-holders in the school brings a unique background and personality 
into the school, which could be considered an “environmental influence.” 

(Some sociologists consider students as clients of the school system, and, as 

such, they became a part of its environment.) Further, some school person- 

nel, such as principals, school counselors, and social workers, carry out 

roles to provide a bridge between the school and the home or community 
environment. These “boundary-spanning” roles facilitate the movement of 
ideas and products in and out of the school system and are essential in 
maintaining relations and contact with the environment. 

To summarize, the importance of environmental units must be viewed 

as varying in degree; some are crucial to the well-being, even survival, of the 

organization at a particular time. Effects of problems in one sector of the sys- 

tem’s environment or in relations with the environment will have ramifica- 

tions for other sectors, depending on that part’s salience to the survival of 

the system. 
In this chapter we focus on the institutional environment of the school: 

family, religion, the economic system, political and legal systems, and com- 

munity influences. There are many elements in any school’s environment, 

from the individuals who make it up to the ancillary organizations that sur- 

round it, put pressures on it, and provide services to it. 

Applying Sociology to Education: List some influences from various 

types of environments on your local schools. Categorize these into pri- 

mary and secondary environments on a continuum. 
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SCHOOL SYSTEMS’ ENVIRONMENTS: INTERDEPENDENCE 
BETWEEN INSTITUTIONS 

School officials deal daily with issues from their external environments. / 
Consider the interactions between families, religion, the judicial system, the 
political and economic systems, and special-interest groups: 

e Parents, community members, and the federal government, disen- 

chanted with schools, are demanding that schools and teachers become 
accountable for the education they are providing. This has resulted in 
school districts’ and states’ requiring standardized tests to measure 
achievement levels. 
Are parents violating any unwritten rules if they send their children to 
nonaccredited religious schools? Should both “scientific creationism” 
and evolutionary theory be taught in schools? 
Courts in numerous districts are dealing with questions regarding the 
separation of church and state: Can public school districts provide such 
services as transportation, remedial classes, and counseling to reli- 

giously affiliated schools? 
Financing schools leads to controversies when some districts have 
more property tax money for education than others. 

Hot debate rages in communities between special-interest groups rep- 
resenting differing points of view on minority studies, selection of text- 
books, role of the schools in sex education, and numerous other issues. 

In this section we look into some examples of environmental pressures and 
resulting issues affecting schools: home and family influences; the institution 
of religion (church and state); the economics of education (financing 
schools); politics and legal institutions; and communities and their schools. 

Home and Family Influences on Schools 

When children walk into the school building they bring with them ambition, 
motivation, pressures, expectations, physical and mental strengths or weak- 
nesses, and sometimes abuse, insecurities, stress, and other problems. 
Therefore, knowledge of the social and family context that students bring 
into school is essential for teachers in dealing with students and a key part of 
the school, classroom, and students’ environment. In Chapter 7 we discussed 
the influence of the family on achievement of students. Here we reempha- 
size the link between the family institution and education. 

Many families balance work and parenting. They must find reliable 
child care for preschool children. 11.6 million (63 percent) of the 18.5 million 
children under five years were in some type of regular child care arrange- 
ment in 2005, 40.2 percent were with relatives and 26.5 percent outside of the 
home in organized care facilities (Johnson, 2005). Because of the variety of 
types and quality of early childhood care settings, the U.S. Congress passed 
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the National Child Protection Act of 1993 to help safeguard young children 
in child care from abuse when they are outside the home. 

The “curriculum of the home” refers to the development of attitudes 
and habits that support learning and the value placed on personal develop- 
ment. This informal curriculum is influenced by family size, reading mate- 
rials and reading at home, vocabulary development, time spent watching 
TV, parental involvement in school decisions, and family resources. 

Children who live in poverty “are exposed to about 13 million words used 
by their parents, mostly in simple sentences. Affluent parents speak to their 
children in more encouraging language . . . poor parents often use punitive, 
authoritarian language. . .” (Kamil and Walberg, 2005). The preparation 
children receive in the “home curriculum” has a major impact on their suc- 
cess in school. 

About 2 million children actually go to school at home in the United 
States, and the numbers of homeschooled children are estimated to be grow- 
ing by 15-20 percent a year (Bauman, 2001). This educational movement is 
the largest change in recent years, surpassing voucher and charter school 
programs in numbers and creating new educational institutional forms. 
Public schools in a growing number of states are allowing homeschooled 
children to participate in individual courses, sports, music, and other extra 

curricular activities and support services. Both states and private organiza- 
tions are developing curricular materials for homeschooled children, and 
courses on the Internet are mushrooming. 

Two types of homeschooling dominate; one stems from the liberal 
alternative school movement, the other from the Christian day school move- 
ment; both originated in the 1960s and 1970s. Although very different in 
their philosophies, both are concerned with control over children’s educa- 
tion and the importance of family in society today. This social movement 
with leaders and supporting curricular materials has developed organiza- 

tional strategies for pursuing their goals, and most parents of homeschoolers 

receive support from local and national groups. On state and national tests 

most homeschooled children are quite competitive, and they go on to suc- 

ceed in colleges (Stevens, 2003). 

For students who attend public or private schools, the key finding is 

that the higher the parents’ involvement in their children’s schooling, the 

higher the overall academic performance of the children. Parents affect 

children’s educational achievement and aspirations in several major 

ways. The socioeconomic background of the family makes a difference: 

Some parents are isolated from what is required for school success and 

their patterns of interacting with children do not fit the school culture 

(McDermott, 2003/2004; Souto-Manning and Swick, 2006). Boys and girls 

are strongly influenced by the “defining” behavior of parents through 

which expectations for appropriate behavior are established (Cohen, 

1987). Also important, especially for girls, is “modeling,” or emulation, of 

parents. Family influence is strong across social class, but mothers with 
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higher educational status are more involved in school activities, have 

more contact with teachers, and choose college-preparatory courses for 
their children. Again, the major finding of studies is that children of par- 
ents who are involved in schools have higher school performance levels 
(Stevenson and Baker, 1987; Baker and Stevenson, 1986; Cotton, Kathleen 

and Karen Read Wikeland, 2001). Children from homes and neighbor- 
hoods considered “socially deprived,” however, experience negative 
effects on their educational attainment (Cooper, Lloyd-Reason, and Well, 

2003; Epstein, 1987a,b, 1988b). 
Parental involvement in schooling is also correlated with children 

going farther and doing better in school; home environments that encour- 
age learning are more important than income or education level of par- 
ents. Reading experiences at home such as reading aloud to children 
increases the chance of reading success; parents who talk to their children 
about school encourage school success; parental involvement in monitor- 
ing and organizing the child’s time, helping with homework, and dis- 
cussing school problems helps children; and in addition to higher 
achievement, parental involvement results in lower absenteeism and 
improved behavior (National Education Association, 2007; Michigan 

Department of Education, 2002). Thus, developing school and family part- 
nerships enhances learning and helps children succeed in school and later 
life. Researchers at The Center on Schools, Family, and Community 

Partnerships at Johns Hopkins University suggest the types of involve- 
ment discussed in Box 9.1 (Michigan Department of Education, 2002). 

Parents’ investment in their children and support for higher education 
are related to parents views of status attainment. Some parents perceive 
children as an investment, following the “human capital theory.” Others 
view payment for education as “resource-dilution,” often related to how 
many children are in the family compared with available resources. Parents 
tend to be more willing to pay for higher education for their children if their 
parents paid for their education and they believe this to be a responsibility; 
they are also more willing to pay if the number of children in the family 
does not drain their resources (Steelman and Powell, 1991). 

Applying Sociology to Education: What aspects of a positive or nega- 
tive home environment affect a child’s achievement in school? 

The Institution of Religion: Church and State 

In many societies, religion and state are synonymous, and the educational 
system reflects the beliefs and values of both. Religious groups may have 
their own schools, and they may tolerate the dominant religious themes. 
For instance, holidays of non-Christian students living in England, a pre- 
dominantly Christian society, are often discussed to promote intercultural 
understanding. 
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Epstein’s Framework of Six Types of Involvement 

PARENTING: Help all families establish home environments to support children 
as students. 

¢ Parent education and other courses or training for parents (e.g., GED, college 
credit, family literacy). 

¢ Family support programs to assist families with health, nutrition, and other 

services. 

¢ Home visits at transition points to pre-school, elementary, middle, and high 

school. 
COMMUNICATING: Design effective forms of school-to-home and home- 
to-school communications about school programs and children’s progress. 

¢ Conferences with every parent at least once a year. 

e Language translators to assist families as needed. 

e Regular schedule of useful notices, memos, phone calls, newsletters, and 

other communications. 
VOLUNTEERING: Recruit and organize parent help and support. 

e School and classroom volunteer program to help teachers, administrators, 

students, and other parents. 

e Parent room or family center for volunteer work, meetings, and resources 

for families. 
e Annual postcard survey to identify all available talents, times, and locations 

of volunteers. 
LEARNING AT HOME: Provide information and ideas to families about how 

to help students at home with homework and other curriculum-related activ- 

ities, decisions, and planning. 

Information for families on skills required for students in all subjects at each 

grade. 

Information on homework policies and how to monitor and discuss school- 

work at home. 

Family participation in setting student goals each year and in planning for 

college or work. 

DECISION MAKING: Include parents in school decisions, developing parent 

leaders and representatives. 

© Active PTA/PTO or other parent organizations, advisory councils, or commit- 

tees for parent leadership and participation. 

° Independent advocacy groups to lobby and work for school reform and 

improvements. 

¢ Networks to link all families with parent representatives. 

COLLABORATING WITH COMMUNITY: Identify and integrate resources and 

services from the community to strengthen school programs, family practices, 

and student learning and development. 

© Information for students and families on community health, cultural, recre- 

ational, social support, and other programs/services. 

¢ Information on community activities that link to learning skills and talents, 

including summer programs for students. 

(Continued) 
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National Standards for Parent/Family Involvement 
Building upon the six types of parent involvement identified by Joyce L. Epstein, Ph.D., 

of the Center on School, Family, and Community Partnerships at Johns Hopkins 

University, National PTA created program standards of excellence. 

National Standards for Parent/Family Involvement Programs 

Standard 1: Communicating—Communication between home and school 
is regular, two-way, and meaningful. 

Standard II: Parenting—Parenting skills are promoted and supported. 

Standard Ill: Student Learning—Parents play an integral role in assisting 
Student learning. 

Standard IV: — Volunteering—Parents are welcome in the school, and their 
support and assistance are sought. 

Standard V: School Decision Making and Advocacy—Parents are full 

partners in the decisions that affect children and families. 

Standard VI: Collaborating with Community—Community resources are 
used to strengthen schools, families, and student learning. 

Source: Joyce L. Epstein, et al. 2000. “Epstein’s Framework of Six types of Involvement.” 
Baltimore, MD: Partnership Center for the Social Organisation of Schools. 

HISTORY OF RELIGION AND EDUCATION IN THE U.S. In the United States, a 
unique experiment was attempted. Since the time of the U.S. nation’s found- 
ing, the principle of separation of church and state has been espoused. 
Expressed in the First Amendment, it states: “Congress shall make no law 
respecting an establishment of religion, or prohibiting the free exercise there- 
of.” The framers of the U.S. Constitution built in guarantees to avoid the 
religious conflicts that had arisen in many other countries. The government’s 
responsibility was to protect the rights and freedoms of all and favor none. 
Yet keeping church and state distinct has not always been easy. The roots of 
the problem lie in the pluralistic society, where freedom of worship is an in- 
tegral part of the value system and political ideology (see Box 9.2). 

We have seen in our open systems model the interdependence of institu- 
tions. The varying degrees of importance religion holds for each individual 
have much to do with differing views on its relevance to other aspects of life. 
When individuals segment religion from the rest of daily life, in institutions of 
family, economics, politics, health, and education, conflict is not likely to arise. 
But where religion is integrated into all aspects of a person’s life, including 
education, there is pressure on the schools from the religious environment. 

RELIGIOUS COURT CASES. In the United States, religious pressures on 
schools have led to court cases, initiated by both religious groups and those 
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favoring secular education. Three types of cases have dominated the courts. 
First are those that claim that a school or its policies infringe on individual 
beliefs. For example, saying prayers in class or at ceremonies may be seen as 
a school promoting a particular religion while rejecting others. Another 
example is the teaching of the theory of evolution which contradicts some 
religious beliefs. 

The second type of cases occurs when school officials or policies 
prevent individuals from participating in religious activities during school 
hours or on school premises, such as religious use of public school facilities 
and resources. Still another set of cases have dealt with how much and 
what kind of public assistance religiously affiliated private schools should 
receive. 

As early as 1948, religious released-time classes in public school build- 
ings were ruled unconstitutional. In 1962, an extremely controversial ruling 
was passed by the Supreme Court against required recitation of prayers in 
public school (Engle v. Vitale, 370 US 421). Several states passed laws allowing 
for voluntary prayers; 29 states have laws allowing silent prayer, reflection, or 
meditation for between one and five minutes at a time (Prayer-in-Public- 
Schools, 2007). These laws allow for a “period of silence,” often “in silent con- 

templation of the anticipated activities of the day.” This has been ruled 
constitutional because it does not “advance religion”; however, reciting the 

Lord’s Prayer and forcing students to recite the Pledge of Allegiance have 

been ruled unconstitutional. 
The case of Weisman v. Lee relates to the constitutionality of including 

prayer at graduation or promotion ceremonies. One side argues that invok- 

ing God’s name should be upheld as constitutional; others argue that this 

violates the rights of separation by favoring some religions over others, and 

by making nonadherents feel that they are outsiders and the public school 

system does not belong to them. The Supreme Court banned student-led 

prayers at football games arguing that this amounted to offering prayers in 

public places; in this Texas case, the issues of separation of church and state 

versus students’ free-speech rights were at issue (Santa Fe Independent School 

District v. Doe, 2000) (Mauro, 2000; Leveritt, 2000). According to a national 

poll, two-thirds of Americans think students should be permitted to lead 

such prayers (Carelli, 2000). 

Other court cases return to the complex issue of extracurricular reli- 

gious clubs. In a 1981 ruling (Widmar v. Vincent), the Supreme Court granted 

public university students the right to form religious clubs on campus; in a 

June 1990 ruling (Westside Community Schools v. Mergens), it extended the rul- 

ing to apply to secondary schools under some circumstances (Sendor, 1990, 

p. 15). The Equal Access Act states that if a school allows any noncurriculum- 

related clubs to meet—recreational, political, philosophical—it must also 

allow religious groups to meet. The U.S. Congress has also entered into the 

issue of church and state, considering whether the Ten Commandments can 

be displayed in schools. 
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In 1963, the decision in Abington Township, Pennsylvania v. Schempp was 
passed, bringing up the importance of religious education: “One’s education is 
not complete without a study of comparative religion and its relationship to 
the advancement of civilization. .. .” The argument was that we cannot ignore 
religions as a field of academic study because they encompass a large part of 
many people’s lives and have had a large impact on the development of soci- 
ety. Therefore, schools can teach about religion, comparative religion, history 
of religion, or the Bible as literature, but not a subject that promotes religion. 

SCIENTIFIC CREATION AND EVOLUTION. One of the most controversial cases 
involving separation of church and state was heard before the Little Rock, 
Arkansas, state courts in 1981 and 1982. Referred to popularly as Scopes II, 
McLean v. Arkansas Board of Education was similar to the 1925 trial of John 
Scopes for teaching evolutionary theory in the classroom. The 1981-1982 
case dealt with requiring equal time in the classroom for “scientific creation- 
ist” and “evolutionist” theories. This and similar cases have centered on the 
battle between “absolute truth” believed by creationists and “relative truth” 
of those who have been labeled by fundamentalist Christians as “secular 
humanists.” Those in favor of teaching several views argued that evolution 
is not a proven theory and that other theories should receive equal time; 
those opposed maintained that the creationist view is taken from the Bible 
and would bring religion into the classroom. 

After lengthy expert testimony, the court ruled that allowing the cre- 
ationist view to be taught would be a violation of church and state separa- 
tion. The case was particularly important because it set a precedent for cases 
being considered in 18 other states. One of these was brought before the 
Supreme Court in June 1987; the argument was that “creation science” had 
as much right to be taught in the classroom as evolution. Proponents argued 
that creation is a respectable scientific theory, that life forms did not evolve 
but appeared suddenly, and that this thesis should be given equal time. But 
by a7 to 2 vote, the Court again held that this was a subterfuge to bring the 
Bible back to class and would violate First Amendment rights (“Louisiana 
Creationism Law,” 1987, p. 23). 

The issue arose again in Kansas where the State Board of Education 
passed the “Kansas Curricular Standards for Science Education”; it did not 
include the theory of evolution in the required science curriculum, leaving the 
choice of teaching evolution up to the local school boards (Larson, 2004). Polls 
on public opinion concerning the issue indicate that 83 percent of Americans 
want the theory of evolution taught in science classes, and 70 percent do not 
see a contradiction between evolution taught in science classes and creation- 
ism as a religious concept. Less than 30 percent want creationism taught in 
science classes (People for the American Way, 2000). 

Another case in Harrisburg, Pennsylvania challenged the Dover Area 
School District for passing rules that encourage children to consider alterna- 
tives to evolution. It proposed inserting intelligent design into the biology 
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Church and State in American Education 

Should prayer be allowed in schools? Under what circumstances? Should students 

be allowed to lead prayers at events such as graduation? Should religious schools 
receive federal funds for special education? Should state schools pay for student reli- 

gious publications? 
In 1971 the U.S. Supreme Court established guidelines for what constitutes a 

vioiation of separation of church and state (Cook, 1995, p. 17). The Lemon test (from a 

court case Lemon v. Kurtzman, 1971) “established a prohibitive test of constitutionality. 

The challenged government action must (1) have a secular purpose; (2) have a principal 

or primary effect that neither advances nor inhibits religion; and (3) not foster an exces- 

sive government entanglement with religion” (Cord, 1992). Despite the guidelines, in 

recent years the Supreme Court has given little clear guidance to school districts as an 

increasing number of cases reach the courts. They have sought to avoid the appearance 

of persecuting religious groups and also to avoid advancing or endorsing religion. In the 

1992 case, Lee v. Weisman, the court ruled that giving a nonsectarian invocation of 

God at a public school graduation ceremony violated the constitution. 

Consider the case of a community, Kiryas Joel, of Hasidic Jews outside New 

York City. Yiddish is the main language, and dress and other cultural patterns are dis- 

tinctive to the group. Children go to Jewish parochial schools funded by the Hasidic 

community. 

Children with disabilities from the community went to school in an adjacent 

school district to receive special services, but parents withdrew them because of 

the “panic, fear, and trauma which (the children) suffered in leaving their own 

community .. .” (Drinan, 1994, p. 9). A new school district was set up in Kiryas 

Joel for the 220 children, attended only by children with special needs, taught in 

English, and with no religious symbols. A legal battle concerning students with 

special needs raised the question: Are the schools intended to help religion? The 

school was challenged and New York's highest court found the district violated the 

First Amendment of the Constitution, and in 1994 the U.S. Supreme Court upheld 

this decision (Rabkin, 1994). 

Recently, the U.S. Supreme Court ruled on the funding of religious-oriented 

student publications in a case from the University of Virginia, declaring that the uni- 

versity must pay the printing cost for a religious-oriented student publication from 

the Student Activities fund, arguing that the university violated free speech rights 

(Hernandez, 1995). 

The separation of church and state is a controversial political issue and Is 

unlikely to be resolved in a clear and straightforward manner any time soon. 

curriculum (ID) (Biever, 2005). “Intelligent Design is the controversial assertion 

that an intelligent agent rather than an undirected process such as evolution 

is responsible for certain features of the universe and living things” (Biever, 

2005, p. 44; italics added). The ruling barred the Dover school board from 

teaching the concept in public schools as it found that intelligent design was 

religiously motivated and promoted and advanced religion (Boyle, 2005). 
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VOUCHERS AND CHARTER SCHOOLS. Voucher systems and charter schools 
continue to be controversial, especially when religion is involved. These 
schools are popular among parents who want more control over their chil- 

dren’s education, but organizations such as “Save Our Schools” argue that 
public schools need the funds being diverted to other programs (Postlewaite, 
2003). Evaluations of these programs show mixed results in terms of “achieve- 
ment, access, integration and civic socialization” (The Rand Corporation, 

2007). While scholars and policy makers debate the merits, the number of 
charter schools is growing. In Washington, DC, 20 percent of the students are 

in charter schools. However, students in traditional public schools do slightly 
better on 4th grade National Assessment of Educational Progress tests than 
charter school students. This does not take into consideration how long the 
schools have been in existence or the background of students (“The News 
Hour,” June 11, 2007, PBS). 

Several state and federal court rulings on voucher systems and charter 
schools have created confusion over funding of private schools, especially 
religious schools. According to a ruling in the case of Ridgecrest Charter School 
v. Sierra Sands Unified School District in California (2005), public and charter 
school students must be treated equally. Charter students are district public 
school students. The general concern is that vouchers are providing subsi- 
dies to students who attend religious schools, violating the church-school 
separation principles of the Constitution. The courts seem to be encouraging 
states to focus on improving the public schools rather than looking for solu- 
tions in funding private schools. 

Another issue in the church-state controversy is the clash between 
State standards and those of private schools. Many religious groups would 
prefer to have control over both the type and the amount of schooling chil- 
dren receive. One case in point occurred in Darke County, Ohio in 1976, 
when the Tabernacle Christian School, serving the Dunkard religious group, 
was told that it had failed to comply with the state board of education 
requirements. Because the school had not met state standards, the parents 
would be charged with failure to send their children to school. This was seen 
by supporters and sympathizers of the school as an attempt to crush evan- 
gelical Christian schools. Other cases involve conflicts between religious 
groups such as the Amish and the states in which they live, centering on 
attendance laws. Despite the disparity between the state’s and religious 
groups’ conceptions of and expectations for education, accommodations 
between them have been reached in most areas. 

A related controversy has to do with providing parochial schools with 
instructional materials and services from public monies. In a 1975 Supreme 
Court case (Meek v. Pittenger), the conflict between strict and loose constitu- 
tional constructionists came to a head. The court ruled that “a state govern- 
ment may lend secular textbooks to pupils attending parochial and other 
religiously oriented schools.” Government may also provide nonpublic 
schools with buses; lunches; fire protection; water; police; sewers; tax 
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exemptions; standardized tests and scoring; in-school diagnosis of speech, 
hearing, and psychological disorders; therapy, guidance, and remedial serv- 
ices off the school premises; payment for field trips; and loans to students of 
instructional materials and equipment. It was ruled unconstitutional, how- 
ever, to make direct loans of instructional materials and provision of auxil- 

iary services that might result in the direct and substantial advancement of 
religious activities. 

FUNDING OF RELIGIOUS SCHOOLS. In 1985, the case of Aguilar v. Felton legally 
required public schools to administer federal aid to all children, but questions 
about how to do so remain. Some court decisions have supported withholding 
aid to private schools for certain equipment, such as computers and photo- 
copiers, which could be used for religious purposes (Crawford, 1986, p. 15). 

Other cases have found that financial aid may be denied to certain academic 
disciplines; for example, the U.S. Supreme Court ruled that states giving aid to 
college students do not need to support students majoring in theology 
(Bloomberg, 2007). Clearly, there is a fine line between the acceptable and unac- 

ceptable, and more test cases are being brought to the courts. 

Applying Sociology to Education: Present arguments for and against 

religious presence, such as clubs and prayer, in public schools. 

The Economics of Education: Financing Schools 

Most societies view education as an investment in the future. Training youth 

functions to socialize them into productive roles in society, prepares them to 

contribute to society, and “selects” them for future roles. In many countries, 

central governments provide local districts with funds to carry out equitable 

public education. These policies are based on goals of efficiency, equity, and 

liberty. However, wealthy members of society may buy their children elite 

private educations, thus ensuring them high positions that reproduce the 

stratification system. 

Schools prepare students for the ever-growing expansion and techno- 

logical sophistication of the economic sector. This is reflected in the rapid 

growth of schools to train populations for jobs. Consider the dramatic 

growth of schooling in the United States. From 1890s to the 1960s, second- 

ary education expanded from an enrollment of 7 percent of the high 

school-age people to more than 90 percent. From 1985 to 1990 public 

secondary school enrollments dropped 8 percent, but rose 31 percent 

from 1990 to 2005 due to the baby boomlet, providing a net increase of 

20 percent (NCES, 2006). | 

The growth of schools is seen by functionalists as meeting the 

economic needs for an educated labor force. The two go hand in hand to 
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support the economy of nations. The growth and improvement of schools 
enhance worker skills and character traits, which in turn improve economic 

growth and social progress. More schooling for individuals opens more eco- 

nomic possibilities for individuals and nations. a 

A counterargument to the functionalists states that educational improve- 
ments alone do not cause social development. Schools serve as sifting and sort- 
ing institutions. Conflict theorists believe schools train individuals to meet the 
economic, occupational demands of society. Training stratifies by credentialing 
selected individuals for elite positions and others for the labor force, just as test- 
ing sorts individuals, but it does not necessarily imply social progress. 

The financial environment of schools in the United States is uncertain. 
Actual dollars for education keep rising; but school costs are rising faster 

than inflation, and school levies to help meet rising costs often fail. The aver- 
age cost of educating public school students who attend school regularly has 
risen from $453 per student in 1919-1920 to $8,313 in 2002-2003 constant dol- 
lars (NCES, 2006). 

School financing occurs at three levels: local, state, and federal. State 
funding has, on balance, provided the most funds for public education; how- 
ever, this balance is shifting. The state share of funding grew steadily to 
about 50 percent in the 1980s. State funding declined as local funding rose 
from 43.9 percent in 1986-1987 to 46.9 percent in 2005. In some states, the bal- 
ance is quite different. For instance, in Nevada, 65.3 percent of the funding 
comes from local sources, whereas state funding provides 87 percent in 
Hawaii, 85 percent in Vermont, and 70 percent in Minnesota and New 
Mexico. The federal share is 6.6 percent (Hill, 2006; NCES, 2006; NCES, 
Digest, 1999, p. 170, Table 158). 

Inner-city schools with higher expenditures are particularly hard hit in 
attempting to fund schools: teachers’ unions in cities are strong and often 
successfully demand more pay; school buildings need repairs; special pro- 
grams, such as compensatory education, are greater in inner cities; turnover 
of students is higher. Unfortunately, as the tax rates go up to support the 
schools, some residents move to the suburbs, further reducing the city’s tax 
base. Therefore, federal and state funding is higher in poor areas such as 
inner-city districts that do not have a strong tax base. In school districts with 
a high percentage of children in poverty, the federal government pays almost 
13 percent of schools’ revenues, the state pays 60 percent, and local revenues 
amount to 27 percent. Even with government subsidies, comparing poor dis- 
tricts with wealthy districts, the funding picture looks quite different: 
Federal funding in wealthy districts is as low as 3 percent, state funding 41 
percent, and local funding 56 percent. Overall, rural districts have greater 
per pupil revenues ($7,906), and the lowest overall revenues are in the 
largest school districts, usually urban ($2,896). The national average per 
pupil is $6,580 (NCES, 2006, Indicator 44). An unintended consequence of 
the push for accountability and standards in some areas is that poor schools 
are receiving increased funding. 
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LOCAL FUNDING. Property taxes have been the main collection method for 
local funding, but the disparities between districts are great. Inner cities have 
lower tax bases from property taxes and continue to lose their tax base as 
wealthy individuals move to suburbs and industries relocate. Therefore, sub- 

urbs have greater tax bases to provide better schools. Should property taxes 
not provide adequate funds, bond levies can be put up for vote; but the record 
of success does not bode well for schools depending on this source. Per pupil 
expenditures in central cities are generally less, though needs are usually 
greater to provide for students in poverty, to maintain and upgrade old school 
buildings, and to collect property taxes. 

Across the United States, large districts and small towns alike face 

shortages of funds. In the early 1960s, local tax levies provided 6 percent of 
the school budget. By 1974, that figure was 26 percent, and in 1990, 
47 percent, but this figure declined to 43 percent in 2002 (NCES, 2006). 

Today, approximately 56 percent of total school revenue in the wealthiest 
districts comes from local funding sources. Overall local property taxes to 
support schools are declining as taxpayers are rebelling against this heavier 

burden. 
School finance reform has been a top priority in most states, and 

state support is providing an increasing proportion of school budgets, 
whereas local and federal taxes provide less. In addition, the local tax 
bases are affected by crises such as the closings of military bases and the 

Schools are often dependent 

on local funding sources 

such as tax levels. 
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bankruptcies of industries. To cope, some local districts are resorting to 
four-day workweeks, selling children’s art, and holding lotteries to raise 

needed educational funds. 

STATE FUNDING. In recent years, state funding of education has increased to 
almost 60 percent of the total funding in poor districts; the money comes pri- 
marily from sales taxes, personal income taxes, and special funding like state 
lotteries. Sales taxes are as high as 7.75 percent (some counties in Nevada) 

and zero in five states. Forty-one states have income taxes, most based on 

federal tax return reports. Property taxes are the biggest source of local rev- 
enue. Personal income tax makes up the remainder, and these tax rates vary 
by state. An increasing number of states are using lotteries and gambling to 
raise funds for education (“State Sales Tax Rates,” 2007; Retirement Living 

Information Center, 2007). 

The issue of school funding was first initiated almost 30 years ago and 
is still an issue in the courts, with many states involved in litigation. The con- 
cern in distribution of funds is how to be fair to all groups and areas of a 
state. State monies come to local districts through four main methods: 

1. Flat grants provide the same amount to all districts for all students 
regardless of special needs; some states modify this to provide more for 
poor districts. 

2. Foundation plans, the most common approach since the Serrano case 
[discussed later], provide for a minimum annual expenditure per student. 

3. In power-equalizing plans, “the state pays a percentage of the local school 
expenditures in inverse ratio to the wealth of the district.” 

4. Weighted-student plans allow students to be rated according to their spe- 
cial needs: bilingual, disabled, vocational education. (Ornstein and 
Levine, 1985, pp. 258-259; italics added) 

Several of these plans attempt to take into consideration the differential in 
local ability to support schools and special needs of some districts, thus 
attempting to provide more equality among schools (“State Aid to 
Schools,” 2005). 

A continuing debate, which has reached the courts in a number of 
states, concerns the use of property taxes to help finance schools. The 
argument of groups opposed to property taxes is that wealthier districts 
have more money to pour into schools and can afford a better-quality edu- 
cation for their children. Thus, states are seeking ways to reduce the dis- 
parities in funding between local districts. Two well-known court cases 
addressed the issue of local school funding through property taxes. In 
1971, in the case of Serrano v. Priest, the California Supreme Court ruled 
that “this funding scheme invidiously discriminates against the poor 
because it makes the quality of children’s education a function of the 
wealth of their parents and neighbors.” This landmark ruling affected 
school funding legislation in 46 states (Pennington, 2006). In a 1973 Texas 
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case, San Antonio v. Rodriquez, the plaintiffs argued that education is a fun- 
damental right and all schools should have the same financial base. This 
case reached the U.S. Supreme Court, which held that “education is not a 
fundamental interest or right.” This meant that the use of property taxes 
to support schools was left undisturbed, although states were urged to 
devise new taxing and spending plans. 

Other cases have resulted in a redistribution of monies for education 
among local, state, and federal funds. Since the Serrano v. Priest (1971) and 

Rodriquez v. San Antonio (1973) landmark cases, court rulings on funding 
plans have sent mixed messages about equality and funding (Pennington, 
2006; Fulton and Long, 1993). With the advent of specific state standards for 
educational credentials, litigants have had a new angle from which to pur- 
sue their cases—educational adequacy instead of equity arguments (Rebell, 
2006). The Abbott case in New Jersey and the Campaign for Fiscal Equity case 
in New York State, for example, have successfully used state standards for 
educational achievement to force an increase in the state contribution to 
school funding in order to assure that schools have adequate funds to sup- 
port a successful educational system, as we described in Chapter 3. 

FEDERAL FUNDING. Federal funding for education is influenced by the eco- 
nomic state of the nation. When recession plagued the United States in the early 
1980s, for example, available monies from government revenues dropped. 

A nation’s priorities and leaders’ philosophies also influence how 

schools are funded and the role of government. During the Reagan and Bush 
administrations, the philosophy was to leave education and decision making 
to state and local governments. Thus, federal programs for disadvantaged stu- 

dents, except for Head Start, were reduced. Twenty-seven federal programs 

were put together into single grants to states, resulting in some programs 

being lost at the state level, especially if they were unpopular among more 

powerful groups in the state; this caused many to argue that the federal gov- 

ernment should continue to support programs to enhance equal opportunity. 

Urban schools are likely to suffer most from loss of programs and money. The 

end result is that the United States spends less money per student on educa- 

tion than many other industrial nations (Organization for Economic 

Cooperation and Development—OECD, 2003) (see Figure 9.3). 

Several ideas have been proposed to improve funding of education: 

Tuition tax credits, vouchers and charter schools, private-sector support and 

companies running schools, and lotteries are among the most common 

methods suggested. As mentioned, vouchers have generated controversy in 

various circles. The basic idea is that children and their families would 

receive a voucher to pay for a school of their choice, or for schools that 

would meet special needs of students. Some critics of this idea argue that it 

could lead to segregated schools, challenge teachers’ unions, allow special- 

interest groups such as religious groups to dominate education, and destroy 

the concept of mass education. 
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FIGURE 9.3 Expenditure on educational institutions as a percentage of GDP, by source 

of fund and level of education (2004) From public and private sources of fund. 

Notes: 

1. Including public subsidies to households attributable for educational institutions, as 

well as including direct expenditure on educational institutions from international 
sources. 

2. Net of public subsidies attributable for educational institutions. 

3. Some levels of education are included with others. Refer to “X” code in table B1.1a for details. 

4. Year of reference 2005. 

Source: OECD. See Annex 3 for notes. Available: www.oecd.org/edu/eag2007.Please refer to the 

Reader’s Guide for information concerning the symbols replacing missing data. 

Because of financial pressures, schools are put in the situation of hav- 

ing to market themselves to the environment, sell their program advantages, 
justify their staffing, and prove their success. The programs that are consid- 
ered by the community to be “frills” are scrutinized most carefully. Thus, 
extracurricular activities—sports, music and art programs, counseling serv- 

ices, yearbooks, newspapers, debate teams, plays, and concerts—are often 

the first to be eliminated in a budget crunch. The financial environment of 

the school has a great impact on the type of school programming and plan- 

ning that takes place. 

Applying Sociology to Education: What are some implications or 

results of the balance of funding sources—tocal, state and federal—for 

public schools? 

The political climate and philosophy of education directly affect funding 

for education. Our next environmental institutions are the political and 

legal sectors. 

The Political and Legal Institutions 

Governments have direct involvement in education, whether through influ- 

encing content and values taught, funding for special programs, or setting 

policy. Educational systems in many countries are controlled by the central 
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government, usually through a ministry of education. Other governments 
often have legal and financial control and influence over schools. Some of 
the political issues facing schools are worldwide, others are unique to partic- 
ular systems. Consider the following issues that face local to national educa- 
tional systems. 

1. Should children be provided with broad, comprehensive education or 
tracked, with some taking vocational education and others academic 

courses? 

2. Should schools be administered from a central “ministry of education” 
or a local authority? 

3. Should parents be allowed to educate their children in schools of their 
choice (even if unaccredited, such as some church schools) or at home, 

or should children be required to go to accredited schools? 
4. Should vouchers be given to parents to choose their children’s school? 
5. Should groups of parents with particular ideological concerns be 

allowed to ban textbooks from schools because they are offensive to the 
group? 

6. Should controversial community or societal issues such as AIDS and 
sex education be taught in the classroom? 

In many ways, education and politics cannot be.separated: 

¢ School programs are influenced by economic needs; some countries 
with planned economies designate how many people can be trained 
for each type of position. 

¢ Parents and communities put pressure on schools to prepare children 
for success. 

¢ Different interest groups conflict over what knowledge should be 
passed on to children through curriculum content and textbooks 
(Apple and Weis, 1986, Dec) 

State governments set standards for child care centers, especially in 
low-income communities (Fuller et al., 2004). 

In the United States, the states set standards and test for adequate 
achievement in math, reading, and other subjects. These standards differ 
dramatically between states as shown by the National Assessment of 
Educational Progress (NAEP) test; some state standards are above these 
norms, others well below. Many educators argue that this is a flaw in the 
“No Child Left Behind” legislation; states may set their own standards low 
so as not to be penalized for failing to meet goals (Lewin, 2007). Yet others 
argue that state populations differ by poverty levels, immigrant populations, 
and other factors; to judge all by the same standards would be unrealistic. 

Schools have always been the testing ground for societal changes. In the 
United States, this means responsibility for public education and “promoting 
the general welfare.” Early in U.S. history, the federal government was 
involved in setting aside land for education and raising funds as ordained in 
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the Northwest Ordinance of 1785 and the Morrill Act of 1862 and in passing 
laws to ensure education for specific groups of students such as Native 
Americans. In recent years, laws have been passed to guarantee education for 
all groups of students. One example is Affirmative Action legislation that has 
had a major impact on college acceptances of minorities around the United 
States (Brown and Hirschman, 2006). 

Courts at each level of the judicial system hear cases on education rang- 
ing from desegregation to education for the disabled to voucher systems and 
charter schools. School districts, community residents, or interest groups 
initiate cases that are brought before the courts, several of which we have con- 

sidered throughout this text: prayer in schools, creationism, textbooks, school 
funding, busing and integration, special education, and many others. 

Examples of the enormous impact legislation can have on schools are 
seen in the 1954 Brown v. Board of Education case; the 1964 Civil Rights Act; 

Public Law 94-142; and the Education for All Handicapped Children Act, 

enacted in 1975, requiring schools to “mainstream” disabled children from 

ages 3 to 21. More recently the Individuals with Disabilities Education Act 
(IDEA) changed the lives of many children. Before the passage of PL 94-142, 

1 million disabled children could be excluded from the public school system, 
and hundreds of thousands more were denied appropriate services. Now 
many are graduating from high school, going to college, and entering the 
workforce. Arguments for integrating these children into the public schools 
include the following (IDEA, 1997). 

1. The disabled can achieve higher levels academically and socially if not 

isolated. 
2. Regular school settings help them cope with the world in which they 

must live as adults. 
3. Exposure to the disabled helps other children understand differences 

between children. 

On the fifth anniversary of the Americans with Disabilities Act (ADA), 

a comprehensive civil rights law for people with disabilities, the Justice 

Department issued an evaluation of the effectiveness of the law. Their con- 

clusion was that from mainstreaming students and ensuring participation in 

activities to offering fair testing opportunities, the situation for disabled stu- 

dents has improved greatly over the past few years (“Enforcing the ADA,” 

1995). There are still concerns about definitions of who qualifies for protec- 

tion and opportunities under the law, especially the 12.4 million cognitively 

disabled Americans whose status is unclear (“The Disabled ADA,” 2007). 

Opponents of the ADA law argue that many disabled children suffer 

from the taunting of classmates and from untrained teachers trying to make 

the program work. They recommend caution in placements, special training 

for teachers, and a limited number of disabled children in any one classroom. 

Governmental bodies and agencies at various levels in the school’s 

environment have responsibility for passing and enforcing legislation 
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related to the functioning of schools, and, therefore, they have an impact on 
the school’s internal operation. Whole educational systems are affected and 
the structures must be altered to include appropriate materials, physical 
facilities, and support personnel; roles must be redefined to address the new 
expectations; school goals must be restated to avoid conflicting statements. 
Laws requiring change in schools, classrooms, curricula, and individual role 
responsibilities mean a restructuring of the system and repercussions for 
structure and positions at each level. 

Applying Sociology to Education: What role does the political system 
play in your community’s schools? Think of specific examples. 

Communities and Their Schools 

Groups of parents complain that the school should not be teaching about 
sex. Businesses put pressure on the school to train students in industry- 
oriented computers and technology. Some immigrant groups want the 
school to teach students in their native languages. Peer groups compete with 
schools for the attention and loyalty of students. All of these examples show 
the vulnerability of the school system to environmental pressures from a 
variety of community sources. The composition of the community in which 
schools are located determines the “raw material” entering the local school. 

At some time, most of us will take sides on an issue that is confronting 
the school system. It may involve the proper role of schools, the educational 
content of curricula, or the hiring or firing of personnel. Because of the 
school’s vulnerability to environmental demands, the school administration 
is in a double bind. It is under pressure to consider all opinions on an issue, 
yet not all views can be accepted. 

SCHOOL PARTNERSHIPS. Corporate America, realizing that its future work- 
force is at stake, is paying more attention to schools. This attention takes sev- 
eral forms, from outright cash donations to Operating schools on corporate 
premises. Foundations are particularly active in awarding grants to school 
districts for projects; some are diverting funds that formerly went to univer- 
sities in attempts to shore up elementary and secondary schools. 

Businesses have become increasingly involved in schools, especially in 
some large cities where high school students are given internships, gradu- 
ates are promised jobs, and those going to college are given tuition scholar- 
ships. Business leaders consider this support to be in their interests to 
provide a trained labor force and more livable cities. The link between 
corporations and students from inner-city schools who go on to attend col- 
lege encourages some students to continue with their high school educa- 
tions. Local small businesses give donations for special programs, libraries, 
and sports programs. Corporations also express frustration, however, not 
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always knowing the outcomes of their cash and in-kind contributions to 
schools. Measuring effectiveness is difficult, and many corporate leaders are 
questioning whether their efforts are having any impact. 

Some school personnel question the role of business in public educa- 
tion, fearing undue influence from the corporate sector that has money to 

influence curriculum and policies; others feel that corporate partnerships 
provide hope for infusing more funds into poor school districts and for try- 
ing creative ideas to improve achievement levels. 

Special-interest groups make constant demands on the school: 

¢ More money should be funneled into athletic programs. 
¢ Sex education is not the role of the schools, but should be taught 

at home. 
¢ Teaching diverse cultural heritages should be a high priority for 

schools. 
¢ Students should learn discipline and respect in the school in order to 
become solid citizens. 

e Minority students should have special cultural programs. 

Peer groups are one example of a special-interest group; they become 
increasingly important for children as they progress through the teen years; 
each child is likely to be influenced by several different groups—some are 
formally organized by the school, as in team sports; some are community 
activities through religious groups or scouts; and some are informal, such as 
neighborhood and school friendship groups. 

Minority programming is another example of an issue put forth by 

special-interest groups. Classrooms are becoming more diverse in social class, 

multicultural, and multiethnic composition. Over the years, minority groups 

have requested that a number of programs be added to the school curricu- 

lum; African American, Hispanic, Native American, Asian, women’s studies, 

and others have been initiated. More recently, grant money from such philan- 

thropic organizations as the Ford and Rockefeller Foundations have funded 

projects in ethnic studies. Many educators agree that the standard curricu- 

lum—originally designed to socialize children to be like the dominant group 

in society, and to assimilate groups to be “Americans”—needs revision. 

Trends today are in the direction of multicultural programs supporting the 

diversity of groups within the system. This could eventually put each group 

into historical perspective in the national picture and stress respect for cul- 

tural diversity and pluralism. 

The stronger the power base of the interest group pushing an issue ina 

community, the more consideration the issue is likely to receive. Some small 

groups have had disproportionate influence because they were willing to 

speak out. Consider the examples of censorship of books in Chapter 2. The 

school’s institutional environment shapes the internal processes of schools 

around the world, making each a unique organization within its educational 

setting. 
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The many influences from the educational system’s environment bring 
about some similarities between schools, but they also make each school 
unique because of different pressures from that school’s unique environ- 
ment. In order to understand the policies and activities within the school, it 

is necessary to understand environmental pressures on schools. 

Summary 

I. The Environment and the Educational System 

Schools respond to the many and varied demands of their environments in 
order to survive. Because they depend on the environment for resources, 
demands from the environment cannot be ignored. In this chapter we have 
focused on the institutional environment of schools: family and home, reli- 
gious groups, financing and the economy, political and legal systems, and 
the community. 

Conflicts of interest are an inherent part of the schools’ environment, 
with opposing groups demanding that their views dominate. In order to 
receive the resources necessary for survival, schools must expend more energy 
dealing with the demands of the more salient parts of the environment. 

II. The School Systems’ Environments: Interdependence 
Between Institutions 

Key institutions that make up the environment include the home, religious 
organizations, financial environment, government and legal systems, and 
the community and special-interest groups. 

1. Children bring their attitudes toward school, among other attributes, 

from home. Parents have varying degrees of involvement in schools; 
the more active the parents, the more positive the results for their chil- 
dren’s school experience. 

2. In some societies, religion and the state, including education, are one 
and the same. In the United States, the separation of church and state 
has caused conflict on several issues, most notably what constitutes 
teaching religion in schools and what to teach in the classroom. The 
“creation story” issue is a prime example. 

3. Funding of U.S. education comes from three primary sources: federal, 
state, and local levels. The percentage supplied by each of these has 
shifted over the years. Court cases have challenged some local plans 
for financing schools as being unfair to poor districts, and in recent 
years there has been an increase in state funding. Funding comes from 
several sources: personal income tax, sales tax, property tax, levies, 
and—in some states—lotteries. Methods of distribution of funds also 
vary by state, with “foundation plans” being most common. Federal 
funding supports special programs for minorities, the disabled, and 
other targeted projects. Proposals for change, including tax credits and 
vouchers, continue to be discussed. 
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4. The government role in education involves passing laws and setting 
policies. Although local control in the United States is paramount, the 

federal government has great leverage by restricting funding of educa- 
tion to those who fail to adhere to federal educational guidelines. 
Where there are questions related to laws and policies, the courts are 
asked to make judgments; for instance, laws setting policy for educa- 
tion for the disabled have dramatically affected this group, and cases 
brought before the courts continue to test the law. 

5. Communities provide the “raw material” entering the schools, as well 

as influencing the type of education offered in a particular community. 
Composition of the community determines the need for special pro- 
grams such as bilingual education. Special interests in the community 
also put pressure on schools to accommodate their interests. 

6. The school environment has a dramatic effect on the internal function- 
ing of schools. We cannot completely understand schools without con- 
sidering this crucial element affecting the educational system. 

Putting Sociology to Work 

ile 

Zs 

Describe the parts of your environment that affect your role as a student. Do any 

of these cause role conflict? 
What are some social movements or population trends affecting your school 
district? Ask teachers and principals what they perceive to be pressures on the 

schools related to current trends. 
. What are your local schools’ immediate and secondary environments? Diagram 

them. 

. Discuss several examples of school system change brought about by environmental 

feedback. 



CH AP TER 10 

The System 7 
of Higher Education 

™he path from school to college is poorly marked” (Boyer, 1987, 
__ pp. 13-14). Some of us have models—older siblings, parents, or a 

counselor—to point the way through college-preparatory curric- 
ula, college testing, the application and selection process, and admission. 
Others have little guidance, and often these are the very students who have 
less chance of going to college and succeeding in higher education. 
Elementary and secondary schooling are compulsory, but we choose 
whether to attend an institution of higher education. The atmosphere, the 
professional manner of the faculty, and the organization of the system are all 
unique features of higher education as compared with primary and second- 
ary schooling. 

In this chapter we deal with the system of higher education—its devel- 
opment and meaning; access to the system; the structure, process, and role 
relationships within the system; environmental pressures toward change; 
and outcomes and reforms in higher education. The open systems model 
helps us draw together the many aspects of higher education and see them 
in relation to the total educational system (see Figure 10.1). This model 
shows the parts of higher education systems today. However, it would 
look unfamiliar to many who have been involved in higher education 
throughout history. 

HISTORY AND DEVELOPMENT OF HIGHER EDUCATION 

Walking through the colleges at Oxford and Cambridge universities in 
England, one is reminded that many traditions in higher education were 
established in the twelfth and thirteenth centuries in those very settings, 
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FIGURE 10.1 Systems model of higher education. 

with their courtyards, spires, formal gardens, long halls with stained-glass 

windows, and statues of notable early scholars. In the ancient Bodlien 
library at Oxford University, medieval scholars sat and studied just as stu- 
dents in jeans with backpacks do today. The tradition of transmitting 
knowledge began with the early universities: Paris in France, Bologna and 
Venice in Italy, Salamanca in Spain, and Oxford and Cambridge in 
England (Perkins, 1973, p. 3). These universities established a delicate bal- 
ance between independence and autonomy over their decision making 
and interaction with the church and state, a balance that set precedents for 
church-state-institution relations through the centuries and up to the 

present time. 

Historical Functions of Higher Education 

In the nineteenth century, a new mission or function was added to the tradi- 

tional one of transmitting knowledge; research became an end in itself 

(Perkins, 1973, pp. 6-7). This new mission created tension between teaching 

and research, causing strains on the teacher-student relationship and 

between faculty members with different orientations and interests. This ten- 

sion is familiar to us today as professors divide their time between students 

and research. In many countries, research wins out because more monetary 

and prestige rewards are attached to these activities than to teaching 

(Ballantine, 1989). 

Two further missions or purposes have developed during the present 

century: providing services to the community and creating an ideal demo- 

cratic community within the institution (Perkins, 1973, pp. 10-13). Both have 

led to dilemmas for the university, as we shall see. 

Over time, changes have occurred in the governance, the administra- 

tive structures, the curriculum, and the composition of the student body in 

higher education. New disciplines developed rapidly, requiring adaptation 
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of existing structures. Pressure for more representative multicultural 
curriculum and higher educational opportunities for more segments of pop- 
ulations around the world became key issues over the years. 

Trends in Development of Higher Education 

Higher education developed differently in the United States compared with 
European countries such as England and Spain. In the colonial period, sev- 
eral small colleges were established in the United States, most sponsored by 
religious groups but run by laypersons, a pattern that was also typical in 
Scandinavian countries. In the period that followed, many other colleges 
sprang up—and many failed. The colleges were meant to serve men from 
“respectable families” and a few lucky young men selected from poor fami- 
lies. Generally, they were established by upper-middle-class men and 
perpetuated the existing distinctions between social classes in the United 
States. In 1776, only about one man in 200 had a college education, but many 

other young men learned from tutors or were self-taught (Jencks and 
Riesman, 1968, pp. 90-91). Women were excluded from higher education at 
this period; however, a few women met in small private groups to receive 
training from broad-minded male professors at nearby universities. 

It was not until the Civil War, with the passage of the Morrill Act in 1862, 
that many states established public land-grant colleges and universities with 
the purpose of providing liberal and practical education for a wide range of 
students. The legislation had come before Congress earlier, but Southern states 
had objected to the Federal intervention into education matters, considering it 
a states rights issue. By 1862, the South was at war with the Union and 
Northern states supported the transfer of federal public land to the states to 
support the foundation of public universities. By the late 1800s, public teacher- 
training colleges, or “normal schools,” also sprang up to meet the growing 
need for teachers. At about the same time, the undergraduate college began to 
join with free-standing graduate and professional schools to form what we 
now know as Universities. The first American colleges to provide graduate 
education and become universities were Harvard University, chartered in 
1869 (Harvard College was established in 1636), and Johns Hopkins, in 1876. 

By 1900, there were several hundred small, private, undergraduate col- 
leges, most with a “classical” curriculum of Greek, Latin, mathematics, 
morals, and religion. Most of these colleges had a fixed, required curriculum, 
offering no choice to their students. Departments did not exist, and most col- 
leges employed faculty who were generalists, not scholars with advanced 
degrees in their specialization. In the next few years, faculty began to spe- 
cialize, often traveling to Germany to study in their advanced higher educa- 
tion institutions, and returned to colleges in this country to advocate for the 
establishment of academic departments with autonomy based on their col- 
lective expertise in their specialties. In addition, more specialized colleges, 
forerunners of today’s professional schools, were emerging—for example, 
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the Massachusetts Institute of Technology (MIT) and the California Institute 
of Technology, both specializing in engineering. 

England today has a relatively small number of higher education insti- 
tutions that fall into the categories of universities, polytechnics, and colleges; 
about 15 percent of individuals between ages 25 and 34 have completed 
higher education. In contrast, the United States has more than 4,000 higher- 
education institutions, including two-year colleges (The Chronicle of Higher 
Education Almanac, 1999, p. 24), and enrolls 61 percent of male and 71.5 

percent of female high school students the fall following graduation (NCES, 

Digest, 2005, Table 182). Once the nation with the highest rate of young 

adults age 18-24 enrolled in college, the United States ranks fifth behind 

Korea, Greece, Finland, and Belgium (Callan, 2006). 

Various historical factors have led to the more restrictive model in 

England and the mass education model in the United States, among them 

the great diversity of student population in the United States. Perhaps most 

importantly, education is not mentioned in our Constitution, thus making 

education a matter of individual state control. Without a federal university, 

the states created their own education law, and often encouraged private 

institutions to develop. These new private colleges, however, had to support 

themselves since states were unwilling to tax themselves to support educa- 

tion during the nineteenth century. This is why the Morrill Act's public col- 

leges, the “Land Grant Colleges,” have been so important in our education 

history. England is expanding its model, however, to provide education 

equivalent to the two-year college, as we shall see (Trow, 1987). 

The advent of two-year colleges, today called “community” colleges 

(the former name was “junior” college), is a twentieth-century phenomenon. 

They provide terminal degrees or act as feeders for four-year colleges and 

universities, or both. “In comparison with four-year colleges and universi- 

ties, community colleges are more likely to enroll academically less well 

prepared students, minority students, part-time students, economically less 

well-off students, commuter students, older students, and first generation 

college students” (Oromaner, 1995, p. 1; Pascarella et al., 1998). This original 

American institution serves multiple purposes: a focus on students, reme- 

dial education where needed, vocational courses, community service, and 

nontraditional and minority student accessibility as well as the option to 

transfer to a four college (Grubb, 1991; Vaughan, 1991). About 43 percent of 

new first-year students began their college careers at two-year colleges in 

2004 and 57 percent started at four-year colleges (NCES, Digest, 2005, Table 

179). More than 45 percent of minority students are enrolled in community 

colleges (NCES, Digest, 2005, Table 206). Of those in higher education who 

attend community colleges, about one-fifth graduate from four-year col- 

leges, a figure that has been constant over the past decade (Dougherty, 2002; 

Cohen, 1997). The likelihood of graduating in six years from a four-year col- 

lege was the same (69 percent) for transfer students as for those who started 

at four-year institutions (Lee, Mackie-Lewis, and Marks, 1993). 
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Four decades ago, Burton Clark observed that junior colleges in 
California in the 1950s served two functions: to provide terminal two-year 
degrees and to give a small group of students the preparation to transfer to 
four-year institutions. Clark pointed out that when it became clear that 
many students wished to transfer, they were dissuaded by the junior college 
and told of their academic weaknesses and the virtues of the career-oriented, 

two-year terminal programs. Clark called this the “cooling-out function” 
(Clark, 1960), that is the school tried to lower (or cool off) the high (or hot) 

ambitions of many students who struggled academically by redirecting their 
academic ambitions to vocational and occupation programs that did not pre- 
pare their students for transfer to a four-year college. Rather than failure in 
the transfer program, the college’s logic was that the students could succeed 
in the terminal programs, although they would have to give up their dream 
of a four-year degree. 

This idea of the “cooling-out function” has been the stimulus for much 
debate about the role of two-year colleges. Elitists argue community colleges 
are inferior and do not measure up to academic standards of four-year insti- 
tutions; mainstream critics are supportive in principle of community col- 
leges, but believe they could do a better job of serving less advantaged 
students and promoting transfers to four-year colleges; and structural critics 
see a stratified system of higher education producing inequalities, and two- 
year colleges playing a role in that system (Pincus, 1994) (see Figure 10.2). 
The structural critics argue that community colleges serve as a sieve to 
eliminate poor and minority students or prevent them from moving up the 
educational ladder; marginal students, who are often minority students, are 
filtered out from the higher education system. Many minority students have 

Four-year college student 

pursuing a bachelor’s degree, 22% 

. Two-year college student, 6% 

Nonstudent/working, 60% Other postsecondary student, 3% 

Nonstudent/not in labor force, 4% 

Nonstudent/unemployed, 5% 

FIGURE 10.2 Activities of two-year college students by years of college completed 
in October 1991. 

Source: U.S. Department of Commerce, Bureau of the Census, Current Population Survey, 
October 1991. Reprinted in The Condition of Education, 1995, p. 45. 
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inadequate college preparation programs at inner-city high schools, and 
nearly 90 percent of these students spend time in developmental educational 

programs at community colleges, taking courses that do not carry college- 
level credit. Access to four-year degrees is limited (Littleton, 1998). 

For instance, Hispanic students disproportionately attend two-year col- 

leges (Velez and Javalgi, 1994). The interpretation of this disproportionate 
enrollment pattern, however, is not self-evident. Rouse (1998), for example, 

studied the degree to which two-year colleges increase educational attainment, 

and found that the availability of two-year colleges increased overall access to 
higher education, but may have lowered the attainment of four-year degrees. 
Among students with similar characteristics, those who begin at two-year col- 
leges are less likely to ever receive a four-year college degree than those who 
initially begin at four-year schools. As Dougherty put it, “. . . the community 
college’s contribution to baccalaureate production is small because its ‘diver- 

sion’ effect largely, though not completely, cancels it ‘democratizing’ effect” 

(Dougherty, 2002, p. 316). Since there are a higher proportion of Hispanic stu- 

dents in states with many community colleges (such as Florida, California, and 

Texas), it is hard to disentangle the causes of their enrollment patterns. Yet, 

completing the associate of arts degree may actually hinder a student's chances 

of getting additional years of education (Monk-Turner, 1992a). Community 

college, then, can perpetuate stratification in higher education. 

Another debate surrounding community colleges focuses on the shift 

in their purpose toward service to the corporate culture, with custom- 

contracted training programs to meet business needs. Because this is more of 

a community and vocational purpose, the traditional liberal arts and transfer 

functions of community colleges are weakened (Pincus, 1989). Until 1970, a 

majority of community college students were enrolled in programs intended 

to prepare students to transfer to four-year schools; by 1980, 70 percent of 

community college students were in two-year vocational programs. In a 

recent review of the situation, several reasons for this dramatic shift were 

suggested, from the high responsiveness to economic, social, and political 

environments of the community college to students’ choices of programs 

(Dougherty, 2000; Dougherty and Bakia, 2000). 

Research shows that the community colleges themselves may have 

pursued the more vocational and semiprofessional courses because it was an 

available niche in the higher-education marketplace, with four-year colleges 

taking control of the preparation of occupations with higher status (Brint 

and Karabel, 1989). However, contracting with businesses to provide train- 

ing, courses, and workshops for business employees points to the fear that 

community colleges may find the financial benefits more appealing than 

their educational autonomy and serving the educational needs of their 

unique student constituencies. 

Educators are concerned also about the drop in the numbers of trans- 

fers, although articulation programs with universities make transferring 

easy (Eaton, 1990). Some argue for the importance of the transfer function 
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because it confirms the academic purposes of community colleges; many 
students do aspire to a four-year degree but are discouraged in the process; 
and claims to be egalitarian depend on the transfer function, which purports 
to give all students an opportunity for a four-year higher education (Grubb, 
1991, p. 194). The decline in the transfer rate may also be due to the increas- 
ing vocationalization of the community college. Their vocational programs 
may attract initially transfer-oriented students into terminal programs 

(Dougherty, 2002). Of those who do transfer, their likelihood of graduating 
and going on to graduate school differs little from those who started in four- 
year colleges (Lee, Mackie-Lewis, and Marks, 1993). 

What effect do community college degrees have on occupational place- 
ment and success? The type of college we enter shapes our occupational 
status. Community college male entrants achieve lower occupational status 
than those who begin at four-year colleges. For women, occupational return 
for each additional year of education is lower for community college entrants 
than for four-year entrants. On average, community college entrants achieve a 
lower occupational status than four-year college entrants. As we noted earlier, 
however, on average, community college students are less well qualified than 
four-year college students, thus these groups of students are different from 
each other before college as well as after. The important question is whether 
attending either kind of college benefits the student personally and in the job 
market. According to Dougherty’s recent review of the evidence, “students 
who graduate from community college vocational programs receive substan- 
tially better wages than to high school graduates, although lower payoffs than 
college graduates” (2002, p. 302). Their wages are 20 to 30 percent higher than 
comparable high school graduates (also see Kane and Rouse, 1999). 

Monk-Turner, however, considers this economic payoff modest (Monk- 
Turner, 1992b). Vocational education offered at community colleges leads to 
certain types and levels of jobs, such as building trades or electronic or busi- 
ness skills; it benefits employers who need skilled workers and may give 
workers an opportunity to rise above low-paid, dead-end jobs (Pincus, 1985), 
but it may also lock workers into lower-level positions, as feared by conflict 
theorists. 

It is clear that two-year colleges, in some places termed “short-cycle” 
colleges, serve a distinct role and, despite the controversy, are expanding 
their presence and variety around the world. For example, Britain has added 
“sixth-form” colleges to many comprehensive schools; these are similar in 
structure and function to two-year colleges. Japan also offers selected 
courses of study at two-year colleges, with the majority of their students 
being women. Canadian two-year college courses cannot be transferred to 
the university sector. ‘ 

Applying Sociology to Education: What role do you think community 
colleges can or should play for students and communities? 
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THEORETICAL APPROACHES TO HIGHER EDUCATION 

Higher education has expanded rapidly around the world in the past half- 
century. Major theoretical questions are why and what are the results of this 
rapid expansion? Another major theoretical debate has centered on access to 
higher education—whether some groups have greater opportunity than oth- 
ers. Let us look briefly at these two debates through the eyes of functional 
and conflict theorists. 

The Expansion of Higher Education 

Functionalist or consensus theorists think that universities can go a long way 
toward solving societal problems through development and use of new 
knowledge; conflict theorists argue that universities often perpetuate the sta- 
tus quo and that more basic societal change is needed if we are to alter the 

current state of inequality. 

FUNCTIONAL APPROACH. According to the functionalist perspective, higher 

education has developed rapidly in the United States and other countries for 

several reasons. First, higher education is desirable to help improve individ- 

ual opportunities. Second, higher education increases the possibility of equal 

opportunities by teaching the skills required in a complex technological 

world, and thereby improving an individual’s ability to compete and fit into 

the system in a productive way. Third, society needs higher education to 

help prepare individuals to fill essential roles; this argument has been put 

forward to expand higher education in developing regions. 

CONFLICT APPROACH. Conflict theorists view the growth in higher education 

as directly related to changes in the needs of the capitalistic system. They 

believe that higher education, like primary and secondary education, is struc- 

tured to serve the needs and perpetuate the advantaged position of the elite. 

Just as the secondary schools channel students into vocational or academic 

tracks, so too the higher education system can be viewed as a series of tracks. 

The illusion of upward mobility is present, but its reality has been questioned. 

There is a major difference in the occupational status of the student graduating 

from a two-year college or technical school compared with that of the elite 

university-trained student. Samuel Bowles and Herbert Gintis interpret most 

of the system of higher education as channeling students to lower-level, white- 

collar occupations that permit little autonomy or discretion. Students have 

more choice and long-range work without supervision in institutions prepar- 

ing students for elite status (Bowles and Gintis, 1976, Chapter 8; 2002). These 

authors are doubtful that even an elite education encourages students to raise 

questions about the system and its legitimacy. Research funding, they argue, is 

also guided by the interests of the elite and perpetuates the status quo. 

Another conflict approach has been developed by Randall Collins (1978), 

who argues that education is a tool in the competition among status groups in 
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society. Rather than seeing increasing education requirements for jobs as a 
result of the higher cognitive demands of the work, as functionalists posit, he 

asserts that the establishment of educational credentials for jobs is evidence of 
efforts to close off access to those “unqualified” by their lack of credentials, not 
their lack of skill or ability to do the job. Groups, sometimes defined by their 
education levels or by their racial or ethnic group membership, seek to expand 
their advantages against other groups through creating specific educational 
credentials, much to the pleasure of educators, who then get more students. 

The credentialism that is created becomes a self-perpetuating machine, inflat- 
ing educational requirements. The collegiate curriculum has become increas- 
ingly “vocationalized” as students now major in business subjects, not 
economics, and in communications, not English. 

To understand the politics of this “gatekeeping” (Karen, 1990), or who has 
access to elite colleges and programs, one must study all parts of the educational 
system, including those who make decisions about access, which includes both 
college admissions officers and high school counselors (Rosenbaum et al. 1996), 
the criteria they use, and what type of university they are trying to create. The 
admissions process probably reflects the university’s position in the larger soci- 
ety and how selective it can be. Therefore, the struggles for access in the society 
are reflected in the admissions process (Collier and Mayer, 1986). 

Access to Higher Education 

The issue around the globe is who gets into what university, and why. True 
or not, the belief in most countries is that education is the road to advance- 
ment and success. In many societies, the elite do dominate the halls of ivy, 
and as the opportunity structures change with modernization, others in soci- 
ety are demanding a share of the profits. 

Old universities around the world are pressured to reconsider their 
restrictive entrance requirements, and new universities are opening their 
doors to new groups of students. For example, in Malaysia, the National 
University now serves primarily Malays, the indigenous group that until 
recent years was underrepresented in higher education compared with 
Indian and Chinese groups in the population. 

In the United States, the situation is different. Admission to elite univer- 
sities is similar to that in England and Japan, but it is not based primarily on 
a university exam. Most of the public institutions in the United States have 
“open-door policies,” meaning that any high school graduate with required 
prerequisites will be admitted. Private schools are divided between open- 
door and selective admissions. Since 1980, public four-year institutions have 
become more selective, meaning that expectations for high school course- 
work and achievement test scores have increased. At one prestigious institu- 
tion, Harvard College, admission decisions are tied to both the elite status of 
some students and affirmative action considerations for others (Karen, 1991). 
With this gradual closing of the doors has come protest over access to sys- 
tems and elitism in higher education. 
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The competition for access to elite colleges highlights the status hierar- 
chy in colleges and universities in the United States. Unlike most other coun- 
tries, there are old and prestigious private colleges as well as powerful public 
ones. The “pecking order” among them has been illuminated by the rise of col- 
lege rankings, such as those published by U.S. News and World Report. In addi- 
tion, the proportion of high school graduates continuing their education into 
college has steadily risen to a figure now over 70 percent. With a much bigger 
enrollment in high schools than even a few years ago (a result of a mini-baby 
boom during the late 1980s and early 1990s), and little or no expansion of the 
number of seats available in the top sectors of the hierarchy, the college admis- 
sions scramble is tighter than ever. Top colleges now admit 10 percent or fewer 
of their applicants. This has had the effect of making colleges a little lower on 
the hierarchy more attractive and so, too, more competitive (Athaveley, 2007). 
A final factor that has fueled these developments is the emergence of a broad 
national market for colleges. While previously most high-performing students 

attended college in their home state or region, it is common now for them to 

apply to and attend colleges across the country (Davies and Hammack, 2005). 

All of these factors have led students to apply to ten or even more colleges, 

again boosting the competitiveness of the admissions process. Demographic 

trends show that these intense college admissions pressures will ease in the 

next few years as the number of high school graduates declines. 

Stratification and Equa! Opportunity in Higher Education 

In the United States, several factors are considered by college admissions 

officers—high school grades, activities, recommendations, and test scores 

(Stevens, 2007). Controversy centers on test scores in particular. Those in 

favor of using standardized test scores in the admissions process argue that 

scores help screen out students who “can’t make it.” Critics of the achieve- 

ment tests argue that the tests do not give an accurate representation of what 

students have learned, that students who can afford it can be coached to 

raise their scores, that the tests do not measure what they say they do, and 

that they are unfair to minority students. The scores of minority students 

have improved somewhat; on the SAT, scores of most groups rose slightly, as 

shown in Table 10.1. 

In many countries in Europe, Latin America, Africa, Asia, and other 

parts of the world, one exam for university entrance determines one’s future. 

Pass or fail—simple as that! This has created a category of young people in 

Japan called “ronin”—students who failed the exam for the university of 

their choice and spend an extra year or more studying to retake the entrance 

exam. Some students in Japan, however, simply give up the competitive bat- 

tle for top university placement and go to less prestigious institutions or to 

work; more often these are children of blue-collar workers, thus perpetuat- 

ing the existing class system. ie 

Gaining admission to Oxford University in England typifies the process 

of entrance to elite universities of the world: the university's entrance exam is 
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TABLE 10.1 Average Scores on the SAT by Sex and Racial and Ethnic 

Group 2006 

Critical Mathematical 

Reading Section Writing Total 

Score Score Score 

Men 505 536 491 S8z 

Women 502 502 50/2 1,506 

American Indian 487 494 474 F455 

Asian 510 578 SZ, 1,600 

African American 434 429 428 1,291 

Mexican American 454 465 452 BHT 

Puerto Rican 459 456 448 1 36E 

Other Hispanic or Latino 458 463 450 Sil 

White S27 536 519 1,582 

Other 494 513 493 1,500 

All 503 518 497 1,518 

Note: Each section of the SAT is scored on a scale from 200 to 800. 

Source: Fairtest, http: //www.fairtest.org / univ /Score_Release_2006/SAT_Scores_2006_ Chart.pdf 

most important. Next come the British A-level exams, which each high school 
graduate contemplating college takes. Socioeconomic variables (especially the 
type of school from which the student graduated) are highly significant 
in determining university admission. Pressure to open university admission to 
more students, stimulated by rapid social, economic, and political change in 
many countries, is forcing governments to consider new models such as the 
multiversity, to open more positions, and to consider allowing more private 
universities (Hayhoe, 1995). Partly as a result of the controversy over access, 
more institutions are adopting open admissions policies, our next topic. 

Elite versus Public Colleges 

Students from lower socioeconomic backgrounds are most likely to go to col- 
leges with lower selectivity, such as two-year and open-enrollment institu- 
tions, regardless of their ability, achievement, and expectations. Although high 
school students in the United States know that some schools will accept them, 
fewer middle-class students are enrolling in selective schools. For example, a 
recent report on the enrollment of students at state flagship universities notes 
that they are becoming “disproportionately whiter and richer” (Gerald and 
Haycock, 2006). In general, American higher education is becoming increas- 
ingly segregated by students’ family income (Mortenson, 2005a). 
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Elite boarding school students have the highest probability of attend- 
ing highly selective colleges and universities (61 percent from elite schools 
versus 39 percent for a general sample of college-bound students) (Karen, 

1990, p. 238). Admissions officers at private colleges are working toward 
diversifying the student populations at their campuses, usually voluntarily, 
though they have complete autonomy in whom they choose because of their 
independence from regulations (Farnum, 1997). However, these efforts have 

caused controversy and raised affirmative action questions. 

Admissions and the Courts 

Admission of minority students has not always been a voluntary decision by 
the institution. The government has put pressure on institutions by offering 
funding for special programs, passing affirmative action legislation, and 
denying research funds to universities that do not comply with government- 
set standards in minority admissions and staff hiring. 

Increasingly the courts have become involved in major decisions affect- 

ing the direction of education at all levels; this sector of the educational 

systems’ environment has taken on increased importance. In higher educa- 

tion, court decisions and their implications have ranged from admissions and 

affirmative action to financing school sports and questions of students’ rights. 

Two early cases related to equal opportunity demonstrate the role of the 

courts in the environment of higher education. 

Systems of higher education range from open admissions to highly selective. 
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What is considered preferential treatment of minorities by some has 
not gone unchallenged. In 1970-1971, a case was brought by DeFunis, who 

was denied admission to the University of Washington law school; he 
claimed that minority students with lower scores were given preference. The 
case reached the Supreme Court, which ruled in his favor but left unclear the 
issue of minority admissions and quota systems. 

Admissions officers hoped that the 1978 Bakke case would resolve the 
unanswered questions about minority preferential treatment in minority quo- 

tas resulting from the DeFunis case. In this case, the medical school at the 

University of California at Davis set up quotas. Bakke came close to admis- 
sion, but special applicants with lower scores were admitted. Bakke filed suit, 
arguing reverse discrimination. The Court supported the idea that institutions 
may attempt to achieve racial balance through admissions and affirmative 
action programs. But the idea of protecting individual rights was not to be 
ignored in admissions; thus, types of race-conscious plans other than quota 
systems should be adopted. This eagerly awaited decision left almost as many 
questions unanswered as answered. Postmortems ranged from disappoint- 
ment that the Court was stepping backward in the push for minority progress, 
to realization that more cases must be heard to test the ramifications. 

Then in March 1996, the U.S. Fifth Circuit Court of Appeals struck 
down the admissions policy of University of Texas School of Law. In 
Hopwood v. State of Texas the court barred their policy favoring Mexican 
American and African American applicants. The result has been a dramatic 
decline in the number of minority admissions to the school (Diaz, 1997). The 
ruling has left some states such as Louisiana and Mississippi with conflicting 
affirmative action directives (Healy, 1998). 

Another recent issue facing higher-education admissions that has come 
under attack is race-based scholarships. A number of institutions have set aside 
scholarships for minority students to help with recruitment and retention, 
though these scholarships represent only 5 percent of all scholarships. Because 
of recent rulings against the practice, many colleges are dropping minority 
scholarships. A case in point is the University of Maryland. The Supreme Court 
has ruled that their scholarship program for African Americans only is uncon- 
stitutional (“Supreme Court,” 1995, p. 22). Now some colleges are attempting 
to comply with the rulings by offering “first-generation student scholarships” 
that would include some disadvantaged white students as well as minority 
students (Gose, 1995). Critics argue and evidence indicates that minority 
enrollments will drop with rulings against race-based scholarships. 

Most recently, the Supreme Court ruled in two cases from the University 
of Michigan. The undergraduate admission process at Michigan added points 
to the admissions scores of minority students increasing their likelihood of 
acceptance. Several white applicants who had been denied admissions filed 
suit against this process. At the Law School, race was one of several admissions 
factors taken into account, but unlike the undergraduate process, there was not 
a fixed benefit accorded to minority applicants. In its rulings, the Law School’s 
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admissions procedures were approved because race was only one factor in a 
process that considered the whole application. In addition, the Court accepted 
the argument that diversity in education was an important goal for state 
systems of higher education and could justify using race as a factor in the 
admissions process. The Court rejected the undergraduate admissions process, 
asserting that adding points to improve chances of acceptance was discrimina- 
tory because the points were awarded to all minorities, not distributed individ- 
ually. This was important because our history of racial discrimination that had 
been used to justify affirmative action policies has been criticized for not apply- 
ing to all current minority students who have not faced racial segregation. 
Guaranteeing that this issue will remain with us, the Court asserted that in 
25 years there should no longer be a reason to take race into account at all in col- 
lege admissions (http: //www.law.cornell.edu /supct/html/02-241.ZO.html). 

Given the difficulty of using affirmative action today, many colleges are 
exploring ways to make possible higher enrollment rates for students from 
low income families. Recently there has been a move to accept more students 
from lower income families if qualified. Several universities have adopted 
policies to award low or free tuition to students whose family income is below 
$60,000, including Harvard, the University of Pennsylvania, Stanford and 

Davidson College among others. As many minority students are from low and 
lower income families, this approach would improve both minority and low 
income enrollments in higher education. But few colleges and universities are 
wealthy enough to adopt this policy so its impact will be limited. 

Applying Sociology to Education: How can institutions of higher 
education provide equal opportunity and be fair to all groups of students? 

CHARACTERISTICS OF HIGHER EDUCATION 
IN THE UNITED STATES 

Higher education is a catchall term for programs offering some academic 
degree after high school. In general, however, we will not be referring to 
vocational or occupational training programs in this section. 

In selecting our college, we can pick from two-year, four-year, or uni- 
versity systems, public or private. Once we have made our selection, we 

move into the system where we will remain until either (1) we are graduated 

after two or four years, (2) we drop out, or (3) we transfer. 

There are more than 4,200 institutions of higher education in the 

United States (“Number of Colleges Offering Specific Academic Programs 

and Awards, 2004-2005,” 2007). First, sponsorship is an important division, 

with two main categories—public and private. Within the public category, 

institutions of higher education exist at the local, state, and even federal 

level. Most often public institutions are state-sponsored. Locally sponsored 
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TABLE 10.2 Racial and Ethnic Background of College Freshmen and Women, 
1998 and 2006 

Racial and Ethnic Background 1998 2006 

American Indian al Dey 

Asian American 4.0 8.6 

African American 9.4 10%5 

White 82.5 V5 

Latina(o) 45 U3 

Other 8: 326 

Source: Higher Education Research Institute at UCLA. The American Freshman. 

institutions tend to be two-year colleges and technical training institutions. 
More than half of the private institutions are religiously affiliated, usually 
with Protestant and Roman Catholic parent organizations. 

Second, student composition tells us something about the institutions: 
percentage of males, females, minorities, foreign-speaking students; age and 
background of students (see Table 10.2). 

Third, types of programs distinguish one institution from another: two- 
year, four-year, master’s or graduate level, Ph.D.-granting, and professional 
schools such as law or medicine. Many of the institutions develop certain 
specialty areas or professional schools for which they become well known. 
Some institutions, especially public, state-sponsored systems, have moved 
toward multicampus facilities. The public higher education system of 
California is a case in point, with its ten university campuses, 23 four-year 
state universities, and more than 109 two-year campuses, which can either 
be terminal or feed into the other parts of the system. 

Within each classification, there may be further variations. For 
instance, there are many types of professional schools, including 

= eee 

Architecture Journalism Optometry 
Business Law Pharmacy 
Dentistry Library science Public health 
Education Medicine Social work 
Engineering Music Theology 
Forestry Nursing Veterinary medicine a 

These schools vary as to size, financial resources, graduate or undergraduate 
training, relevant affirmative action legislation and sex distribution, and 
according to specific attributes of the universities with which they are affili- 
ated. Although the variations between systems of higher education are great, 
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what they have in common is their service to students who have completed 
12 years of schooling and who are voluntarily furthering their education. 

Higher education experienced a period of phenomenal growth and has 
now leveled off. We look at these trends and their implications next. 

Growth of Higher Education 

The growth of American higher education since the late nineteenth century 
(and especially in the 1960s) has been phenomenal when compared with any 
previous time. Despite the rapid increase in the size of institutions of higher 
education, the dropout rate has remained about the same throughout the 
period. Recent data show enrollments of 17,272,044 students (full and part 
time) in fall of 2004. This number is expected to rise to more than 19 million 
in 2014 (Digest, Table 3). The minority population in these figures is also ris- 
ing, whereas the white population is dropping slightly. 

The School-to-Work Transition and the Credential Crisis 

Does everyone have the right to go to college? Do those who do not go to 
college have a right to work? Who should decide who has the right? And, 
ultimately, must some people trying to enter college and the job market fail? 

The United States does less to help its high school and college gradu- 
ates prepare for and find jobs than other industrial countries. Those graduat- 
ing from high school have seen little connection between school and work, 
yet they must adjust to the demands of the job market. College graduates 
fare better because they have trained in specific fields (Reich, 1994, p. A16), 

though many of them major in areas in which there is no direct connection to 
work. Employers need workers with specific skills that new employees often 
lack. This means employers must go to the effort and expense of training 
new workers, using supervisors’ time to explain and oversee tasks. In addi- 
tion, employers make extra efforts to keep their skilled employees 
(Rosenbaum and Binder, 1997; Alexander, 2001). 

An issue that affects college graduates is the “credential crisis,” which 
has arisen because graduates can no longer be guaranteed a job after college. 
Large numbers of college graduates remain unemployed or are returning to 

graduate school to improve their chances of employment (Wilson, 1990). 

Various new types of credentials are being proposed and requirements for 

jobs are being raised, not as a result of new educational knowledge, but 

because of the increased number of people seeking higher-level jobs in the 

system. Thus, many people are overeducated for the jobs they receive, a phe- 

nomenon referred to as the “job gap.” Jobs once held by poorly educated 

people are now held by more highly educated individuals until they can 

find appropriate jobs for their training (Halaby, 1994). Recent research finds 

that there are even more people overqualified for their jobs than earlier 

research found, and that they have lower levels of job satisfaction as a result 

(Vaisey, 2006). But it is no longer rare for a college graduate to be employed 
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as a retail clerk (in a book store, for example, or a Starbucks), something that 

was uncommon when the college degree itself was uncommon. We have 
adapted to this change, and, while we lament the apparent lack of appropri- 
ate opportunities for all college graduates, this dissatisfaction has not gener- 
ated much of a movement for change. We will return to this topic at the end 
of Chapter 13. 

The inflation of credentials is closely related to the economic and strat- 
ification system; students want higher credentials to get better jobs to have 
higher status. However, the image of college and university as “a sure route 
to the better life” has lost ground. The value of a college degree remains 
because of the large decline in the job market value of the high school 
diploma and is directly related to the economic status of countries and the 
failure of the economy to provide more and higher-paying jobs for the larger 
number of college graduates (Moore and Trenwith, 1997). In fact, many col- 
lege graduates accept positions unrelated to their college majors. The current 
economic picture challenges the functionalist interpretation of expanding 
educational opportunities to meet societal needs. Tensions produced by the 
presence of large numbers of dissatisfied graduates could, according to con- 
flict theorists such as Collins mentioned earlier, force a restructuring of the 
economic system, and in turn of the educational system. 

Applying Sociology to Education: Should everyone have access to 
higher education, or are we overeducating the population? Who should 
make these decisions? 

FUNCTIONS OF THE HIGHER EDUCATION SYSTEM 

Higher education serves certain functions or purposes in society. What these 
purposes are or should be is a matter of debate and may cause conflict 
between parents, educators, students, government officials, and other 
groups in society. In the following discussion we consider the university as a 
community, the functions of the university, and conflicts over functions. 

The University as a Community 

One way to consider the functions of the university is through the concept of 
community: what members have in common, the division of labor, and the 
interdependence among members (Sanders, 1973, p. 57). Universities are 
communities with an overall academic program, centralized physical set- 
tings, a form of governance, and a range of services. One can eat, sleep, and 
work there. Perhaps the best way to describe the modern university is as one 
institution fulfilling numerous functions. 

The full university, with its expanse of programs, research facilities, 
graduate and professional schools, and support services, has set the standards 
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for all academic systems of higher education. Yet it is caught between contra- 
dictory goals, especially in the area of organizational structure and autonomy. 
Bonds such as shared beliefs, attitudes, and values, which traditionally held 
the university together, have been disintegrating as more formal structures, 
rules, and procedures have replaced them (Perkins, 1973, p. 258). Questions 

have been raised about some basic values of the university community—the 
nature of the academic programs; whether to teach factual knowledge, or also 
values and beliefs, and even practical skills; the meaning of freedom of inquiry 
for scholars; and what should be included in the activities of a university. As 
the curriculum has been expanded to include more and more subjects, the 
kind of consensus around fundamental academic questions that once may 
have existed has become more and more difficult to create and maintain. 

The Function of Research 

The expansion of knowledge is a generally accepted purpose of higher 
education, especially in universities with strong research components. In 
the sciences and engineering, the direction and extent of research programs 
has been determined largely by the financial support provided by busi- 
ness, industry, and government. This influence on the direction of research 

efforts has led some researchers to ask, “knowledge for whom?” Some 
research, especially in pure rather than applied science, is being eliminated 
because it is not a priority in this time of financial cutbacks. This could lead 
to future gaps in our knowledge, some argue. The cutting back of state and 
government funding from the university’s environment will significantly 
affect research institutions dependent on such funding to support research 
scholars, students, and other departments (“The American Research 
University,” 1993), making them even more dependent on private and 

philanthropic funding. 

The Function of Teaching 

Concerns regarding the balance of teaching and research roles of professors 
dominate institutions of higher education, especially those with graduate 
programs. Stanford University, followed by Cornell and others, took the lead 

in the early 1990s when they announced that evaluation of teaching would 

be a significant part of the promotion process. A number of disciplines are 

producing teaching materials and promoting professional development in 

teaching. Professional schools are also putting more emphasis on the art of 

teaching. 
Increasingly faculty at all types of colleges and universities are expected 

to publish their work. Academic publishing involves peer review, in which 

other specialists in the subject matter of the research are directly involved in 

the editorial selection process (usually anonymously), assuring that the qual- 

ity of the research has been positively reviewed by other experts (peers). 

Thus, a record of successful publishing means a faculty member’s work has 
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been reviewed and approved by other experts in the field, a judgment that 
cannot always be reliably done at the home institution. One’s teaching, how- 
ever, can best be evaluated locally. Untenured faculty, with usually no more 
than six years of employment before an up or out tenure decision is made, 
put their effort into research and publication, teaching and possibly service 
on committees. Publications are now required at most types of four-year col- 
leges, and teaching is sometimes in second place (Fairweather, 1993). 

Beginning in the early 1990s however, another voice has been heard 
calling for a return to an emphasis on teaching and on the priority of educat- 
ing students (Boyer, 1990). Included in criticisms of faculty work is an 

overemphasis on the knowledge production (research and publishing) func- 
tion over the educational (teaching) function of colleges and universities. 
Most recently, a commission appointed by the Secretary of Education issued a 
report that laments the rising cost of higher education and the lack of 
“accountability mechanisms to ensure that colleges succeed in educating stu- 
dents” (U.S. Department of Education, 2006, p. x). The commission calls for 
reforms that lead to “high quality instruction while improving efficiency in 
order to be more affordable to students” (U.S. Department of Education, 2006, 
p. xi), and seeks common measures of what students learn while in college. 

The Function of Service 

Another function or purpose of the university is that of public service in the 
wider community. The faculty are expected to disseminate knowledge devel- 
oped in research programs through such channels as publications, the media, 
and teaching and lecturing. This diffusion of ideas has wide repercussions, 
even to the point of stimulating social change in countries around the world. 
The degree to which faculty scholars should become involved in attempts to 
sway opinions through social awareness or act to bring about changes is a 
matter of debate. However, students in many colleges are involved in com- 
munity service work, sometimes as a required part of their education. 

The Function of the “National Security State” 

Higher education, sometimes assumed to operate autonomously, is, in fact, 
central to the training of individuals for high-level technical human resource 
requirements; this is seen by some as necessary to national security and for a 
developing economy. The university power structure is headed by boards of 
trustees who, some argue, serve corporate interests; these interests impact on 
the organization of universities (Rhoades and Slaughter, 1991). Liaisons 
between universities and the corporate world, created by graduates employed 
in these organizations and research funded by private interests, provide evi- 
dence for the links. The debate continues about whether this liaison is con- 
structive for educational institutions, businesses, and society. 

University professors create ideas in laboratories; some of these ideas 
become commercial products. Structures for transferring the technology 
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from labs to commercial use are most often controlled by university admin- 
istrations, who use the idea of “the public good” to control the transfer; 
university faculty, however, hold that scientific norms should guide the 
transfer of technology. How the information is transferred affects who 
receives credit, patents, and financial benefits (Rhoades and Slaughter, 1991, 
p. 75). The control over the intellectual property created by faculty research 
funded by private sources as well as with public money has become an 
important issue as some inventions such as new drugs have become 
extremely valuable (Blumenstyk, 2007, April 6; also see Kirp, 2003). 

Conflicts over the University’s Function 

It is a crisp autumn Saturday afternoon. The stands are packed for the big 
game, the traditional rivalry that will determine who goes to the college 
bowl game. College athletics is big business worth millions of dollars, and 
the issues surrounding athletics have become major targets in the conflicts 
over the functions of a university. For universities with successful athletic 
programs, sports can be a big moneymaker and attracts new students. 
Critics argue that athletics is not part of the major function of universities— 

the acquisition and transmission of knowledge, service, or other traditional 
functions. This case illustrates the conflict over the academic function of uni- 
versities versus a big-business orientation (Dowling, 2007). 

The Academic Function of Universities 

versus Business Functions 

Issues that have been raised in recent years illustrate the conflicts. The “ath- 

lete as a hunk of meat” is one of these issues. Scouts and recruiters see star 
high school players and sign contracts. It is illegal to offer rewards or bribes 
such as cars or fancy living, but it has been known to happen. What is more 
common is that pressure to succeed in athletics is so great that there is temp- 
tation to skirt the rules. Reports of grade fixing at several institutions have 
caused scandals and led to sanctions against individuals and institutions. 
Young men and women with weak academic backgrounds are recruited to 

compete, but they sometimes fail to make progress toward a degree. Minority 

students are particularly affected. In recent years, however, beginning college 

student athletes have been entering as first-year students with higher creden- 

tials than in the past, and their graduation rate after six years is 63 percent 

compared to 61 percent of all students at Division I institutions. 

Statistics collected by the National Collegiate Athletic Association 

(http: //www.ncaa.org/wps/portal/home?WCM_GLOBAL_CONTEXT=/ 

wps/wem/connect/NCAA/Academics+and+Athletes /Education+and+ 

Research / Academic+Reform/index.html) show that African American ath- 

letes attending Division I colleges are less likely to graduate (53 percent) 

when compared to all scholarship athletes (63 percent). However, a higher 

percentage of African American scholarship athletes graduate in six years 
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than all other African American students (44 percent, see Division 1 Freshman- 

Cohort Graduation Rates, 1999-2000 Freshman Class) (Blum, 1995, p. 34). 

Nearly 90 percent of Division 1A football teams playing in bowl games in the 
2006-2007 season graduated more than 50 percent of their players. However, 
the gap between the rates for whites and African Americans remains large: 
over 40 percent of the teams graduated less than one-half of their African 
American players, while only 5 percent of teams graduated less than one-half 
of their white players (The Institute for Diversity and Ethics in Sport, 2006). 

Using participant observation, two sociologists spent several years 
studying athletes at a Division I college, observing the conflicting roles of 
players. Most players come to college expecting to play ball, have a social 
life, earn a degree, and perhaps to go on to the NBA or other professional 
leagues. Many quickly become disillusioned, however, and some feel 
exploited by the fans and even the coaches, who are interested in them only 
as long as they can perform well. The problem is that many athletes come 
poorly prepared for academics, and training is all-consuming. They are often 
housed separately, isolated from campus, and made to feel like outcasts. 
Some of the middle-class athletes graduate, but few recruited from the lower 
classes do so (Adler and Adler, 1991). 

Another problem is the lack of support athletes get once they enter col- 
lege. In some institutions they are used as long as they can play for the team; 
then they are dropped, leaving them little future. Several proposals have 
been made to curb the “meat market” phenomenon. In order to be consid- 
ered a “qualifier,” that is to play during their first year, starting in 2008, 
athletes must have graduated from high school, completed a core curricu- 
lum (primarily English, science, and math) of 16 academic courses, and have 
a combination of grade point and SAT or ACT score specified in the NCAA 
academic eligibility standards. The NCAA uses a sliding scale to judge 
GPA/test score qualifications. For example, if a student has a 3.5 GPA, the 
SAT score needs to be 410 or above and the ACT 38 or above. Since they only 
count the verbal and math sections of the SAT, and the minimum score 
is 200, a high GPA is seen to compensate for a low test score. As the GPA 
falls, the SAT/ACT score requirement increases, so that a student with a 
2.2 GPA needs a SAT score of 940 or above or a 79 or higher in the ACT 
(https: //web1.ncaa.org /eligibilitycenter/common/). Many coaches and 
athletics boosters see these rising academic requirements as disadvantaging 
minority athletes. Others see them as a means to combat the exploitation of 
these students (Dowling, 2007). 

One proposal is to let athletes play five years, giving them more time to 
complete their college work. Programs for special tutorials, restrictions on “the 
season” and practice time, and counseling services are being put in place in 
many schools and could help poorly achieving students. Tutoring and men- 
toring programs at many universities are meant to supplement the athletes’ 
programs; some help, some don’t. Some of those athletes who flunk out or 
drop out end up sweeping floors or doing other menial labor. The academic 
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“teaching” function is brought into question when emphasis is on business or 
income-producing activities, such as big-time athletics. 

What Type of Curriculum? 

Conflicts persist over curricular issues. On the one hand are those who would 
have the university retain its traditional focus on a liberal education in the arts 
and sciences, which transmits to students knowledge for its own sake and pro- 
duces a well-rounded person. On the other hand are those who advocate a 
practical, career-focused training that stresses the social utility of the know]- 
edge transmitted. These conflicts are particularly relevant today, when univer- 
sities and colleges face periods of sometimes flat enrollment growth, and 
when economic conditions put pressures on students to get a degree they can 
“use”—one that will be functional and lead directly to employment. Only a 
few elite schools may be able to resist the pressures to diversify the curriculum 
and introduce more applied or practical programs as opposed to “pure” arts 
and sciences. For most institutions, ability to adapt to changing or conflicting 
environmental demands may determine survival (Kraatz and Zajac, 1996). 
Occupationally oriented majors account for about 60 percent of all degrees 
and over 80 percent at many colleges and universities (Brint et al., 2005). 

Societal conflicts are reflected in debates over curriculum content and 
pressure to be “politically correct.” Racism, discrimination, prejudice, intol- 
erance, differential treatment, sexual harassment, and homophobia are all 

hot topics on university campuses. Extremes range from those who would 
throw out the “old” curriculum and replace it with entirely new materials 
sensitive to abuses of the past, to “hate speech,” and to racial or sexual 
incidents on campuses. The debate is between competing responsibilities to 
protect freedom of speech and to protect students, faculty, and staff who are 
victims of hate crimes (Munitz, 1991, p. 4). The Supreme Court has ruled in 

one decision that “hate speech” is free speech, but other court rulings chal- 
lenge use of such words as the “N” word by teachers and students except in 
literature (Zirkel, 1999). Recent campaigns against “killer coke” and for a 
green campus and sustainability are other topics that have engaged students. 

Most colleges are “internationalizing” their curricula to include Third 
World and environmental concerns; the numbers of students majoring in 

these fields are also increasing (Dodge, 1990, p. A31). Requirements to 
engage in community service show a curricular trend toward service learn- 
ing and citizenship development. Increasingly, too, study abroad is becom- 

ing common and sometimes required. Some colleges are even developing 

branch campuses in other countries (Altbach and Knight, 2006). 

Conflicts over purposes can also be seen in the changing roles of vari- 

ous members of the university community. For instance, in the 1950s admin- 

istrators were expected to watch over their students like parents; hence the 

term in loco parentis. Dormitory hours were rigid, lights-out regulations were 

enforced, separation of the sexes in living quarters was expected, and the 
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atmosphere was one that not only perpetuated an adolescent dependence 
but also carried the home structure to the school. Following student discon- 
tent and attacks on the university administration in the 1960s, most adminis- 

trators gradually reduced or eliminated this role. With new technology, 
faculty roles are changing as well, as described in Box 10.1. 

BOX 10.1 

The Future of Higher Education: Case of the Virtual University 

Imagine a university that comes to all citizens who have a desire to learn and wish to 
take courses, from high school age to senior citizens. The setting can be the home, a 
library, or any place with Internet access. 

No need to imagine! In Kentucky and several other states, this scenario is real- 
ity. Faced with the changing state, national, and global economy that made former 
occupations in coal mining and tobacco growing obsolete, Kentucky's virtual univer- 
sity is being used as one solution to the problem of unemployment and poverty. 

How does the process work? The virtual university staff of 20, sitting in an 
office with cubicles and computers, arranges for services to be delivered on-line to 
students around the state and beyond. Public and private universities in Kentucky 
offer up to three-quarters of required degree credits on-line. Other services include 
contracts with professional designers of courses, on-line library resources, student 
counseling services, and bookstore services. 

The role of faculty changes from lecturing to mentoring—from discussing issues 
and problems with students to utilizing services such as on-line writing assistance, and 
of course grading student work. Concerns about lack of face-to-face interaction are 
being addressed by seeing the professor or class members on the computer screen. 

In the virtual university, students as consumers have control over the process of 
learning, are able to register and carry out all tasks on-line, move at an individually 
comfortable pace, watch and interact with professional on-line courses that include 
projects and assignments, read the text from on-line bookstores, and interact with 
the professor on-line. According to Susman, president of Kentucky Commonwealth 
Virtual University, virtual universities involve an “orbital shift.” No longer do students 
need to be on site, running around between offices to register or to obtain professor 
permissions and parking passes. No longer are they concerned with getting to class 
on time—the Internet has 24-hour access. 

Looking for recreation as a part of the college experience? Join the virtual 
football team. Michigan Virtual University has challenged Kentucky's team to a 
match. Other opportunities for games such as chess, book clubs, and chatrooms in 
courses are being created as you read this: the possibilities are endless. 

The bottom line is that the university experience for some students is likely to 
be a very different one in the future with technology leading the way. The KY Virtual 
College has grown considerably since its founding (http:/Awww.kyvu.org/). - 

Source: Taken in part from a lecture by Mary Beth Susman, President, Kentucky Commonwealth 
Virtual University, August 11, 2000, Bethesda, MD, at the meeting of the Society for Applied 
Sociology. 
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Applying Sociology to Education: Should universities meet the needs 
of the community, remain independent of community needs, or find 
another option? 

HIGHER EDUCATION AS AN ORGANIZATION 

Higher Education Structure and the Bureaucratic Model: 
Does It Work? 

Universities face particular contradictions when trying to run on a bureau- 
cratic or business model, yet that is what most are doing. The hierarchical 
charts of universities may resemble business organizations, but most of the 

similarities stop there. 

1. There are two distinct structures in the university: the flat academic 
structure and the hierarchical administrative structure. 

2. Many of the employees are knowledge specialists, professionals who 
by tradition expect autonomy and academic freedom; they may have 
only temporary loyalty to the institution but permanent allegiance to 
their disciplines. 

3. Colleges are to a large extent detached from the community and larger 
society in pursuing their primary activities—transmitting knowledge 
and conducting research. 

4. Teaching and research require individual faculty autonomy over the 
end product. 

5. Policy decision making is spread throughout the organization, and 
students sometimes have a substantial voice in issues. 

Let us consider the problems of hierarchy and decision making in greater detail. 

THE DUAL HIERARCHY. Academic institutions have two hierarchies. The 
academic structure of the university, with its many departments and programs, 
has one form of hierarchy, usually based on rank and tenure. Although fac- 
ulty members hold differing ranks, their formal status within the university is 
the same. However, informal influence, power, responsibilities, and salary 

may differ across institutions. The administrative structure approximates more 

closely the business model and Weber’s bureaucratic division of labor. At the 
top of the hierarchy are the board of trustees, the president, and other top 

administrators, including deans. Other administrative personnel carry out 
diverse functions, providing health services, bookstores, food services, build- 

ing and grounds maintenance, financial services, and counseling. 

The structural looseness of the university, with its focus on academic 

freedom, allows for little centralized decision making. The professional fac- 

ulty expect to make decisions in their areas of expertise and resent others 

usurping this power or making rules that infringe on this “right”; this is 
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especially true in the area of hiring, promotion, retention of faculty, and cur- 
riculum matters. Once faculty members are granted tenure, a process that 
begins with their peers but includes the president and board of trustees, 
their independence from administrative decisions is increased. Finally, 
there is inherent conflict between providing a good education and running 
an administratively economical and efficient operation—as is called for in 
business or a bureaucratic model. Nevertheless, the for-profit sector of 
higher education has been expanding—The University of Phoenix, for 
example, with classrooms in office buildings and strip malls across the 
country, is now the largest institutions of higher education in the United 
States. Distance learning, too, is on the rise (see, for example, Jaschik, 2007). 

These problems and inconsistencies have been accentuated by the rapid 
increase in size and corresponding administrative complexity of the “multiver- 
sity.” With added departments, programs, and research components, the admin- 
istrative structures increase in complexity along with the academic structure. 

THE UNIVERSITY HIERARCHICAL STRUCTURE AND DECISION MAKING. Despite 
the incongruities, it is useful to use characteristics of the bureaucratic model 
to describe the university, because this model is closer than any other to the 
realities of the situation. There are seven levels within the higher-education 
hierarchical structure. 

1. Department. The department is an administrative unit with a head or 
chair who may be appointed or elected, or the position may rotate 
among department members. The chair is accountable to both depart- 
ment members and higher-level administrators. The position has 
inherent role conflict, because a chair must both support faculty and sit 
in judgment of them for salary increases and, sometimes, promotions. 
Departments are hierarchically structured, the usual ranks being 
instructor, assistant professor, associate professor, and professor. Power 
and decision making for the unit are usually distributed among mem- 
bers, who use democratic procedures to make major unit decisions. 
An increasing number of faculty are employed in non-tenure bearing 
positions—that is they are not eligible for tenure and are on term con- 
tracts. Some are full-time, others are part-time, or adjunct faculty. Their 
role in department, school, and university decision making varies 
widely and is an increasingly important issue as their number increase. 

2. College. Several related disciplines are grouped as a college with a dean 
as administrative head. Professional schools in universities have simi- 
lar status. At this level of the administrative hierarchy, decisions are 
made about finances, salaries, scheduling, new programs, and so forth, 
which affect all unit parts. ; 

3. Administration. The president or chancellor, vice president, deans, and 
assistants may or may not be active faculty members. They have respon- 
sibility for various aspects of the university, including academic matters, 
student services, and financial matters. 
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4. Faculty representative bodies. Faculty councils or senates composed of 

representatives from the various colleges and schools have decision- 
making or advisory power over academic issues. 

5. Board of trustees. These laypersons from the community have ultimate 
legal responsibility. Members are usually selected through election, by 
other board members, or through appointment by state governors or other 
bodies for public institutions. Most boards will give their formal approval 
to recommendations of the institution’s president and faculty senate. In 
recent years, central committees have been formed as coordinating struc- 

tures for some multicampus universities. These “superboards” have ulti- 
mate control just as boards of trustees, but they remove decision making 
even further from the faculty and individual campus (Clark, 1976). 

6. Regional accrediting associations. There are six voluntary associations 
around the country that evaluate institutions’ achievements in compari- 
son with their goals, using professionals from within the regions: North 

Central, North West, New England, Middle States, South, and West. The 

attempt is not to equalize or standardize institutions, but to help institu- 
tions achieve the standards they set for themselves. Recent concerns about 
quality and accountability, however, have led to efforts to strengthen the 
hand of regional and national accreditors (U.S. Department of Education, 

A Test of Leadership, 2006). In addition there are many professional accredit- 
ing agencies for specific fields, such as accounting, medicine, and the law. 

7. National organizations. Many countries have national coordination of 
public institutions. Although there is no formal national control of deci- 
sion making in the United States, the federal government does wield its 

influence in many ways. To some extent a national educational policy 
has been developed in response to international pressures and compe- 
tition, and national needs in areas of economics, politics, and the mili- 

tary. Federal funding has had a major influence on what research an 
institution pursues, and it may constitute the financial support of entire 

programs in the university. Student financial aid is another important 

source of revenue for most campuses; changing eligibility require- 

ments is another way the federal government can influence higher 

education practices across the country. Many institutions would suffer 

severe crises if they lost federal support. 

CONTROL AND DECISION MAKING. Major decisions are made or approved 

by the institution’s president and board of trustees. The multiplicity of 

diverse programs is coordinated through the administrative hierarchy. 

Although the number of coordinating structures has been increasing, 

demands also are increasing for decentralized decision making, with power 

held by individual units. However, these units want money from outside 

agencies that require scrutiny of the units (Friedman, 1995, p. 746). 

Lower-level participants in the university wield power that is not 

always recognized officially but that is influential in decision making. For 
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instance, office workers have access to and control over people, information, 

and technology. Many office workers are irreplaceable because of the know]- 
edge they hold. However, their compensation is seldom commensurate with 
their subtle power (Reyes and McCarty, 1990). 

Students have varying degrees of power in the decision-making struc- 
ture. They are with the organization for a short time; they bring new perspec- 
tives; they pass through and leave their mark. Because of their short stay in the 
institution, students are not usually primary decision makers, but they may 
provide much-needed impetus for evaluation and change of the status quo. 

Applying Sociology to Education: Can you identify areas of conflict 
between the university hierarchical structure and the business model? 

ROLES IN HIGHER EDUCATION 

Each of us has a role in the system of higher education. This is only one of 
our many roles, and herein lays one of the problems for higher education, as 
for any organization—it must compete for the loyalty of members who have 
multiple role obligations. A student may have family, work, and other role 
obligations. Faculty members have multiple loyalties, which lead to prob- 
lems for the organization. Keep in mind the dilemma of conflicting role 
obligations as we discuss major roles in the system of higher education. 

Roles in Higher Education: The Clients 

Without students there would be no institutions of higher education, and 
most professors would be out of work. Students are clients of the system, 
buying a service, and members of the system, playing an integral part in its 
functioning. At different times students have held different degrees of power 
in the system, from an ineffectual group that comes and goes and has little 
real power, to a group that, by their choices, determines which faculty mem- 
bers, programs, and even universities will survive. 

The students of the 1950s were a cautious “silent generation.” By the 
1960s, students began to demand a major role in the governance of univer- 
sities and other institutions and to create pressures for change. This polliti- 
cally active student population flexed its muscles with the Free Speech 
Movement at Berkeley; it went on, in greater strength, to the Vietnam War 
protests in the late 1960s and 1970s. What was remarkable about the revolt 
of the 1960s was that the youth culture profoundly impacted other mem- 
bers of the higher-education community with ideas and practices then 
adopted by adults. Changes initiated by students affected all members of 
higher education because of their reciprocal role involvements. 

Through the baby-boom years, college enrollments expanded dramat- 
ically; then came the bust and retrenchments. Between 1979 and 1985, the 
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number of 18-year-old high school graduates decreased by a half-million. 
Colleges feared that there would not be enough students to sustain them, 
but increasing recruitment among nontraditional students, a recession that 
kept students nearer their home institutions, and increases in the number of 
high school graduates attending colleges forestalled disaster for many small 
institutions. College marketing budgets have increased dramatically, using 
direct mail, videos, telephone contacts, invitations to visit, and scholarships 
to academically talented students for recruitment. Ironically, at a time when 
it seems that underrepresented groups might have an advantage, many 
colleges did not lower but increased their admissions requirements and 
expectations, recruiting students with high SATs and those from wealthier 
areas rather than poor, disenfranchised minority students. 

More than 17.2 million students enrolled in higher education for the 
2004-2005 academic year, up over 16 percent from the 1999-2000 year. Private 
college enrollments were up 23 percent, and public institution enrollments 
were up almost 15 percent (NCES, Digest, 2006, Table 3). Fluctuations in enroll- 
ments are caused by many factors, including the numbers of college-age stu- 
dents in the population. For students of college age, 1996 was a record low 
year in the 1990s, but future enrollments are expected to surpass 19 million by 
2012 (NCES, Digest, 2006, Table 3). The number of high school graduates is 

about to decline, however, lowering some of the admissions pressures so 
prominent in recent years. 

The profile of the typical college student is becoming more diversified, 
with older nontraditional students, minority students, and married students 

attending college in greater numbers. In 1965, only 4.8 percent of all U.S. college 
students were African American. One percent of law students were African 
American. These numbers have changed dramatically over the past 30 years 
(Bowen and Bok, 1998). Today, African American enrollees make up close to 13 

percent of college enrollments, whereas just over 14 percent are Hispanic (The 
Chronicle of Higher Education Almanac, 2006, p. 15). Native American enrollments 

also rose, and today there are 23 tribally controlled colleges in the United States. 
At 28 selective colleges, 75 percent of African American students grad- 

uated within six years, and 4 percent more graduated from schools to which 

they had transferred (Bowen and Bok, 1998). These percentages are higher 

than for many other groups. Ninety percent of African Americans in profes- 

sional schools complete their training and earn twice what African American 

men with bachelor’s degrees earn. Despite the success of some students who 

would not have been admitted without affirmative action, the courts are 

changing the laws to deny special consideration. 

Gender and Race in Higher Education 

The number of women attending college in the United States has doubled since 

the 1970s. In fact, in 2004 college women outnumbered men by 9.88 million 

(57.2 percent) to 7.38 million (42.8 percent). Part of the increase results from 

nontraditional-age women returning to college. But the gap in enrollments is 
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receiving wide attention. A hope for some institutions of higher education with 
weak enrollments lies in attracting women from nontraditional-age categories. 
In recent years, this group has been a target for admissions officers. These 
women are already entering, or returning to, college in large numbers. There 
are more than 1 million “reentry women” in higher education. Many reentry 
women are attempting to fulfill two sets of expectations: family roles and edu- 
cational roles. Changes in family status often require that they go back to 
school. Survey data indicate that most reentry women are committed to their 
studies and have confidence and energy. Several colleges, including elite 
women’s colleges, admit reentry women as a percentage of their college classes 
and provide special programs for them. 

The social and economic consequences of this shift in levels of attained 
education are only beginning to be perceived. Many colleges are concerned 
that the number of males enrolled has reached a critical point. Several col- 
leges that did not have football as an option have introduced it in an effort to 
make their school more attractive to male applicants (Pennington, 2006). 
There is evidence, however, that women’s participation in higher education 
in noncore developing nations is being hindered by multinational corpora- 
tions, which hire men in high-status occupations, thus creating less demand 
for educated women (Clark, 1992). 

Women earn more graduate degrees in the humanities, social and 
behavioral sciences, education, and health professions, and men earn more 
in natural sciences, computer sciences and engineering, and business man- 
agement. Although there has been significant converging of the majors of 
men and women (Jacobs, 1996), the differences are particularly striking in 
engineering and computer science (The Chronicle of Higher Education 
Almanac, 2006-2007, p. 22; Olsen, 1999). Since math achievement is the gate- 
way to many high-paying careers in the sciences and engineering, women’s 
achievement in math and science courses at all levels of education contin- 
ues to interest researchers. In college, women’s and men’s grades are similar 
in math courses through calculus though fewer women enroll in these 
classes (Bridgeman and Wendler, 1991, Pp. 283). 

The median annual income of year-round, full-time male workers 
25 years and over in 2004 with a bachelor’s degree was $57,220; those with 
associate college degrees averaged $44,404. Women in the same categories 
averaged $41,681 with bachelor’s degrees and $33,481 with associate’s 
degrees (NCES, Digest, 2005, Table 378). Though factors such as time out for 
childrearing can be taken into consideration, women continue to receive 
lower income for similar levels of education. 

Most women students seem reasonably satisfied with their college experi- 
ence, including professors, other students, and classroom and study conditions. 
Students at all-women’s colleges tend to be very satisfied with their experiences. 
They perceive their ability to acquire skills high, and educational aspirations, 
including the likelihood of attending graduate school, are also high (Smith, 1990, 
p. 181). Yet the number of these schools continues to decline, as few female high 
school seniors express an interest in all-women’s colleges (Salomone, 2007). 
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Many colleges are offering more nondegree courses for adult men 
and women through continuing education or lifelong learning programs. 
Not only do these programs enable interested adults to learn for pleas- 
ure, but they also help offset budget deficits in programs being run ata 
financial loss. Courses are taken by a wide range of adults—“do-it-your- 
selfers”; senior citizens; those who have a specific motivation, such as 
learning a language for a holiday trip abroad; those who wish to prepare 
for college reentry, to have contact with others, to increase mental stimu- 
lation, or just to have fun (survey by author of students in continuing 
education classes). 

Although women are gaining ground in academic settings (Kulis, 1997), 
the story for other minorities is mixed. By 2010, almost one-third of the nation 
will be African American or Hispanic. By 2050, the non-Hispanic white popu- 
lation is projected to be 52.8 percent of the total U.S. population (U.S. Census 
Bureau, 2000). Yet the numbers of minority groups in higher education do not 
reflect this diversity. (see Figure 10.3). 

FACTORS RELATED TO MINORITY STUDENT SUCCESS OR FAILURE. Student 

success in higher education is based not only on individual goals, motiva- 
tions, and abilities but also on social class, race, sex, and early labeling. 

“Success” or “failure” begins early in life with the labeling of children. By the 
high school years, teachers, counselors, students, and parents have a fair 
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FIGURE 10.3 Proportion of college students who are minority-group members, fall 1996. 

Source: The Chronicle of Higher Education, December 17, 1999, p. A53. 
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idea of the student’s academic ability. Tracking into college-preparatory or 
vocational courses is often an easy decision. Conflicts arise for those who 

have high aspirations but little support in the form of teacher recommenda- 
tions, test results, counselor evaluations, and parental encouragement. Once 

in institutions of higher education, students report barriers to learning and 
success from their own backgrounds (financial problems, child care issues), 

and from the institution (Ballantine and Feltey, 2007) (see Box 10.2). 

BOX 10.2 

“Barriers to Student Learning” 

Why is learning sometimes tough if not impossible? This is exactly what researchers 

Feltey and Ballantine wanted to know. From a sample of over 1,000 randomly selected 

students, the researchers learned about the major barriers to student learning. These 

barriers fall into several categories: personal student issues, role conflicts, issues with 

teachers, environmental issues, and course and classroom issues. The following is a 

summary of major factors; factors under each heading are listed in order of importance: 

Personal Student Issues: Time, money, tuition, interest in subjects, learning dis- 
abilities, being tired, being ill-prepared, not doing homework, getting behind in 
courses, poor reading skills or not liking to read, laziness/procrastination, poor 
time management, difficulty focusing/not paying attention, not enough sleep, 
and long driving time. 

Role Conflicts: Sick relatives/children, work conflicts, personal life/romance, family 
responsibilities, socializing, recreation, sports, distractions (TV, video games, cards). 

Issues with Teachers: Poor/boring teachers, impersonal professors, inaccessible 
professors, foreign professors, teaching styles, teachers unwilling to be wrong 
or who will not answer questions, students who ask too many questions or are 
disruptive, long lectures. 

Environmental Issues: Uncomfortable chairs, noise level in class, temperature 
in classrooms, parking. 

Course and Classroom Issues: Tests/exams poorly constructed, only one 
method of evaluation or one assignment/test, too many students in class, 
classes scheduled at inconvenient times, stressful tests, Internet distraction, 
multiple assignments due at the same time, workload of classes, fast pace of 
classes, boring books, group projects, uneven ability of students in class. 

Class attendance also sheds light on barriers. About 15 percent of the stu- 
dents indicated they never skip class. Close to 60 percent miss one to five classes in 
a semester, 13 percent miss 5 to 10 classes, and 8 percent miss 10 to 15 times. The 
most frequent reasons for missing classes were illness, followed by studying for other 
classes, attendance not required, and “teacher is boring.” 

By understanding barriers to learning, students, faculty, and administrators 
can work to eliminate the causes of problems for students in higher education. 

Source: Study by Jeanne Ballantine and Kathy Feltey, forthcoming. 
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Applying Sociology to Education: Think about barriers to your own 
education. Do they parallel the above factors? 

Students who are not prepared for the college experience face extra 
challenges. Basic skills in reading, writing, and math, plus lack of college- 
preparatory curricula, can put students “at risk” in college. Early diagnosis 
and remedial action to build basic skills of students while they are still in 
high school can help students achieve, and many colleges are offering spe- 
cial services in remedial and developmental education. 

Students with limited economic means are eight times less likely to 
graduate from college than other students (Levine, 1995), and options for 
funding are becoming more limited with government and campus cutbacks 
(“The Widening Gap... ,” 1996). Almost 75 percent of students from the 
top income quartile completed a bachelor’s degree in 2003, while almost 
28 percent from the third quartile, about 13 percent of the second quartile, 
and 8.6 percent of the lowest income quartile were able to achieve this 
degree (Mortenson, 2005b). Many of those in the lowest income quartile are 
also minority students who make up 23.4 percent of higher-education enroll- 
ments. Sixteen percent of African American students and 13 percent of 
Hispanic students with high school degrees have earned four-year college 
degrees or more. This is compared with 30 percent of white students. The 
difference often begins in earlier years of schooling, and many universities 
find themselves offering remedial courses for low-achieving students with 
weak skills. Urban universities in particular are being hit by underfunding 
and cutbacks in services, making them unable to respond effectively to many 
minority students’ needs. Combined with increases in tuition, and increases 

in the level of student debt in the shift from grants to loans, many students 
are facing significant financial pressures. 

Many minority students who enter college fail to complete their degree 
work, not because of ability level, but because of poor academic preparation, 
financial issues, and campus climates. As an example, Latino college 
students who had memberships in religious or social organizations and who 

had contact with other students outside of class in their first two years of col- 
lege were more likely to continue in college, compared to those who faced a 
hostile racial climate (Hurado and Carter, 1997). Those who do graduate 

have lower grades and less chance of going on to graduate school (Steele, 
1992). The number of Ph.D.’s granted to African Americans rose slightly 
between 1997 from 4.8 percent of all doctorates to 7.2 percent in 2004 (The 
Chronicle of Higher Education Almanac, 2006, p. 20). The percentage of doctor- 
ates earned by other minority groups is shown in Table 10.3. 

Even with adequate preparation, many minority students feel 
undervalued, stigmatized, and vulnerable. It is as though others look for 

reasons to “confirm” racial inferiority (Steele, 1992). College is an imper- 

sonal, unfamiliar, even hostile world for many. It challenges self-respect 
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TABLE 10.3 Characteristics of U.S. Citizen Recipients 

of Doctorates, 2004 (all fields) 

American Indian 3 Ye 

Asian 5.6% 

African American 7.2% 

Hispanic 4.6% 

White 80.4% 

Other 1.4% 

Source: The Chronicle of Higher Education Almanac, 2006-2007, p- 20. 

and self-esteem, especially if one is insecure about one’s ability to cope 
with college work and believes that others are questioning that ability too 
(Kraft, 1991). Racial incidents on campuses such as hate speech hinder 
efforts to integrate African Americans and other minorities and to 
improve their self-esteem. One explanation is that these incidents are 
sparked by the competition for scarce resources—grades, acceptance to 
competitive programs, graduation, and ultimately jobs and income. 
Recent research suggests that policies and practices that teach first-year 
students as early as possible how to use campus resources, that make the 
classroom into a community, develop early warning systems to support 
students when they need help, and that connect each student with an 
activity or positive role model can promote higher levels of student 
success (Kuh et al., 2007). 

STUDENT SUBCULTURES OR PEER GROUPS. Students belong to peer groups, 
which have great influence on their activities, interests, and academic suc- 
cess. Some years ago, a typology of student subcultures or peer groups was 
developed by Burton Clark and Martin Trow (1966). Students were catego- 
rized into one of four types: 

1. Collegiate—sports, dates, fun, fraternities and sororities, “Joe College,” 
some money 

2. Vocational—job preparation, no-nonsense attitude, financially less well- 
off, often working, married 

3. Academic—intellectual, identification with faculty, time spent in library 
and lab, planning graduate and professional training 

4. Nonconformist—several types: the aggressive intellectual, the student 
seeking personal identity, and the rebellious student 

With the radical student movements of the 1960s, new student types 
emerged that did not fit clearly into these categories. Although these types 
may have altered, the concept of a “reference group” that provides both a 
sense of belonging and a model for behavior has not changed. 
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Fraternities and sororities function to provide group identity for 
some students in higher education. These “formalized” peer-group rela- 
tionships generally fall into the collegiate subculture. They provide an 
alternative to the academic side of college life. Although Greek organiza- 
tions declined in number during the 1960s, since the mid-1970s they have 
increased in strength and number on many campuses. This peer-group 
pressure has led to some serious charges, from hazing of pledges in sorori- 
ties and fraternities (Nuwer, 1990) to date rape and even gang rape 
(Sanday, 1990), sometimes linked with alcohol usage. Though many col- 
lege officials have strict policies and states have criminal laws that cover 
Greek activities, critics argue that these laws are ineffective and problems 
continue (Gose, 1997). The good news is that drug and alcohol use is down 
somewhat on campuses, and some fraternities are eliminating drinking 
parties (see Box 10.3). 

BOX 10.3 

The Antirape Movement on Campus 

The campus antirape movement, rooted in both the feminist and victim's rights 

movements, can be considered a “new social movement” because the social base 

transcends social class structure and represents such groups as youth, gender, or sex- 

ual orientation Johnson, Larana, and Gusfield, 1994, p. 6). Participants are a diverse 

group. Though there is agreement on the general goals of preventing and eliminat- 

ing rape on campuses and ending sexual! violence, there are conflicting ideas about 

how to accomplish the goals. 

Debates cover a range of areas some of which include: What should be the 

content of rape awareness education? Who should conduct education and who 

should be the target audience? How should allegations of sexual assault be han- 

dled and what are appropriate punishments? What support services should be 

provided by campuses and available for victims? What are individual and institu- 

tional responsibilities ? 

The movement helped develop a shift in the media and the public attitudes 

from rape as a sexual act to rape as a crime of violence. A database documenting the 

amount and consequences of sexual violence, dispelling myths about rape, and 

developing services for victims are also accomplishments of the movement. 

Concern about date or acquaintance rape on campus gained attention in the 

late 1980s and early 1990s with many programs and counseling services. Laws 

require that colleges keep track of crimes committed on campus and make that 

information available to students. 

From an issue that received little attention a decade ago to a concern on most 

campuses, the antirape movement has made significant progress in bringing the 

issue to the attention of campuses. Most participants in the movement share feelings 

of injustice to rape victims, and though there is little national coordination of the 
movement, changes in policies and legislation are likely to continue. 
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The vocational subculture dominates on some campuses because of 

economic pressures, competition for jobs, and many first-generation college 

students trying to improve their chances for upward mobility. 

The Graying of College Graduates 

During the 1980s, the traditional college-age population of 18- to 22-year- 
olds dropped by 2.7 million students. However, the overall number of col- 
lege students rose by 1.8 million. Why? The increase in the number of 
students over age 25 rose significantly; the Census Bureau reports that col- 
lege enrollments were made up of 37.8 percent of students age 25 and older 
in the United States in 2004 (The Chronicle of Higher Education Almanac, 
2006-2007, p. 15). The older, nontraditional students are upgrading their job 
skills, changing careers, and seeking personal improvement by taking 
classes for credit or audit. Education becomes important in retooling for the 
paid labor force that many older people enter. Financial aid, including fed- 
eral and state assistance, is available to help older citizens pay for schooling, 
and senior citizens often attend for free. The patterns of enrollment show 
that older students are more likely in community and other two-year col- 
leges and many attend part-time, attesting to their other responsibilities. Yet, 
as the Attewell and Lavin (2007) research so strongly demonstrates, these 
students often persist and they and their children benefit from their educa- 
tion, even if it takes them longer to attain it. 

This demographic shift is having an impact on curricula and on cam- 
pus life. Evening and weekend classes have increased; more convenient off- 

campus sites have been established, especially in metropolitan areas; 
distance learning classes are increasing; much of the course work can be 
done at home; and some universities provide transitional programs for older 
students. 

Many older students accept the stereotypes imposed on them, how- 
ever, fearing to go back to school after so many years. They fear that they 
might prove to themselves or others that they are unable to cope with the 
college crowd, the work, the new and demanding environment, or the stress. 

Although there may be some performance decline with age, many older peo- 
ple remain highly productive and enjoy college life. Older people make good 
students, and they are highly motivated and dependable (Cox, 1996). 

The postwar baby boom increased the number of births from 2.75 million 
in the 1940s to 4.35 million in the 1960s. The population of people age 65 and 
over is projected to increase from 39 million in 2010 to 69 million in 2030, using 
middle series projections. About 20 percent of the total population would be 
over 65 by 2030, compared to 13 percent in the late 1990s (Current Population 
Reports, 1996). This group also will be living longer because of continuing 
medical advances. As this group ages, it will be more active than its predeces- 
sors. Although ageism has historically plagued older cohorts, the baby-boom 
generation will probably defy most of the age-related stereotypes because of its 
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proportion of the population. Federal and state legislation addressing the needs 
of older people has also been passed in some countries, including the United 
States, ensuring educational opportunity for all citizens “without regard to 
restrictions of previous education or training, sex, age, handicapping condition, 
social or ethnic background, or economic circumstances.” For example, all 
state-funded colleges and universities in Ohio must provide free enrollment, on 
a space-available basis, to those 60 years and older (Ohio Revised Code). 
Countries that educate and make use of their older citizens can enhance their 
economic and social systems. 

The profile of clients of higher education is changing, and their needs 
must be taken into consideration. Institutions will see a more diverse student 
body with a variety of goals and interests. It will take a flexible faculty to 
meet the changing needs. 

Applying Sociology to Education: What role(s) do you play in the 
higher education system, and how do(es) your role(s) compare with those 
of others around you in higher education? 

Roles in Higher Education: The Faculty 

Universities expect professors to teach well, be knowledgeable and current 
in their disciplines, and produce work that will be influential and presti- 
gious. The institution thus gains prestige, which in turn produces resources. 

Students, parents, and others in the institution’s environment also hold cer- 

tain expectations of faculty. The following section deals with some specific 
aspects of this role. 

CHARACTERISTICS OF FACULTY. Sociologists identify groups of people in 
part by the characteristics they have in common. Faculty are no exception. 
They can be characterized by their race, sex, type of institution, and aca- 

demic discipline (see Table 10.4). In 1940, 15,000 people were employed on 
the faculties of U.S. colleges and universities. The 1960s brought a tremen- 
dous increase in numbers of faculty along with increases in the student body, 
and by the 1970s full-time faculty numbered more than 600,000. By 1992, the 

number of faculty had dropped to 526,222, and in 2003 had risen to 631,596 

(The Chronicle of Higher Education Almanac, 2006-2007, p. 26). 
One important trend that has taken place among collegiate faculty has 

been the rise in proportion of faculty working part-time. Their share of the 
total faculty has gone from 34 percent of all faculty in 1987 to 46 percent in 
2003 (The Chronicle of Higher Education Almanac, 2006-2007, p. 27). During 
this time, the total number of college faculty has been increasing, from 
793,000 in 1987 to 1,175,000 in 2003. Many think the need for flexibility in 

staffing, as the curriculum has shifted to more vocational subjects, has 

fueled this shift away from full-time, tenure track faculty. Others see it as an 
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TABLE 10.4 Number of Full-Time Faculty Members by Sex, Rank, and Racial 

and Ethnic Group, Fall 2005 

Professor 

U.S. citizens and resident aliens 

American Nonresident Race 

Total Indian Asian Black Hispanic — White aliens = unknown 

All 169,192 519 11,060 5,484 3793 145,936 1,386 1,014 

Men 126,788 348 9,180 3,498 2,680 109,128 1,190 764 

Women 42,404 171 1,880 1,986 iis 36,808 196 250 

Associate professor 

U.S. citizens and resident aliens 

American Nonresident Race 

Total Indian Asian Black ~~ Hispanic — ~ White aliens = unknown 

All 138,444 564 10,144 7,402 ALES) © 2 S107 2,212 1,296 

Men 84,783 296 YA099 NS) 947 VAISS) 68,383 1,672 835 

Women 53,661 268 3/045 3/455 1,768 44,124 540 461 

Assistant professor 

U.S. citizens and resident aliens 

American ; Nonresident Race 
Total Indian Asian Black Hispanic White aliens = unknown 

All 159,689 706 IA Se Sssey7/ 5,728 114,470 Iialey 2,809 

Men 86,182 306 8,903 4,459 3,003 60,244 7,666 1,601 

Women 73,507 400 6,019 5,438 2125 54,226 3,491 1,208 

Instructor 

U.S. citizens and resident aliens 

American Nonresident Race 

Total Indian Asian Black Hispanic White aliens unknown 

All 98,555 905 4740 7,462 5/261 76,359 WSS 1,853 

Men 46,481 472 2320 229877 2,581 36,034 Wes: 978 

Women 52,074 433 PRADO) ATES 2,680 40,325 866 875 

———— SS ee eee 
Source: The Almanac of Higher Education, 2007-2008. The Chronicle of Higher Education. 
Available at: http: //chronicle.com/weekly /almanac/2007/nation/0102402.htm 

example of the commercialization of the academy—evidence of the ascen- 
dancy of the business needs of the academy over its academic integrity. 
This, among other trends, has spawned anxiety among some concerning the 
future of the profession (Finkelstein, 2003). 

The proportion of females and males on the faculty varies depending 
on the program. In nursing, women make up nearly 100 percent of the fac- 
ulty, but in engineering and agriculture they constitute less than 1 percent of 
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faculty ranks. Women were found more frequently in teaching faculties 
rather than research institutions and in departments with low prestige. Their 
total numbers in 2003 were 248,788 out of 631,596 total faculty. 

There has been little change in the number of full-time African 
American faculty in institutions of higher learning in the United States in the 
past four decades, with 33,137 in 2003. Recent figures indicate that the pro- 
portions of female and minority professors are growing, but slowly. 
However, those faculty are less likely to be tenured or in tenure-track posi- 
tions, and more likely to be foreign-born (Finkelstein, Schuster, and Seal, 

1995) (see Table 10.4). 

To have increases in the number of faculty, more students must be 
coming through the system. We have already seen that there has been little 
increase in the number of African Americans going to graduate school and 
receiving Ph.Ds. The same is true for students coming from manual or 
blue-collar backgrounds, but they receive no special consideration because 
they are not considered an “official” category (The Chronicle of Higher 

Education Almanac, 1995, p. 29). Faculty representation from Catholic and 
Jewish backgrounds about doubled in the first half of the twentieth cen- 
tury, but has leveled off or dropped in recent years. 

Faculty Issues in Higher Education 

Three issues related to the role of faculty in higher education have been par- 
ticularly important: professionalism, collective bargaining, and status of 
women faculty and staff in higher-educational institutions. 

PROFESSIONALISM AND ORIENTATION: THE FACULTY ROLE. Faculty mem- 

bers go through several years of interise training in order to become profes- 
sionals. The primary mark of acceptance into professional status is the 
highest degree in the field; for example, the Ph.D. (Doctor of Philosophy), 

L.L.D. (Doctor of Laws), and M.D. (Doctor of Medicine). During the educa- 

tion period, intensive training and professional socialization take place as 
the graduate students learn not only their subject areas but also the appro- 

priate attitudes, behaviors, and ethics of their discipline. Typically, graduate 

school training for a Ph.D. involves three or four years of course work, 

followed by comprehensive examinations and a major work of original 

research—the dissertation. Having been through an intense common 

experience, graduates become part of a “fraternity” protecting the entrance 

gates of the discipline by maintaining the traditions. These traditions are 

most highly protected in the most prestigious professions, such as medicine. 

Yet this socialization process has had its critics. Some graduate stu- 

dents complain that their training lacks relevance to the professional tasks 

they will be performing. Some have limited practical experience. Others 

claim that they receive little or no training in teaching techniques, and that 

their research focus is usually very narrow. In addition, preparation for 

being faculty members may be minimal. Full-time faculty spend, on average, 
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between 47 and 57 working hours each week (Magner, 1995). Faculty report 
spending 54.4 percent of their time in teaching activities, 17.6 percent in 
research and scholarship, and 13 percent in administrative duties. 

The Association of American Colleges and Universities and the Council 
of Graduate Schools started a project in 1993 called “Preparing Future 
Faculty” (DeNeef, 2002). A number of institutions do provide training for 
future university teachers, and many provide ongoing professional develop- 
ment for faculty (Cage, 1996, p. A19). Seminars for teaching assistants (TAs) 
and faculty are offered at a number of universities. More institutions are 
emphasizing the importance of quality teaching. As noted earlier, there has 
been a concern that faculty spend too much of their time and energy on 
research and too little on teaching and working with students. This criticism 
varies, of course, by type of higher education institution; research universities 
expect their faculty to be deeply involved in research while liberal arts col- 
leges expect a more equal balance between teaching and involvement with 
students and research. As higher education in state institutions has become a 
bigger factor in state budgets, scrutiny over how faculty spend their time has 
increased. This is certainly reflected in the attention given to teaching in the 
recent report on higher education (A Test of Leadership, 2006). 

Once on the job, faculty members face differing role expectations. 
Teaching is the primary task at two-year institutions and at four-year liberal 
arts colleges, whereas research takes a large percentage of faculty time at most 
universities. The orientation of faculty is also related to the type of institution. 
“Cosmopolitan” faculty—those who have attachments and professional inter- 
ests outside their institution—develop their research and writing in relation to 
a wider audience; they attract more grant money and prestige. “Local” faculty 
focus their attention within the institution, are active and concerned about 

institutional matters, and tend to be more loyal to the institution. Although 

both types are found at all institutions, higher percentages of “local” faculty 
are likely to be found at two- and four-year colleges (Gouldner, 1957). 

The most prestigious institutions, which attract the most prominent fac- 
ulty members, also have problems retaining them. These faculty teach less, and 
spend a great deal of time consulting, lecturing, attending conferences, or work- 
ing at other institutions as visiting scholars or lecturers. Committee assignments 
and teaching often fall to younger faculty members. Universities tolerate this 
because having respected, well-known faculty enhances the prestige of the uni- 
versity and may attract other top scholars and students as well as more funds. 

A difficult problem for many faculty is the incongruity between the 
demands of teaching and research. This dilemma often hits young scholars 
hardest; they must “prove themselves” in order to be retained and given tenure. 
This means performing well not only in teaching and university service but also 
in research and publishing, which may not receive the attention they actually 
need in the early years of a career. Young faculty members with family respon- 
sibilities may be forced to make hard decisions between family and career. Some 
argue that-faculty have been pushed to “get it written rather than get it right.” 
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Thus, college faculty are hired to teach students, but are often expected to 
publish—or perish. Despite the pressures, professors are generally pleased with 
their careers, with 65 percent of males and 59 percent of females indicating they 
would pursue an academic career again if given the choice (Leatherman, 2000). 

PROFESSIONALS, UNIONS, AND COLLECTIVE BARGAINING. Academic pro- 

fessionals are characterized by belief in academic freedom, autonomy over 
decisions related to their discipline and educational process, and service to 

the community. The American Association of University Professors (AAUP) 
has traditionally represented faculty interests, setting down guidelines for 
salaries, promotions, and policies. AAUP’s “clout” with institutions has been 

the backing of the membership and the threat to blacklist an institution so 
that faculty would resist taking employment there. 

Support for union representation among faculty varies considerably. 
Many faculty members are reluctant to address their grievances to the adminis- 
tration through a mediating union, preferring instead to retain individual 
control over problem solving. At two-year institutions, faculty are more likely 
to consider themselves “employees,” to follow more closely the secondary 
school model, and to expect to gain by union representation. Faculty at pres- 
tigious universities are less likely to use union bargaining agents because 
they have less to gain by being represented. Many already have high salaries 
relative to others, and they have the flexibility to relocate if they are dissatisfied. 
Yet, many faculty members do belong to representative organizations— 

professional associations and the AAUP—and the idea of organizational mem- 
bership is an established one. In fact, on unionized campuses today AAUP 
represents faculty interests in such areas as due process and faculty salaries. 
The American Federation of Teachers (AFT) and the National Education 

Association (NEA) are unions that have been trying to attract college faculty. 
Higher education has expanded rapidly, especially at the two-year college 

level, which has fewer faculty members with terminal Ph.D. degrees. Economic 
problems have caused an uncertain job market in academia. Administrative 

decision making has become further removed from faculty, and young faculty 

members come from more varied backgrounds, providing a large core of fac- 

ulty open to collective bargaining as a tactic (Morgan, 1992, pp. 2719-2720; also 

see, Saltzman, 2001). Thus, in recent years, faculty unions and collective bar- 

gaining have begun to look more attractive to large segments of the academic 

community. Collective bargaining in public colleges is determined by state law, 

and many states now have laws that permit unionization. Private colleges are 

governed, like private businesses, by the National Labor Relations Board and 

federal law, which is more restrictive of collective bargaining. 

GENDER ISSUES IN HIGHER EDUCATION. Women are more heavily concen- 

trated in the two-year institutions than in universities, and in all institutions 

the percentage of women with tenure is lower than their percentage of the 

total faculty, meaning that women are concentrated in the lower ranks. One 
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reason for this pattern, according to women’s studies scholars, is the long 

tradition of male-dominated academic institutions. Traditional approaches 
to research are based on the male life cycle, following an established series of 
steps to success (Gilligan, 1979). Women, however, may pursue research 
with different career assumptions, such as entry into professions after child- 
bearing years or shared academic positions. Acceptance of alternative mod- 
els has been limited, a fact that has penalized women who are competent 
and effective—with consequent loss to the academic community. 

“Women working on campuses face hostile environments,” concluded a 
study of conditions facing women in academia. Not only is sexual harassment a 
continuing problem, but discrimination in the form of less pay for the same job, 
lower positions, and fewer promotions is common (Ceci and Williams, 2006; 

Blum, 1991, p. Al; Lomperis, 1990, p. 643). African American women sometimes 

feel they must “outshine, outthink, and outperform their minority counterparts 
[white women in academia] to achieve legitimacy within the academy,” and 
they often feel a sense of intense isolation (Fontaine, 1993, p. 121). 

The proportion of female faculty has grown slowly in recent years, with 
women making up 39.4 percent of full-time faculty members in 2003: 23.7 per- 
cent of full professors and 45.4 percent of assistant professors (The Chronicle of 
Higher Education Almanac, 2006-2007, p. 26). There are fears, however, that few 

women will be tenured and promoted, and that they will disproportionately 
occupy lower ranks, part-time positions, and nontenure-track positions 

(Greenberg, 1995, pp. 35-36). 

Women are dismissed in disproportionate numbers when faculty and 
staff are laid off. Women and minorities are less frequently hired in positions 
from which they have been excluded in the past, such as administrative 

positions. Also, women faculty are found disproportionately in female- 
dominated fields and lower-paying, lower-prestige institutions. 

Roles in Higher Education: Administrators 

Administrators must be jugglers, maintaining a delicate balance of goodwill 
between the environmental players crucial to the institution and the aca- 
demic interests of faculty and the student body. 

In public institutions, primary authority over fiscal matters and pro- 
grams falls to a state (or local) board of trustees or regents, and may depend 
on the attitudes and prejudices of state legislators and governors, who in 
theory reflect the mood of the public. 

At private institutions, administrators depend in part on support from 
private funds, often from alumni, foundations, and corporations. Such pri- 
vate sources of support are becoming increasingly important to public insti- 
tutions, too, as levels of state funding have declined. But again, this funding is 
tenuous and depends on retaining the goodwill and continuing interests of 
donors. In the case of one prestigious institution, pressure from alumni influ- 
enced decision making. The alumni newsletter reported various impending 
changes in the traditional structure of the university: admitting women to the 
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formerly all-male school; opening the doors to more minority students; and 
reconsidering the practice of giving preference in admission to relatives of 
alumni. Cries of outrage were heard from alumni who threatened to or actu- 
ally did cease to contribute. The issues became policy, but in modified forms 
more acceptable to alumni. The trustees of Mills College, in Oakland, 
California, a women’s college, voted to admit men to the fall 1991 class for the 
first time in the schools 138-year history. Students struck the campus refusing 
to attend classes and occupied buildings. The alumnae protested and threat- 
ened to withdraw support. The trustees reconsidered their decision and 
voted to remain a women’s college. The President and many of the members 
of the board of trustees had left the campus within a year. 

Critics of the increased role of administrators argue that the university 
has become “top heavy” with high paid administrators who are moving the 
university into the business model of a competitive and profit-making institu- 
tion. They also point out the high salary increases received by administrators in 
many institutions. For instance, their median salary was 4 percent higher in the 

2006-2007 academic year, and salaries have outpaced inflation for the past ten 
years (June, 2007). 

The system of higher education cannot be understood without referring 
to the environment such as alumni. The next section in our chapter considers 
some examples of the higher-education environment. 

ENVIRONMENTAL PRESSURES ON HIGHER EDUCATION 

Environmental pressures affecting the higher education system come from 
government, the courts, teacher organizations, publishing companies, 

churches, community, parents, and other interest groups (see Figure 10.4). 

INSTITUTION 
NW = OF HIGHER OUTPUT 

EDUCATION 

ENVIRONMENT 

Government funding, 
levels of legislation, 
program approval, 

funding priorities New students Ne Graduates 
and faculty Court decisions New knowledge 

New information Professional Technology 
organizations and 
teachers’ unions 

Community needs 
and interests 

New knowledge from 

other universities 

Business needs and 

interests 

Pressures from 

environment 

FEEDBACK LOOP 

FIGURE 10.4 Open systems model of higher education. 
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Institutions of higher education are playing a game of survival; whatever 
parts of the environment are most crucial to that survival will have the great- 
est impact on decision making and changes that take place. Let us consider 
several key sources of environmental influence on higher education. 

Funding of Higher Education 

Government has a degree of power over institutions of higher education 
through the control of money. The combined federal, state, and local govern- 

ment funding for higher education made up 57.7 percent of public institutions’ 
budgets in the 2000-2001 academic year (see NCES, Digest, 2005, Table 329). 
Government influence over public institutions is great, though private institu- 
tions often depend on governmental support for research and special programs 
as well. Tuition and fees play the largest role in most private institutions. 
Religiously affiliated institutions are generally least dependent on and influ- 
enced by government, although government regulations sometimes are seen as 
interfering with their ability to express their faith. For example, Bob Jones 
University decided to forgo its eligibility to receive federal funds so as to pro- 
tect its campus rules against interracial dating (Connell, 1983). 

If priorities for funding programs and research are established by the 
government in AIDS and cancer research or mental retardation, for example, 

then researchers are drawn to these areas to seek support funding. Some 
fields have higher funding priorities than others and, in fact, may be sus- 
tained by funding. Change in the funding priorities can bring about change 
in the number of faculty and staff in an academic department. Those staff on 
“soft money,” or funded projects, may be cut back or not renewed. 
Laboratory or other facilities, faculty teaching loads, number of students 

attracted to a department as majors, and even a department's or institution’s 
chances for survival can rest on levels of government support. 

Colleges also receive funding from alumni, corporations, foundations, 
and religious organizations. Monies are often earmarked for special projects. 
Funds received by colleges are used for a variety of purposes. Some of these 
funds are placed in the institution’s endowment, money that is invested and 
whose interest or return is available for spending, but the principal is left intact 
for generations. Some colleges (such as Princeton and Yale) have more than a 
million dollars in their endowment for each enrolled student, reducing the 
costs of attending that college and providing an economic buffer for the insti- 
tution. Not only major private universities but also some public colleges have 
large endowments, such as the University of Virginia, with over 3.6 billion in 
its endowment and Texas A & M with 5.6 billion (see Table 10.5). Others have 
only small amounts of these funds, and many private colleges struggle to bal- 
ance their budgets each year. In 2004-2005, over 25.6 billion dollars were con- 
tributed privately to colleges and universities, most from alumni (28 percent), 
foundations (27 percent), other individuals (20 percent), and corporations 
(17 percent). Other organizations such as religious organizations gave the rest. 
Nevertheless, the costs of higher education have been rising faster than the 
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TABLE 10.5 Top 30 College and University Endowments, Fiscal Year 2007 
SS 

Institutions $(000) 

1. Harvard University 34,634,906 

2. Yale University 22, 530/200 

3. Stanford University 17,164,836 

4. University of Texas System 15,613,672 

6. Massachusetts Institute of Technology 9,980,410 

7. Columbia University 7,149,803 

8. University of Michigan 7,089,830 

9. University of Pennsylvania 6,635,187 

10. The Texas A & M University System and Foundations 6,590,300 

11. Northwestern University 6,503,292 

12. University of California 6,439,436 

13. University of Chicago 6,204,189 

14. University of Notre Dame 5,976,973 

15. Duke University 5,910,280 

16. Washington University 5,567,843 

17. Emory University 5,961,743 

18. Cornell University 5,424,733 

19. Rice University 4,669,544 

20. University of Virginia 4,370,209 

21. Dartmouth College 3,760,234 

22. University of Southern California B/S 202 

23. Vanderbilt University 3,487,500 

24. University of Minnesota 2,804,466 

25. Johns Hopkins University 2,800,377 

26. Brown University 2,780,798 

27. Ohio State University Foundation 2,338,103 

28. University of Pittsburgh 2,254,379 

29. University of Washington 2,184,379 

30. University of North Carolina at Chapel Hill and Foundations 2,164,444 

Source: 2007 NACUBO Endowment Study. National Association of College and University 

Business Officers. Available at: http: //www.nacubo.org /x2376.xml 

rate of inflation, and many are concerned that the costs of higher education 

will diminish its ability to provide opportunity for students whose families are 

not wealthy (Sacks, 2007). Recently, a number of colleges and universities with 

very large endowments have begun to offer full scholarships, often with no 

loans, to students from families with family incomes below $75,000 or a simi- 

lar figure (for example, see Cornell University, 2008). 
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The federal government provides grants and loans for students with 
financial need to help them meet the costs of college. Controversy erupted 
in late 1990 when the U.S. education secretary announced a ban on scholar- 
ships based exclusively on race; race could be used as only one factor in 
awarding scholarships in order to increase diversity on campuses, or used 

to remedy proven discrimination. By 1995 the Supreme Court upheld a sim- 
ilar case, striking down race-based scholarships (Myers, 1995, p. A13). The 
main source of federal scholarship support is the Pell Grant, but it has not 

been increased in a number of years, sharply reducing its value as a result of 
inflation. 

Higher education has socioeconomic implications beyond the individ- 
uals who attain an education. The private economy in capitalist states is 
stimulated by government spending on higher education—especially on 
research—more than spending in general. Spending on research activities 
has long-lasting effects on private enterprise. This is especially true because 
the university is a primary location for pure research, which allows industry 
in the United States to spend its money on applications of research findings. 

With government and family working together to help finance higher 
education, we have another example of the impact of environment and the 
interdependence of institutions. Government has also worked with schools 
in developing and funding curricula to meet national priorities. Yet with col- 

lege costs increasing at a rapid rate, affordability remains a very big issue for 
many families (see Table 10.6). 

The Courts and Affirmative Action 

The law generally prohibits discrimination on the basis of race, sex, color, 
religion, ancestry, national origin, age, disability, veteran status, or sexual 

orientation by public institutions and those that receive federal funds. 
Federal law also requires universities to use “affirmative action” to eliminate 
or correct the effects of past discrimination, intentional or not. At the same 
time, the courts have issued some contradictory decisions as in the previ- 

ously mentioned Hopwood v. Texas ruling. 
Affirmative action includes a broad range of activities, such as publicly 

advertising vacant faculty positions instead of filling them through the “old- 
boy network” or by “word-of-mouth” connections, eliminating inappropri- 
ate barriers that tend to exclude certain groups disproportionately, and 
ensuring that admission and employment decisions are actually based on 
the announced criteria. 

The types of affirmative action that often cause controversy are 
(1) consideration of race or sex as a criterion in admission or employment 
decisions, and (2) establishment of numerical goals to measure progress in 
increasing the presence of minorities or women. One objection to the use of 
goals, which are defined as targets to be pursued by good-faith efforts, is that 
sometimes goals are interpreted to mean quotas (i.e., numbers that must be 
achieved in order to avoid some penalty). The result of establishing quotas 
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TABLE 10.6 Average College Costs, 2005-2006 

Public Colleges Private Colleges 

Resident Commuter Resident Commuter 

Four-Year Colleges 

Tuition and fees $ 5,491 $ 5,491 $21,235 SD W235. 

Books and supplies 894 894 904 904 

Room and board? 6,636 6,476 7,791 7,249 

Transportation 852 1,168 691 1,060 

Other 1,693 1,962 1,295 (| o27 

Total $15,566 $15,991 $31,916 $32,070 

Two-Year Colleges 

Tuition and fees =— 5 wee ey — = 

Books and supplies = 801 a == 

Room and board? — 5,909 —- — 

Transportation — tas — — 

Other — 1,616 —- — 

Total = $11,692 — a 

#Room not included for commuter students. 

— Insufficient data. 

Note: The figures are weighted by enrollment to reflect the charges incurred by the average 

undergraduate enrolled at each type of institution. 

Source: The Chronicle of Higher Education Almanac, 2906-2007, p. 33. 

would be that failing to base decisions on race or sex could result in loss of 

all federal funding, including grants, research contracts, and even student 

loan receipts. 
Affirmative action has existed for one-third of a century, since Executive 

Order 11246 was issued in 1965; it has also been resisted for that amount of 

time. Great progress has been made toward eliminating discrimination based 

on race, sex, and various other criteria in educational and employment 

opportunities, but achieving equal opportunity will require additional effort. 

In 1995, the U.S. Supreme Court ruled that government affirmative 

action programs that provide benefits on the basis of race or ethnicity must 

be subjected to “strict scrutiny” by the courts. That means such programs 

must be “necessary” to achieve a “compelling state interest” (i.e., govern- 

ment purpose). In its University of Michigan rulings, referred to earlier, the 

Supreme Court accepted diversity among students as a “compelling state 

interest” and approved of affirmative action as an acceptable policy, as long 

as it was applied individually to applicants (Grutter v. Bollinger). Giving all 

members of under-enrolled minorities the same preference, as the under- 

graduate admissions process did at Michigan, was found unacceptable. 



354 Chapter 10 ¢ The System of Higher Education 

Environmental Feedback and Organizational Change 

“On September 30, 1964, five students concerned with civil rights were cited 

by the dean of men at the University of California, Berkeley, for violating 
rules which prohibited political propagandizing on campus” (“Ten Years 
Later,” 1974, p. 1149). According to Neil Smelzer’s theory of collective behav- 
ior (Smelzer, 1962), this was the “precipitating factor” that stimulated the 

confrontations between students and university administrators that lasted 
for four months and set an example for student protests at other campuses 
around the world. Such events as the following occurred: 

On December 2, 1964, 1,000 students, their morale bolstered by 

folk singer Joan Baez, occupied the administration building 
[at Berkeley]. What ensued was the sensational spectacle of some 

700 police and sheriff’s deputies bodily removing the unrelenting 
demonstrators. Instantaneously and spontaneously the number 
of sympathizers and collaborators multiplied. (“Berkeley Student 
Revolt,” 1965; p01) 

A university is concerned with its public image because of the effect 
image has on the public and private monies it receives and on the students it 
attracts. The Berkeley Free Speech Movement changed both the environmen- 
tal image and the decision-making structure of the University of California. 
Many attempted to analyze the events. Some argued that the movement was 
the result of students trying to seize power in the educational system; others 
argued that they were responding to such concrete deprivations as lack of 
freedom of speech (“Berkeley Student Revolt,” 1965, p. 51). In the years fol- 
lowing the uprisings, there were intense debates over the purpose of the uni- 
versity, and pressures for change were felt by most institutions of higher 
education. In some cases, the institutions incorporated more students into 
the decision-making structure or were more tolerant on the issue of free 
speech. Other institutions reacted in the opposite way, tightening control 
over decision making in response to community pressures. 

This example indicates that feedback from the primary environment— 
the students viewed as clients—and from the secondary environment—the 
community—bring about alterations and change. The dramatic and intense 
reaction at Berkeley was a form of feedback demanding attention and action, 
which led to change and long-term searching for alterations and improve- 
ments in the system (Cohen and Zelnik, 2002). 

The variables affecting change in each situation will differ, but the 
process of constant change can be traced and studied through the open sys- 
tems model. Using this approach, the organization does not appear static— 
a criticism frequently made of functional analysis of organizations; nor will 
change necessarily be seen as resulting from continuous power struggles 
between factions or interest groups—as in conflict theory. Rather, change can 
be seen as‘a natural part of organizational process and function. Change is 
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an ongoing, dynamic process in any system; organizations must rely on 

feedback from the environment and must constantly adapt and alter to meet 
changes in environmental demands if they are to survive. 

Applying Sociology to Education: What are some environmental 

pressures on your institution of higher education? How is the institution 
dealing with these pressures? 

OUTCOMES OF HIGHER EDUCATION 

Higher Education: Attitudes, Values, and Behaviors 

What effect does college education have on the students who attend? This is 
the key question in studies of changes in students’ political, religious, and 
moral attitudes and values over time. In the annual survey of first-year stu- 
dents conducted by the Higher Education Research Institute, changes over 
the past 29 years have been recorded; in 1966, for instance, 57.8 percent of 

students indicated that “keeping up with political affairs was important.” 
This figure has declined over the years, reaching the lowest point in 1994, 
with only 31.9 percent saying this was important to them and more recently 
increasing, to 37.3 percent of students in 2005 (Hurtado et al., 2007). 

These are data concerning incoming freshmen; they do not tell us about 

how students change during the course of their higher education. This turns 

out to be a difficult research question. First, traditional college-age young 

people are not only experiencing whatever college has to offer, but are also 

maturing into adults, whether they attend college or not. They are having 

critical life experiences that affect their orientation, attitudes, and values 

whether they go to college, work, begin a family, or go into the military. 

Sorting out college effects from maturation effects is not easy. Moreover, 

even deciding how to measure “college effects” is complicated. 

Colleges differ greatly from one another: some are primarily residential 

and the residence hall experience is integral to the experience while other 

colleges are attended entirely by commuters. Some are highly selective in 

their admissions, while others are not. Some are isolated in rural areas, while 

others are located in the heart of major cities. Science majors are likely to 

experience a different set of norms than are arts majors. In short, we need to 

be very circumspect in generalizing about the effects of attending college on 

students. 
Over the years, undergraduates revealed substantial changes in atti- 

tudes and beliefs. The largest positive changes relate to supporting femi- 

nism, making a commitment to clean up the environment and to promote 

racial understanding, developing a meaningful philosophy of life, and sup- 

porting legal abortion. Declines are seen in the emphasis on being well-off 

financially. 
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A notable finding in the fall 1999 survey is that almost one-third of 
first-year students feel high degrees of stress; many must work to make 
ends meet, and they express concern about competition. In 2005, the major- 
ity of first-year students have some degree of concern about financing their 
college education, although less than one-third of the respondents work for 
pay on- or off-campus. Less than half of the students “frequently” felt over- 
whelmed, lonely, or homesick, and worried about meeting new people in 
the first year (Hurtado et al., 2007). Women tend to feel more stressed about 

concern over money. Women also spend more time studying, doing volun- 
teer work, participating in student activities, and doing housework or tak- 
ing care of children than men. Men report spending more time on leisure 
activities. 

Other trends indicate that drinking and smoking continue to decline; only 
half of incoming first-year college students say they drank beer frequently in 
the past year. The percentage of students who smoke was 14.2 percent, down 
from 15.8 percent in 1998 (Sax et al., 1999) and had dropped all the way to 
4.1 percent by 2005 (Hurtado et al., 2007). 

The Value of a College Education 

Do higher-education credentials lead to higher occupational status and 
higher future earnings? College graduates earn up to 61 percent more than 
high school graduates. The median income for workers in 2004 with less 
than a high school diploma was $18,874; $26,104 with a diploma; $30,610 
with some college, but no degree; $32,383 with a two-year college degree; 
$42,087 with a bachelor’s degree; $51,733 with a Master’s degree; and 
$81,319 with a professional degree (NCES, Digest, 2005, Table 379). Other fac- 
tors, such as the college attended and major, may become more important in 
predicting future status and earnings (see Figure 10.5). 

Students who have gone to a prestigious school have greater chances for 
higher earnings than those who attend less selective colleges; however, this 
effect is strongest for students who came from lower family income back- 
grounds. For men, “selecting a profitable major and making prompt progress 
toward a degree had a larger effect on future earning than did the characteris- 
tics of the college they attended” (Fitzgerald, 2000). Female earnings, for rea- 
sons that are not entirely clear, seem to benefit more from the characteristics 
of their colleges than is true for males. For both, however, the data are clear: 
graduation from any college is better than attending but not graduating from 
the most selective, and the variable economic rewards of occupations that are 
connected to majors are large (Davies and Hammack, 2005). 

Many students are accepting jobs in areas unrelated to their majors. 
This and the reduced economic advantages of college are causing young 
people to ask if college is worth the time and money. Consider Figure 10.5. 
The comparison shows that college graduates earn more than high school or 
elementary graduates but that these figures have declined in recent years, 
and the gap between groups is narrowing. Recent labor market changes, 
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FIGURE 10.5 Ratio? of median annual earnings of all wage and salary workers ages 25-34 

whose highest education level was grades 9-11, some college, or a bachelor’s degree or 

higher, compared with those with a high school diploma or GED, by sex, 1970-1997. 

‘This ratio is most useful when compared with 1.0. For example, the ratio of 1.50 in 1997 for 

males whose highest education level was a bachelor’s degree or higher means that they earned 

50 percent more than males who had a high school diploma or GED. The ratio of 0.71 in 1997 

for males whose highest education level was grades 9-11 means that they earned 29 percent 

less than males who had a high school diploma or GED. Data for 1994, 1995, and 1996 are 

revised from previously published figures. 

Note: The Current Population Survey (CPS) questions used to obtain educational attainment 

were changed in 1992. In 1994, the survey instrument for the CPS was changed and weights 

were adjusted. 

Source; U.S. Department of Commerce, Bureau of the Census, March Current Population 

Surveys. 
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however, have continued to reduce the economic payoff of all less than 
college graduate categories. 

The less tangible results of college have been summed up by Pascarella 
and Terenzini (2005). College helps students develop a positive self-image 
and better interpersonal and intellectual competence. They adopt more lib- 
eral political views and attitudes (which may or may not last) toward social 

issues, and their religious orientation decreases. 

Applying Sociology to Education: Is college worth the time and 
money? Why or why not? 

PROBLEMS AND REFORM IN HIGHER EDUCATION 

With the increasing pressure on the educational system for accountability, 
higher education is in the critical eye of the public and policy makers. The 

ivory tower is facing more challenges, and many institutions are respond- 
ing to problems: improve quality of teaching, attempt to control the costs 
of attending, evaluate the educational program, increase access for minor- 

ity students, and prepare students with knowledge and skills for a good 
future. 

Colleges are in the limelight for certain “unethical” practices: sports 
scandals are one example. Another is grade inflation; between the 1960s and 
1970s it was rapid, but has leveled off. Cheating by students is being firmly 
addressed in many institutions, with misconduct policies and procedures in 
place. Curriculum and credit given for courses is undergoing both internal 
and external review. Reports of misuse of funds are being investigated, and 
curriculum reform is a constant process. 

All organizations have their critics; higher education is no exception. 
Some critics have an ideology to back their reformist critiques. In recent 
years several authors have made sweeping criticisms of higher education, 
especially of humanities and social sciences. The conflict centers on views 
about the correct way to teach and the correct knowledge to learn. Issues of 
“political correctness” on campuses, stimulated in part by these critics, has 
brought about changes in curriculum and dominant issues on campuses. 
The conflicts represent an underlying tension between privilege and patri- 
archy on the one hand, and affirmative action and cultural diversity issues 
on the other (Wilkinson, 1991, pp. 550-551). While these issues are not new 
on campuses, there is continuing controversy about them. For example, a 
recent report asserted that over 90 percent of campus speech codes prohibit 
constitutionally protected speech (Foundation for Individual Rights in 
Education, 2006). 

Institutions of higher education are highly revered in most societies. 
They serve to expand equality of opportunity; provide a forum for discus- 
sion of national issues; enable serious students to achieve their goals. Yet 
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colleges are targets for criticism because their products (graduates) are vis- 
ible and measurable. Consider colleges of education. Some commission 
reports push for increasing the status of education as a major, whereas oth- 
ers argue that students should major in a subject area and take education 
during a fifth year (Astin, 1993). As noted in Chapter 8, there is a new 
recognition of the importance of teacher quality in the United States, both 
as a result of the No Child Left Behind legislation, and because of research 

findings that show that teacher’s make a difference in student achieve- 
ment. This has increased the scrutiny of the work of colleges of education 
(Olson, 2007). 

The conventional wisdom is that universities are for the conservation, 

advancement, transmission, and interpretation of knowledge. The perma- 

nence of purpose implied by the almost universal acceptance of the defini- 
tion throughout most of the twentieth century does not necessarily require 
permanence of method or curriculum content. Far from being detached from 
society, universities are very much a part of their environment, and their 
staff and students experience the societal tensions and strains caused by 
rapid economic and technological changes. 

Summary 

There is no one system of higher education. To the extent that generaliza- 
tions can be made across systems, we have discussed some common charac- 
teristics and problems: the development and meaning of higher education; 
access to the system; the structure, process, and role relationships within the 
system; the environmental pressures toward change; and some outcomes 
and reforms in higher education. 

I. History and Development of Higher Education 

Organized higher education dates back to the twelfth and thirteenth cen- 

turies. Over time, its structure and functions have changed dramatically. It 

now has a two-part structure—administration and faculty—and has taken 

on several additional functions such as research and service. The twenti- 

eth century brought the two-year college, and with it new structures and 

functions. 

II. Theoretical Approaches to Higher Education 

We can gain a better understanding of how sociologists view higher educa- 

tion through functional and conflict theories. The systems model helps 

integrate aspects of higher education for a more comprehensive view. The 

issue of access to higher education, who gets in and why, is of major con- 

cern to educational theorists. They focus particularly on the admissions 

process and testing, and public versus private institutions. There have 

been legal challenges to admissions decisions to professional schools, with 

unclear outcomes. 
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III. Characteristics of Higher Education in the United States 

Institutions vary depending on sponsorship, student composition, types of 
programs, and degrees offered. The rapid growth of higher education 
threatened to weaken the value of college. Changing enrollments and eco- 
nomic patterns also forced cuts in programs and staff. 

IV. Functions of the Higher Education System 

The university can be viewed as a large community. With growth has 
come controversy over functions of the university: the form curriculum 
should adopt; the relationship between research and teaching; and the 
role service should play in the community. Controversy over the 
academic function of the university is illustrated by the role of “big busi- 
ness” sports on some campuses and the type of curriculum the university 
should have. 

V. Higher Education as an Organization 

Higher education has been administered using a bureaucratic model, which 
many argue is not appropriate for the unique composition of the university. 
Decision making varies by constituency in the university, as do areas of 
decision-making responsibility. For instance, faculty generally retain con- 
trol of curriculum matters. 

VI. Roles in Higher Education 

Students are becoming a more diversified group, with older students, minori- 
ties, and married students attending college in greater numbers. More women 
students are moving through the system and into graduate school today, 
assuming multiple roles, than in the past. Colleges wrestle with the problem of 
underprepared students who lack necessary skills to complete college. 

Three issues facing faculty are discussed: professionalism, collective 
bargaining, and gender issues. 

VIL. Environmental Pressures on Higher Education 

Several issues related to the environment of higher education were used to 
illustrate its importance: funding of higher education, court actions, and 
community pressure on programs. 

VIII. Outcomes of Higher Education 

Outcomes of higher education include the value, attitude, and behavioral 
changes that take place and the financial outcomes of having a college 
education. 

IX. Problems and Reform in Higher Education 

Finally, some problems and reforms in the areas of challenges to the higher 
education system and ethics are briefly discussed, including several cri- 
tiques of faculty and curriculum. Proposals for reform are considered. 
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Putting Sociology to Work 

ie List the institutions of higher education in your geographical area. 
a. What is the purpose served by each? (What courses and degrees are offered, 

who is served?) 

b. What sorts of students go to each? 
c. What did your high school classmates do after graduation? college? work? 

other? 

d. Are there individuals who have not been accommodated by higher education 
in your area after high school? 

e. Do you see any gaps in the system of higher education in your area? 
. Think of a recent controversy in your institution. Put yourself in the place of other 
students who represent different viewpoints on the controversy; of a faculty 
member (or members); of an administrator involved with the controversy. How 

do they differ in their perspectives on the controversy? It may be useful to inter- 
view those involved. 

. Consider several issues in higher education that were raised in the text or others 
that are of concern to you. Explain how a functionalist and conflict theorist would 

interpret these issues differently. 
. What problems do you see in the program or curriculum of your institution or in 
your major area? Designate alternatives to the present system at your institution 

that could help solve the problems. 
. Who holds formal power and decision-making rights in your institution in vari- 
ous areas? Who holds informal power? Give some examples. It may be useful to 

interview others on this question. 
. With what areas of the environment must your institution interact? Talking with 

an administrator about pressures on the university would be informative here. 



CHAPTER id 

Educational Systems 
Around the World 
A Comparative View 

— narural village in West Africa, a few children sit under a tree, some with 

slates and chalk. A book is shared, and there are no papers, pencils, or 
= other supplies. The teacher who has only a 6th-grade education himself 
tries to help the children focus on learning to read. Several thousand miles to 
the north children sit at desks in a classroom well equipped with materials 
and technology for their education. Let us visit two individual children in 
these systems and observe how their educations and life chances differ. 

Aminu is eight. He falls somewhere in the middle of nine brothers and 
sisters. He and his family live in a small, rural village in West Africa, in the 
northern part of his country. Farming is the primary occupation of the vil- 
lagers, with each family tilling their own plot. Aminu’s family uses a hand 
plow in the fields; it is not an easy life, but the family generally has enough 
to eat—mostly a starchy diet of millet, cassava roots, bananas, and some bits 
of meat. Aminu has other relatives living in the village too—cousins, aunts 
and uncles, and grandparents. 

From an early age Aminu helped the family in the fields; his father 
taught him about farming and his grandfather about his family and religion. 
Although he was one of many children, there was always some relative to 
whom he could turn for help. His life was secure and happy. 

At age six, he began attending the village school. All the children went 
there from ages six to nine, as mandated by the central government. Aminu 
didn’t much mind; he saw his friends there and could play during free time. 
The teacher was a young local man who had been away to secondary school 
and came back to take charge of the one-room schoolhouse located in the 
village meeting hall. Molam Hassan seemed a nice man but was very strict 

362 
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Schooling around the world takes place in many settings. 

and frequently resorted to striking pupils or punishing them by making 
them stand in a corner. With older and younger children in one class, it was 
difficult to teach materials pertinent to all. Aminu learned basic mathemati- 
cal functions, which he rather enjoyed doing, though he saw no use for 
them. He could read simple books. They were about English boys and girls 

going on picnics with their dog. Aminu studied the Koran and learned to 

recite passages. He disliked being called on to stand in front of the class and 

recite, for if he forgot, he would be punished. He had no time, peace, or 

quiet to sit down at home and learn the recitations. But writing was worse. 

The children were required to write down dictations, and Aminu could 

never get it right. 
When planting and harvest time came, Aminu and his brothers 

stayed away from school to help with the farming. When anyone was sick, 

the children took turns staying home and helping. One time Aminu missed 

a month of school to help his father and travel with him to the big town 

20 miles away. 

At the end of this school year, Aminu will leave school along with most 

of his friends. Only two boys are considering going on to the secondary 

school in the big town, the two top boys in the school. One has relatives in 

town with whom he can live. But the other is doubtful about going; his 

father needs his help and cannot afford the additional money his son would 

need to live away from home, though the education is free. Besides, many of 
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the villagers are critical of boys who have left to study; they seldom return, 

and when they visit, they seem to have a superior air. 
Joan is ten. She lives in an urban area in Britain. Her parents have a nice 

home ina residential section of town from which her father commutes to his 
business each day. Joan began school at age three in a private nursery, where 
she learned her letters, numbers, and nursery rhymes, and to follow rules, 

routines, and schedules. Then she went to infant school and primary school 
near her home, and she is to enter a girls’ public school next fall. (“Public 
school” in Britain is equivalent to private school in the United States. Tuition 
must be paid. Attending public school is generally considered to be prepara- 
tory to getting into a good university.) Here she will study the regular aca- 
demic subjects, including Latin and French, plus horseback riding and a 
musical instrument. She particularly likes drawing and will have private les- 
sons. Joan’s parents stress education; she studies or reads for at least one 

hour each evening and is rewarded when her reports are good. Her parents 
both read a great deal and have many books, magazines, and newspapers at 
home. Her mother was trained as a teacher; her father studied mathematics 

at Oxford and is a successful businessman. She has one brother, who is at a 

public school for boys. Joan is a good student and applies herself. When she 
completes public school she will go on to the university. 

These two scenarios provide a glance at two educational systems repre- 
senting two worlds children are experiencing. The division is not only 
between two children, but between two educational systems, two countries, 

and two worlds: one rich and developed, the other poor and developing. 
This distinction must be kept in mind as we consider the world system of 
education. As different as they are, there are also commonalities in these two 

educational systems. In this chapter we explore some of these commonalities 
and differences. 

We begin with a consideration of the global educational system; first 
we look at the field of comparative education, cross-cultural educational 
studies, and approaches used to study education across cultures. Then we 
look at various theoretical views and typologies in comparative education. 
This is followed by a discussion of the interdependence of institutions within 
and among societies. Finally, we present examples of educational systems in 
different types of societies around the world. 

CROSS-CULTURAL EDUCATIONAL STUDIES 

Cross-cultural research in sociology of education provides new insights, 
ideas, and perspectives on one’s own society. It provides information on 
what is unique in educational systems and what is universal. Cross-cultural 
research is not always easy to do because systems of education have differ- 
ent underlying ideologies and goals, and keep different educational records. 
Sociologists have been major contributors to the field of comparative 
education—developing useful methodologies, identifying key variables, 
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constructing analytical models, and carrying out research projects. Most of 
this research can be used for applied, practical purposes. 

Comparative Education as a Field of Study 

More than 6,000 languages in the world, many of them not writ- 
ten. Cultures using very old technologies alongside those using 
the most modern. Discriminated minorities without access to an 
acceptable quality of life. Feelings of rejection. High rates of unem- 
ployment among disadvantaged minorities. The loss of traditional 
knowledge and culture. Religious problems. Intolerance. . . . 
(“The Challenge of Multicultural Education,” 1994, p. 2) 

These are some of the variables that make the study of comparative education 
a challenge for researchers. 

The field of comparative education has moved from primarily descrip- 
tive data and case studies of specific problems in selected countries to an 
interdisciplinary field that looks at education in cross-cultural context using 

a variety of methodologies (Cummings, 1999; Epstein, 1988a; Altbach, 1986). 

Research in the field ranges from studies using descriptive anthropological 
and ethnographic methods to large-scale achievement studies (Rotberg, 

2006; Baker, 2002). 
Today many methods and theories are employed, including feminist, 

poststructural, and postmodern theories, historical comparisons of develop- 
ment of educational systems, content analyses of curricula, large-scale studies 

based on international data sets, and area or regional studies using a variety 
of techniques from observation to interviews and questionnaires. Although a 
variety of social research techniques have been used by comparative 
researchers, with the exception of experimental designs, many studies still do 

not use comparative research techniques, but rather “foreign education”— 

descriptive or case studies (Cummings, 1999; Rust et al., 1999). 

William Cummings (1999) describes the field as having progressed 

through several historical phases of development: 

1. Mid-nineteenth century: “Borrowers” and “predictors” used compara- 

tive inquiry to perfect and advance their own systems. 

2. Mid-1950s: Classification of facts led to historical and area studies. 

3. 1960s: Focus on education’s role in transforming newly emerging 

developing nations. 

4. Early 1970s: Relative neglect of comparative studies because of the idea 

that the United States was the leading society with little to learn from 

other countries. 

In the past three decades several themes including influence by international 

organizations and worldwide trends and issues have dominated cross- 

cultural studies in education: international development and partnerships 

(Crossley and Holmes, 2001); globalization of curricula (Boli, 2002; Brint, 2006); 
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textbooks and teacher training (Benavot, 1992); quality and quantity of educa- 
tion; internal structure of systems and educational goals; educational finance; 

teaching techniques and effectiveness of education; control of education; demo- 

graphic groups (Bray and Thomas, 1995, p. 1); scientific literacy (McEneaney, 
2003); and new forms of learning (Broadfoot, 2000). 

Three of these themes are discussed in this chapter: globalization of 
curriculum, international tests, and legitimacy of knowledge. Theoretical 
approaches—Marxist, neo-Marxist, correspondence, resistance and repro- 

duction theories, dependency theory, feminist theory, and postmodern 
theories—have been added to existing theories to enrich the field (Paulston, 

1999; Heyneman, 1993; Hall, 1990). 

As the field has developed, so have differences of opinion on the focus 
of comparative education. Consider the following three opinions: 

1. The process of developing an educational system is key for each 
country, and this should be done by “local cultural authorities,” not 

external countries or organizations. They should reflect the needs of 
each country. 

2. Single solutions are the key to educational success in countries around the 
world: technology, vouchers, distance teaching and learning, and so forth. 

3. Cross-cultural models of education and universal standards of excellence 
developed by international organizations should guide development of 
educational systems. 

In actuality, none of these views is always the correct one, but each has been 
proposed for some situation. Methodological problems such as differences 
in school starting ages, gender differences in schooling, different curricula 
models, types of schools, testing and record-keeping techniques, and the 
expense of cross-cultural research all complicate efforts to find standard 
comparative techniques and data. Cross-cultural studies must take into 
account differences in languages and methods of collecting data. 

To help standardize data collection, the United Nations has established 
some common measurement techniques to be used by member countries, 
and as these techniques are adopted, comparative analysis is expanding 
with the help of more reliable data and governments’ interest in interna- 
tional studies. This leads to a variety of new research questions, theoretical 
approaches, and methodologies. 

Comparative Education and the Systems Approach 

We cannot ignore the impact that countries have on each other and the interac- 
tion between education and other institutions in societal systems. The systems 
approach is again useful for piecing together these dynamics. Using the open 
systems approach helps us conceptualize the world context within which each 
country exists (Figure 11.1). From this perspective the world system is the 
environment for individual countries. How they interact economically and 
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Level of analysis Major concerns 

MACRO-HISTORICAL 

Development of school structures Origins of school purposes and structures in comparative 

and purposes perspective 

Historical change in school purposes and structures in 

comparative perspective 

Consequences of school purposes and structures for 

society and particular groups in society 

MESO-INSTITUTIONAL 

Operation of schools as social institutions Organizational structures and practices for channeling 

in particular times and places energy and attention 

Environmental influences on schooling 

Interests and relationships of major categories of actors 

Consequences of institution for learning, socialization, 

and social selection 

MiICRO-INTERACTIONAL 

Staging and interaction processes Structural influences on interaction within schools 

involved in classroom activities Methods used to develop learning communities 

Interaction-based successes and failures in 

instructional activities 

Consequences of school interactions for learning, 

socialization, and social selection 

FIGURE 11.1 Levels of sociological analysis of schooling. 

politically and their level of development within the world system influence 
the type of educational system they develop. 

The systems approach is also useful in picturing the different levels of 
analysis at work in education. Educational systems can be viewed from the 

micro-, meso-, or macro-levels. Micro-level analysis focuses on how people 

interact including their speech and gestures and the way people present 

themselves; the setting for interaction; and individual's interpretations of the 

situation such as whether the school is working for them. Meso-level analysis 

is the institutional level: how schools are organized; structures, categories, 

and rules (in this case across educational organizations); shared functions; 

and environmental pressures on institutions and organizations. Macro-level 

analysis considers the big picture: why schools developed in certain ways, 

power structures, and world trends in school structures and curricula. The 

following table shows some major concerns at different levels of analysis, 

from micro- to macro-level (Brint, 2006, p. 21). 

CROSS-CULTURAL STUDIES OF EDUCATIONAL SYSTEMS: 

ACHIEVEMENT STUDIES 

What do we wish to compare, and how should we do it? Recent comparative 

studies show the diversity in research: gender issues, in-school variables, dys- 

functional aspects of schooling, the role of the state, curriculum and textbook 
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issues, scientific literacy, comparative test results, and a variety of other 

themes (McEneaney, 2003; Altbach, 1991, p. 506). These underlying questions 

lead to the following five approaches and examples of each, which are by no 
means exhaustive of the approaches that exist: 

1. Models comparing countries on specific aspects of education such as 
subject-area achievement (language, science, and math literacy); 

2. Approaches identifying key elements in the internal structure of educa- 
tional systems that can be compared cross-culturally (school-to-work 
transitions); 

3. Societal system “strategies” or approaches to the development of edu- 
cational systems to meet the needs of society (education in planned 
economies); 

4. Models showing the link between mass education curricula, growth 
and expansion of nation-states, and similarities between curricula and 
structures (Schofer and Myer, 2005); and 

5. Models showing the interrelationships between societal institutions 
and the environment (effects of globalization and international 
models). 

Cross-cultural models or typologies are like the frame of a house. They 
provide the foundation and support for each unique unit. We vary the 
rooms, the decor, and the outside covering. Yet each house has a foundation 

based on common principles of construction. Likewise, a model provides a 
framework for developing or studying the same types of systems, in this 
case, educational systems. A model is useful insofar as it reflects reality when 
matched against actual cases. Models commonly relate to either specific 
aspects of education or comparisons of systems. As methodologies become 
more sophisticated, so do models for cross-cultural studies. The model pre- 
sented in Figure 11.2 shows three dimensions for analysis that include most 
of the variables used in studies today: aspects of education and of society, 
geographical/locational levels (levels of analysis), and nonlocational demo- 
graphic groups. The model presented in Figure 11.3 shows variables that can 
be compared across cultures in studies of achievement. 

Comparative International Studies of Achievement 

The educational level of the workforce in industrialized countries gives an 
idea of the skills available in each country. Although secondary school com- 
pletion levels are similar in top industrial countries, Finland and Korea stand 
out for their very high rates, preparing more students to go on to higher 
education. The percentage of the population completing higher education 
degrees has increased dramatically in a broad range of countries and is high- 
est in Canada and the United States, with Japan close behind. Australia and 
Finland have the highest percentage of bacheloriate degrees at 49 percent 
(Wagner, 2006, p. 20) (see Figure 11.4). 
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Nonlocational Demographic Groups 

Level|/ 1: World regiogns/continents 

Level|/ 2: Countries 

Level|/ 3: States/proyinces 
_— 

Level|/ 4: Districts 

Level|/ 5: Selfools 

Level|/ 6: Clabsroomh 

Level|/ 7: nails) 

FIGURE 11.2 A framework for comparative education analyses. 

Geographic/Locational Levels 

Source: Figure 1, p. 475, from Bray, Mark, and Thomas R. Murray. “Levels of Comparision in 

Eudcational Studies: Different Insights from Different Literatures and the Value of Multilevel 

Analyses,” Harvard Educational Review 65:3, pp. 479-490. Copyright © 1995 by the President 

and Fellows of Harvard College. All rights reserved. 

International comparative studies of academic achievement provide 

cross-cultural data on reading proficiency, mathematics, and science achieve- 

ment at different levels of education, and comparisons of access, completion 
and learning within countries by income, social class, region, and ethnic group 

(Wagner, 2006). Use of international studies is increasing because of their value 

in providing alternative perspectives on educational practices, school curric- 

ula, school policies, student backgrounds, and other sociocultural variables 
that affect teaching and learning. 

The International Association for the Evaluation of Educational 

Achievement (IEA) carried out the most extensive cross-cultural research 

endeavor ever. The original study is destined to become a classic in the field, 

not only because of its extent and its advanced cross-cultural methodological 

techniques, but because such a multimillion-dollar project may never again 

be possible (Passow et al., 1976, pp. 12-13). A number of volumes based on 

the data have resulted, with topics covering the significance of the study, 

methodology, and comparative findings. Follow-up studies have provided 

additional data for comparisons. 

A primary purpose of the study was to identify key characteristics affect- 

ing national systems of education and relate them to outcomes of learning 
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Eighth grade Tenth grade Twelfth grade 

Teacher Teacher Teacher Teacher Teacher 

background background context background context 

Instructional Instructional Instructional 

practices practices practices 

Course Course Course 
program program 

choices choices 

| 

program 

choices 

Student Student Student 

achievement achievement achievement 

factors factors factors 

Student Student Student 
personal personal personal 
factors factors factors 

Student enident 
reading 

ability 

Student Student Student 
reading outside reading 

Student 

outside 

learning 
outside 

ability learning ability learning 

Other student, parental, and home background variables 

FIGURE 11.3 Schematic representation of categories of variables in the NELS:88 survey. 

Arrows indicate relationships studied in the present report. 

Source: Kupermintz, Haggai et al. “Enhancing the Validity and Usefulness of Large-scale 

Educational Assessments: I. NELS: 88 Mathematics Achievement,” American Educational 

Research Journal, Vol. 32, No. 3, Fall 1995, p. 528. 

(Passow et al., 1976, p. 12). The study analyzed school subjects—math, science, 

reading comprehension, literature, civic education, and French and English as 

foreign languages. Test results were compared for 10-year-olds and 14-year- 
olds, and for the year before students left school. Key variables included age of 
school entry and leaving, size of school and classroom, proportion of total age 
cohort in school at termination time, specialized versus comprehensive curric- 

ula, student socioeconomic status, and sex differences. 

Such a vast amount of data was collected and processed and so many 
hypotheses were tested that it is difficult to provide an accurate summary of 
the findings. However, this much can be concluded from the data‘analysis: 
After a country reaches a “critical threshold,” educational efficiency and 
achievement between nations is similar. Differences between developed 
countries are probably best explained by how many resources are put into 
what aspects of education. 
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All higher education 

Bachelor’s, master’s, 

first professional, 

and doctoral degrees 

Associate’s degrees 

and vocationally 

degrees (or equivalents) oriented degrees 

25- to 64- is to 34- | 25-to64- | 25-to34- | 25- to 64- 25- to 34- 
Country year-olds year-olds year-olds year-olds year-olds year-olds 

Canada 44 | 53 21 aad 26 22 25 
United States 38 39 29 30 9 §) 

Japan 37 52 a 26 17 25 

Finland 33 40 16 23 a ies 

Sweden 33 40 18 24 NS We 

Denmark 32 35 25 2 7 8 

Australia 31 36 20 25 11 11 

New Zealand 31 32 16 21 15 12 

Norway 31 40 29 37 2 2 

Belgium 29 39 13 18 16 21 

Korea 29 47 22 30 8 17 

United Kingdom 28 33 19 24 fe) 9 

Switzerland 27 29 18 20 9 10 

Iceland (2002) 26 28 20 23 6 6 

Ireland 26 37 16 23 10 14 

Spain 25 38 18 26 7 12 

Germany 24 22 14 14 10 8 

Netherlands (2002) 24 28 22 Ps) 3 2 

France 23 37 14 22 i) 16 

Greece 18 24 13 ali 6 7 

Austria 15 15 iG 8 if i 

Hungary 15 17 15 17 _— — 

Luxembourg 15 19 6 7 9 12 

Mexico Us) 19 14 16 2 

Poland 14 20 14 20 — — 

Czech Republic 12 12 12 12 — — 

Slovak Republic 12 13 11 18} 1 1 

Portugal 11 16 8 13 2 3 

Italy (2002) 10 12 10 12 — — 

Turkey 10 11 10 1 — _ 

Country average 24 29 | 16 20 8 9 

FIGURE 11.4 Percentage of adult population with higher education degrees, by 

program type and age, 2003 (ranked by all higher education degrees, 25- to 64-year-olds). 

Notes: Excludes certificates and degrees awarded for programs of less than two years. 

Sources: OECD, Education at a Glance: OECD Indicators (Paris: 2005), table Al.3a; and OECD 

database. 
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The IEA studies show only modest differences in achievement among 

advanced, primarily European, countries, though the range between subject 

areas such as math, science, reading comprehension, civics and technology 

varies greatly (Suter 2001). Differences that do exist have been explained by 
differences in school structure or curriculum. Figure 11.5 shows comparative 
findings for 4th- and 8th-grade mathematics among 15-year-olds from 
countries participating in the Trends in International Mathematics and 
Science Survey (TIMSS) and Programme for International Student 
Assessment (PISA) achievement tests (OECD, 2005) (Figure 11.5). 

If one compares schools in less developed countries with those in 
advanced ones, the differences are great as illustrated in the opening 
example. One suggested reason for the discrepancy is that children in less 
developed countries “arrive at school with substantially less development 
of the skills most relevant to school performance” (Inkeles, 1982, p. 228). 

The schools are unable to compensate for the deficits. However, when 
researchers control for the differences in facilities, teachers, and students, 

the schools’ achievement level is about the same as in advanced countries. 
Comparing 19 countries on math performance, a main variable account- 

ing for differences in achievement levels was gender stratification, that is, 
the opportunities for women in higher education and work (Baker, 1993). 

Another large comparative assessment done in the mid 1990s, the 
National Assessment of Educational Progress (NAEP), found that U.S. test- 

takers aged between 9 and 13 lag behind their peers in international rank- 
ings. American students performed well in reading, less well in science, and 

poorly in mathematics (Griffith et al., 1994). Of the 15 mostly industrialized 
countries recorded, math and science scores of 13-year-olds were highest in 
Korea and Taiwan, and lowest in Jordan, the United States, and Spain. 

Studies comparing Chinese, Japanese, and U.S. 11th graders showed 
Americans spend less time on academic endeavors and more time on work- 
ing and socializing (Fuligni and Stevenson, 1995). 

Interpretations of recent results show a shift taking place over the past 
decade. U.S. primary and secondary scores in math, science, and reading 
have increased (Salzman and Lowell 2007). Fourth graders showed improve- 
ment, with higher literacy scores than students in 23 of the 34 participating 
countries in 2001 (Nohara 2001). Enrollments in high school math and 
science were up from 2.6 math courses and 2.2 science courses in 1982 to 3.5 
in math and 3.2 in science in 1998. Internationally the U.S. placed second in 
science scores (Salzman and Lowell 2007). Findings indicate that high expec- 
tations, rigor of the curriculum, and quality and content of instruction were 
key (Griffith et al., 1994). 

THEORETICAL PERSPECTIVES IN COMPARATIVE EDUCATION 

Education is viewed by much of the world’s population as a gateway to 
opportunity. Many bright, eager Third World children beg foreign visitors 
to help them get more education, whereas children in many developed 
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countries think they would like nothing more than to be free of the compul- 

sory burden. But what can education actually do for the people of a nation? 

There is no clear-cut answer to this question; this complex question is based 

on political and economic systems and countries’ positions in the world, it 

is riveted with ideological differences of opinion that permeate the field of 

comparative education. What is needed is to recognize ideological differ- 

ences and work with them to gain a deeper understanding of education’s 

role in world development. 
Some of the major ideological differences are presented in Figure 11.6, 

showing major theories and subtheories. The following section deals with sub- 
theories that stem from the functionalist and radical (conflict) perspectives. If 
our view holds that educational systems are the great “levelers” of society, 
providing individuals with opportunities to get ahead, and providing society 
with the skilled human power needed for economic development, our per- 

spective will be functional. If, however, we believe that systems of education 

reflect the interests of capitalists and the elite in society, and are organized to 
perpetuate their status, our discussion of comparative education will have a 
conflict perspective. Either perspective might be used, depending on the view 
of the researcher and the nature of the research questions being asked. 

Many theories used to help understand comparative education 
systems stem from the structural functional or conflict theories, or combine 
elements of both. We start with Human Capital and modernization stem- 
ming from the functionalist approach. 

Human Capital Perspectives 

Since World War II there have been dramatic changes in the workplace. 
Between 1947 and 1996, for example, U.S. manufacturing jobs dropped 
from 26.5 to 15 percent, while service jobs rose from 13 to 29.5 percent 

(Levinson, 2002). This points to the rise of the knowledge-based economy 

and the importance of new technology. Many researchers look at this 

relationship between education and economic growth and development. 
Modernization and human capital perspectives, which dominated theory 
in the comparative field in the 1960s and early 1970s, pointed to the 
importance of education in transforming individuals’ beliefs, values, and 

behaviors into those necessary for economic modernization—diligence, 
rational calculation, orderliness, frugality, punctuality, and achievement 

orientation (Slomezynski and Krauze, 1986)—and new social values such 

as meritocracy—getting ahead because of one’s own ability (Becker, 1993). 
Developing and cultivating human capital was seen as an investment; 
therefore, investing in education should be positive for economic growth 
(Hudson Institute, 1997). Peripheral countries play a role in this view; they 
often supply the need for low-wage workers. 

Although there is a clear relationship between the global economy 
and the role of education, some ask whether the workplace will use all the 
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educated workers. Many are not doing so now, causing a brain drain from 
some countries. Therefore, human capital perspectives have been criticized 

for several reasons: 

1. Meritocracy is an ideal reached in few countries. Review of data from 
20 countries representing different types of political-economic sys- 
tems shows that former “Eastern European nonmarket economies” 
(Poland, Czechoslovakia, Hungary, and the former USSR) were closer 

to ideal meritocracy than the industrial market economies of Western 
Europe (France, Great Britain, Switzerland, Netherlands, Germany, 

Finland, and Sweden). Contrary to widespread beliefs, Japan and the 
United States are very far from ideal meritocracy—much farther than 
some less developed countries (Kerbo, 2000). 

2. There is a built-in “ethnocentric” assumption that all nations will emu- 
late the Western model of development. In fact, countries do not 

always lose their indigenous educational systems even if they adopt 
Western ones; countries may tailor models from other countries to meet 
their own needs (Brown, 1999). In one case study, traditional Islamic 

schooling was maintained along with the increase in Western influence 
on schooling (Morgan and Armer, 1987). 

3. Making individuals “modern” through education may not result in a 
modern society (Benavot, 1987). Lack of jobs, gender inequality, and low 

wages for the educated may cause discontent and some “brain drain.” A 
new structure of international mobility is creating a “brain circulation” in 
which “highly skilled personnel” move from one country to another. One- 
third of Silicon Valley is foreign born. (Saxenian, 2005; Cao, 1996). 

4. Most new jobs are in the service and sales sectors and require only 
some training. There is little evidence that new skilled jobs will be cre- 
ated as workers receive increased training (Redovich, 1999). 

Two alternative views, world systems perspective and dependency 
theory, challenge the claim that education is a positive force in economic 
development. 

Dependency and world system scholars argue that: (1) the global 
capitalist economy is a holistic system characterized by structural 
inequalities both between and within nation-states; (2) the 
economies of Third World nations were systematically plundered 
and underdeveloped in earlier historical epochs and now consti- 
tute a peripheral component of the global system which contin- 
ues to supply raw materials and cheap labor to the industrial 
centers; (3) the expropriation of profit and surplus value by core 
nations and multinational corporations depended upon the com- 
plicity and power of national elites who were usually educated in 
Western school systems; and (4) by seeking to maximize returns 
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to foreign investments and by setting national priorities accord- 
ing to foreign standards, the actions of the national bourgeoisie 
have intensified internal inequalities, reinforced the dependency 
of Third World nations, and retarded long-term economic devel- 
opment. (Benavot, 1992, p. 8) 

These theorists look instead to “a nation’s structural position in the world 
economy, trade flow, dependence on primary product exports, state strength, 
degree of foreign investment, and the presence of multinational corpora- 
tions” (Benavot, 1992, p. 8). Education plays a small role in determining or 
influencing economic development, according to these views. 

Some reproduction theorists argue that education does affect develop- 
ment: Western-educated Third World leaders have perpetuated former colo- 
nial patterns that keep their countries in dependent positions. Education 
systems in peripheral nations have reproduced and reinforced the class 
structure, strengthening the position of national elites (Carnoy, 1982). 

Although some economic growth has taken place, the profits go outside the 
country and the masses see little change. Other peripheral countries are 
using education to develop human capital and become competitive in 
today’s work; India, China, and Korea are examples. 

The United States is losing some of its formerly unchallenged competi- 
tive edge to these burgeoning economies. To continue to be competitive as 
many jobs are outsourced, the United States needs to draw on its strengths— 
creativity of the workforce developed throughout schooling. Innovation, 
risk taking, and entrepreneurship are human capital strengths in the United 
States, and the educational system plays the key role in developing these 
strengths. The United States has 5 percent of the world’s population, one- 
third of the scientists and engineering researchers, 40 percent of the research, 
and 35 percent of the research articles published in the world. Much of this 

strength comes from cross-disciplinary teams (Wince-Smith, 2006), resulting 

in the competitive edge it still retains. 

“Legitimation of Knowledge” Perspective 

The study of comparative educational knowledge has gone through two 

broad phases of development, (Welch, 1991). The first was to study the process 

whereby educational knowledge becomes “legitimate” (that is, accepted by 

the citizens), and how that knowledge base changes over time. The second 

was to consider the relationship between the legitimation of educational 

knowledge and power relations in the modern state. Conflict or “critical” 

theorists have taken the lead in these discussions. They use as a foundation 

writings by Max Weber, Karl Marx, Jurgen Habermas, and others. 

In the 1970s, with the advent of the “new” sociology of education, 

Michael Young (1971) and others no longer assumed that education repre- 

sented the social consensus or agreement of citizens of a country; in fact, 
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“critical” sociologists questioned every assumption and structure. Some 
viewed education as a form of “ideological domination” by those in power 
to control the knowledge taught and to stay in power. 

Three central questions are related to the issue of legitimate knowl- 
edge: How does certain knowledge become legitimate? Under what cir- 
cumstances does it become changed? And what does a cross-national 
comparison of such processes tell us (Welch, 1991, p. 515)? The hypothesis 
underlying these questions was that in the process of knowledge transfer 
(education of children), some groups in society may be left out of decision 
making about curricula. 

The underlying theme in much of the recent writing is that curriculum 
and acceptable knowledge transmission are not neutral, but rather are 
driven by social elements such as who is in power and who has economic 
control (Archer, 1979; Habermas, 1978). Some argue that the form schooling 

takes, such as “comprehensive school structure” in Europe, is influenced by 
the needs of capitalist labor markets (Levin, 1978). Another influence is inter- 

national organizations that “define and promote overall world-level princi- 
ples and ideas that then are used to guide state policy behavior. . . national 
policy aims tend to be consistent with international organization decisions 
and policies” (McNeely, 1995, p. 504). 

Even the day-to-day routines that take place in schools around the 
world have been studied for hidden messages children receive from external 
influences such as international organizations. This “hidden curriculum” is 
exemplified in the African thought process. Science education is more 
closely associated with a Western cause-effect view of the world than with a 
worldview from traditionally agricultural, religious countries. As science 
becomes an integral part of most countries’ basic curriculum, these new 
Western worldviews are transmitted. Some argue that these “hidden mes- 
sages” lead to a more rapid increase in a country’s standard of living 
(Benavot et al., 1991; Holsinger and Lowell 2000). But such a worldview may 
also perpetuate stratification systems by giving some members of society 
more access to elite education. 

Despite the conflicting views over the role of education in societies, all 
nations have some form of formal education. In the next section we consider 
cross-national studies in comparative education: rich versus poor countries, 
studies of internal structure of educational systems, and societal strategies 
for education. 

Rich Versus Poor: An Educational Typology 

Niger is the poorest country in the world, 177 out of 117 (UN: Human 
Development Index, 2006). The vast majority of the 12.5 million citizens 
engage in agriculture, most subsistence-level. Infant mortality rate (birth to 
one year) is a high 126 per 1,000 births, and many infants are underweight. 
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Deaths result from hepatitis, malaria, menengitis, and other infections and 
diseases. Life expectancy is 46 years. Sixty-three percent of the population 
live on less than one dollar a day. Population growth at 3.7 percent annually 
does not help the situation. Adult literacy is 15 percent. Yet despite the bad 
news, there is some improvement with primary school enrollments rising 
from 24 percent in 1990 to 38 percent in 2002 (UN Human Development 
Index, 2006), and more girls are attending school. 

Despite various government programs to improve the basic health, 
welfare, and educational level, many barriers must be overcome. 

Subsistence agriculture demands that all hands work, so children have lit- 
tle time for schooling and little opportunity to be educated however much 
they may value education. The population growth requires that the gov- 
ernment spend money just to keep up with the additional children; girls 
are involved in household chores and child care; and long distances from 
school make attendance difficult. Teacher quality also affects attendance 
rates. The government, by implementing a vast system of adult education 
that is reaching thousands, hopes to break the cycle of illiteracy. This is but 
one example of a country’s efforts to improve formal education in devel- 
oping countries. 

Learning takes place in many ways and settings: For the rich, much 

learning is formal, in classrooms and specially designed buildings. For the 
poor, there may or may not be a classroom. Often formal learning is a small 
part of the poor child’s education; mostly he or she learns informally 
through imitating elders and learning the family trade. An anthropology 
professor once warned that before we scoff at informal learning we should 
consider its impact. He asked us to imagine ourselves transferred to the 

Kalahari Desert. How would we survive? Where would we find food and 

water? Without help we would be likely to perish. Yet the Bushmen and 

Bushmen survive and flourish there; they have been learning survival tech- 

niques, passed on through the generations, from early childhood. The film 

The Gods Must Be Crazy shows the contrasts between the lives of Europeans 

and Bushmen. 
In 1995, there were more than 1 billion primary and secondary 

school students in the world (NCES, Digest, 1999, p. 445) and 52 million 

professional teachers (NCES, Digest, 1995, p. 451). Yet this is not the 

whole picture, for the proportion of children at primary school in Bhutan 

is 13.2 percent; in Haiti, 19.4 percent; and in Niger, 24.4 percent (United 

Nations, 1999, pp. 178-179, Indicator 10), whereas in rich Western countries 

it is 100 percent. The number of children in school in any country is 

closely related to that country’s wealth and level of economic develop- 

ment. Illiteracy and economic development are related; Third World 

countries that are struggling economically also have the highest illiteracy 

rates, with up to two-thirds of women and one-third of men illiterate. 

World adult literacy is 78.5 percent (UNDP 2007-8), 81 percent for men 
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and 65 percent for women (UNICEF, 2000). (Illiteracy rates for men and 

women in selected regions are listed in Figure 4.1.) 

Unfortunately, the quality of schools in many of the poorest Third 
World countries is eroding, and public spending per pupil is dropping. 
Although middle-income countries show a rise in school quality, the overall 
differences in comparisons of Third World countries with industrial nations 
are great and the gap is widening. Why the differences? The reasons are 
many, but they center on the position of Third World countries in the world 
system. Influencing the educational situation are the level of wealth in a 
country; the rapid growth in enrollments, which forces limited resources to 
be spread even thinner; and other factors related to dependent and debtor 

nations (Gallagher, 1993; Fuller, 1986). Unfortunately, rapid population 
growth in some of the poorest regions will only exacerbate the problems 
(see Figure 11.7). 

Within many countries there are unofficially two educational systems: 
one in rural areas and the other in urban areas (Hannum, 1999). Some urban 

education is elite education. Village schools, as seen in the opening scenario 
in this chapter, have fewer resources, often less qualified teachers, and less 

parental support. They may be state-run or attached to a local temple, 
mosque, or mission; religious education may be the main emphasis. Urban 
schools in developing nations are usually organized and run on a Western 
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or colonial model, often patterned after the English or French forms of edu- 
cation; many serve the nation’s elite population. Within the poor nations are 

families who cannot afford to take advantage of available preschool and ele- 
mentary education because their children are needed to help with the farm 
work; survival has priority over schooling. In some countries (such as Latin 

American countries), however, early-childhood intervention programs are 
available and provide useful information, services, and support to the family 
and child. This provides one method for governments to increase the health 
and nutritional awareness of families. 

Many of the cross-cultural analyses of elementary school curricula show 
worldwide standardization in major subject areas, reflecting ideologies, rules, 
and customs that are transnational in character, cutting across regions and 

economic systems. Instead of individual countries or regions determining 
content, a world system based on scientific values guides the process of cur- 
riculum development (Meyer et al., 1992; Benavot et al., 1988). As mentioned, 
standardization usually reflects Western models that are not always most rel- 
evant for developing countries. Some theorists disagree with the indicators of 
a world system of education, but similarities in systems have been supported. 

Secondary curricula, too, show homogeneity across cultures. In a study 
of 120 countries comparing curricula for students preparing for university, 
standard world models were apparent, although in secondary schools dis- 
tinct curricular types, such as tracks in the arts and humanities or in math 
and science, were found (Kamens, Meyer, and Benavot, 1996). Secondary 

education is more elusive than primary education for rural children of devel- 

oping nations, for they may be required to pay for transportation, boarding, 

books, or clothes that often make education impossible. 

The educational system often serves to perpetuate inequality by being 

available only to elites, usually those from urban areas. Inequality is found in 

wealthy, developed, industrial societies as well as poor, emerging, developing, 

and modernizing ones. The inequalities between individuals are related to 

class, race, sex, and religion as well as to rural versus urban residence. Even the 

age at which children start school and the preprimary enrollment rates varies 

by country. For instance, eighty percent of students in industrialized (devel- 

oped) societies attend pre-primary education. However, in Africa and the 

Middle East the figures are 20 percent or lower (Huebler 2005). In Finland and 

Norway, primary school starts at seven. 

World System Analysis 

This global critical (conflict) perspective views stratification between world 

countries just as conflict theory studies stratification within race, class, and 

gender in countries. World system analysts consider education within the 

transnational social structural system, and observe the effects of this system 

on subunits, or nation-states (Wallerstein, 1974). Both ideological systems 

and organization (political, economic, and religious) affect the direction of 

educational development. States or national governments are the means by 
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which capitalists control the world market, including educational systems 
(Chase-Dunn, 1980). For instance, most countries are caught up in the 

“myth of progress” (Ramirez and Boli-Bennett, 1987, p. 18). Because all 
states respond to this common global ideology, educational developments 
have been similar, with the underlying assumption that growth is good for 
society and the individual. “Core” (developed capitalist) states are often 

involved in the educational development of “periphery” (developing) 
states, a factor some argue serves the core states by returning capital to the 

core (Clayton, 1998; Wallerstein, 2004). 

An example of world system analysis is seen in the theoretical model 
developed by Robert Arnove (1994; 1980, p. 49), who uses “dependency 
theory” to explain the relationships between societies and education. A 

chain of exploitation exists at several levels: metropolitan (developed) 
countries and world organizations over peripheral (developing) countries; 
centers of power in Third World countries over peripheral rural areas; and 

so on down to the village level. In this system, the peripheral areas may 
gain by getting needed resources, but the price is domination (by the met- 
ropolitan or center areas) over local affairs—curricula, texts, and reforms, 

for example. 

To illustrate the world system of education, scholars (Meyer et al., 

1992; Ramirez and Boli, 1987) point to the many international organizations 
coordinating education worldwide: the Ford and Rockefeller foundations, 
the World Bank, UNESCO, UNICEF, and so on (McNeely, 1995; Samoff, 

1993; Meyer, Ramirez, and Soysal, 1992). These organizations have the 

power and money to promote ideas and programs around the world, and 
models advocated by international agencies have spread around the world. 
Some of these programs are successful, others disappointing—as in the case 
of rural India, where emphasis on “nonformal education” gave the govern- 
ment an excuse not to provide classrooms for students. Faculty in higher- 
education institutions in Third World countries have been sponsored by 
organizations such as the Rockefeller Foundation. To some this seems like 
philanthropy at its best, but to conflict theorists, this exemplifies interna- 
tional organizational philanthropy spreading capitalist ideologies and 
shaping Third World educational systems to meet the needs of interna- 
tional, multinational, and American corporate needs. They point out that 
the World Bank is financed by wealthy capitalist countries to give advice to 
developing nations. 

Theorists moving away from the traditional world system theory con- 
tend that subordinates in periphery states are often aware of their status in 
relation to others and do act in relation to their knowledge, often by resist- 
ing dominance of core countries. In some countries this is taking the form 
of controlling development of their own educational systems. Moving 
from macro-level analysis to postmodern interpretations, which include a 
consideration of periphery states as conscious actors in the process, paral- 
lels developments in conflict theory (Clayton, 1998). Not all theorists agree 
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that the world system is bringing educational systems more in line with 
each other (Cummings, 1999). 

Each societal system of education is influenced by the larger world sys- 
tem. Few societies in today’s interdependent world can be studied without 
careful consideration of the world community. Yet this is not an easy task, 
because comparing complex and different systems presents methodological 
difficulties. 

Whatever theoretical perspective one holds, it can be agreed that edu- 

cation does not stand alone in society. Education must be considered in 
relation to other institutions in the society, and in relationship to that soci- 

ety’s international environment. This is particularly important in the case 
of developing nations, many of which are in a postcolonial period and 
have inherited the educational system of former colonial powers. In the 

following section, examples of institutional interdependency models are 
discussed. 

GLOBAL INSTITUTIONAL INTERDEPENDENCE 

Every society shares a set of common institutions: family, education, reli- 
gion, politics, economics, and health systems. As the world shrinks with the 

aid of technology, communication networks, and transportation systems, 
institutional models influence each other and become similar around the 
globe. However, political systems, economic systems, and religious beliefs 

are also major variables separating countries. For instance, a rough separa- 

tion in world countries divides the northern and southern hemispheres, with 

those countries in the southern hemisphere more often part of the develop- 

ing world, characterized by recent independence (since 1945), legacies of 

colonialism, and debt to wealthier countries. Problems of poverty, disease, 

hunger, rapid population expansion, and illiteracy occupy governments and 

force educational issues into the background in poor countries. News reports 

tell us of death and suffering in a constant string of wars, famines, epi- 

demics, and refugee crises. 

Approaches to institutional interdependence can be global, as in the 

case of the “world system perspective” (Wallerstein, 1974); cross-national, 

as in the case of Williamson’s economic-political typology of societies or 

studies of curricula, knowledge, or tests (Williamson, 1979); institutional, 

- focusing on the institution of education in relation to other institutions 

(Benavot, 1997); or national, with applicability to comparative studies. In 

the global approach, the world is conceptualized as a system with interde- 

pendent units. Internal and external changes are linked to relationships 

between countries. Much research related to this theory has dealt with 

economic and political institutional characteristics, though cultural and 

ideological elements have been examined as well. More recently, this 

approach has been expanded to take an international view of forces that 

produce similar patterns of social change across societies. 
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Several themes are common in the relatively new institutional 

approach to the study of education: 

First, it focuses on the origins and expansion of modern, secular 
mass systems of schooling in Europe and North America and 
their worldwide institutionalization during the twentieth cen- 
tury. Second, it analyzes the institutional underpinnings of 
education in society. . . . Third, this approach examines the 
ways in which mass and elite education alter important social 
constructions and institutional arrangements in society. 
(Benavot, 1997, p. 340) 

From this perspective, institutionalists see education as creating a redistribu- 
tion of political and economic power in national societies. 

Education and the Institution of Religion 

Within one country—even within one village—the relationship between 
education and religion is complex and sometimes contradictory. A few 
examples may clarify: 

Northern Nigeria. A Koranic school for boys stresses traditional reli- 
gious beliefs, attitudes, and behavior patterns, and is not supportive of 

change. It exists next to a state-run village school, formerly run by 
Christian missionaries, which stresses “modern” attitudes and the 

importance of education in “getting ahead.” 
Northern Ireland. The Catholic parochial schools and the state schools 
attended primarily by Protestants protect and perpetuate a distinction 
between segments of the society, and may enable the hostilities between 
the two religious groups. 
Iran. Fundamentalist Muslim schools support the status quo and reflect 
the leadership and views of Muslim imams, or religious leaders. 
United States. Fundamentalist Christian schools stress some values 
opposed to the constitutional separation of church and state; they 
express the group’s alienation from the technological society. Examples 
of the latter are controversies about textbooks and the questioning of 
certain scientific teachings on evolution. 
Israel. Religion and education work hand in hand to accomplish the 
goals of the state. Hebrew language and religious training provide 
unifying themes in an otherwise heterogeneous society. Religion 
and political beliefs blend in many cases, however, as seen in the 
2008 suicide bombing of a Jewesh religious school by a palestinian 
woman. 

Religion is often closely linked to a group’s ethnic, racial, or national origins; 
therefore, it may provide for the group a point of stability in a time of rapid 
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and confusing change in which norms break down—a situation sociologists 
refer to as “anomie.” Attitudes toward change are reflected in religious 

schools, or in state schools where the religion is represented. If a change is 

consistent with the principles of the religion, the church may in fact be a 
leader in that change. Religion may also serve to retard change, however, 

especially if the change threatens the principles of the belief system. 

Family, Social Class, and Education 

The family is the primary social bond and purveyor of values. In the family 
we develop an attitude toward ourselves and what we can become; we 
develop expectations concerning our education. It is in the environment 

created by the family that we receive informal education, and also encour- 
agement, support, and behavior models for formal educational pursuit. 
Deviation from this early influence probably means that some alternative 
model is available to us and is seen as realistic. The child may be influ- 
enced by a teacher, minister, or older child; or the community may require 

children to attend school and encourage the brightest to continue, perhaps 
even providing support. 

In developing “peripheral” communities, some families may be too 

poor to take advantage of educational opportunities; formal education may 

not be a realistic part of their lives. Thus, the cycle of poverty for some and 

great opportunity for others—both in individual countries and in the 

world—is perpetuated. Paulo Freire, a Brazilian minister of education for the 

state of Sao Paulo, has worked with developing education for the poor. He 

has written about what he sees as the hopelessness of the poor classes, 

caused in part by their inability to see beyond immediate problems and to 

look at the world critically. This inability allows a system of educationally 

elite landowners to dominate rural, uneducated peasants (Torres, 1994; 

Freire, 1987, 1973, 1970). The peasants adopt a fatalistic attitude about life, 

supported by supernatural religious beliefs, which serve to hold them in 

their inferior places. 

As a society becomes more literate, certain attendant changes occur: 

urbanization, mobility, and modernization. These have a direct bearing on 

the family. Extended families begin to break down, the birthrate decreases 

and urbanization increases; it is difficult to house and feed a large family in 

-an urban, mobile society. Women’s status often changes with entry into 

urban life as many women enter the industrial workforce and have fewer 

children. Again, changes in one part of society inevitably affect other parts. 

The position of one’s family in the social structure affects both one’s chances 

for education and one’s place in an educational system. 

In a well-known typology, Turner (1960) suggested that the pattern 

of upward mobility shapes the school system. He compared English and 

American schools, concluding that the values in England support what 

he called the “sponsored” form of mobility, where elites select elites and 
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perpetuate themselves. This compares with “contest” mobility in America, 
where an individual’s abilities are more important in placement. These val- 
ues underlie the institution of education in each country. 

Parents in developed countries generally want to have a say in their 
children’s education, to “manage” their school careers. For instance, in 

American schools, parents who manage the daily activities of their children 

raise the academic standing of their children. In Germany, parental manage- 
ment differs by the type of secondary school the child attends. In Japan, par- 
ents support schooling activities outside of the formal setting by tutoring 
their children and providing extra classes, which enhance examination 

preparation and future opportunities (Baker and Stevenson, 1989, p. 348). 
Parents want to choose the school their children will attend, including 

the religious affiliation, pedagogy, and curriculum. Minority and immigrant 
parents may make special efforts to influence their children’s education 
(Baker and Stevenson, 1990; Glenn, 1989; Golan and Peterson, 2002). The 

importance of one’s family background for educational achievement is dis- 
cussed in other chapters throughout the book. 

Education and Economic Institutions 

Most countries believe that there is a relationship between education, eco- 
nomic development, and modernization. Governments act on this premise 
even though the facts do not always uphold it. They invest in education, and 
thus education reflects the political philosophy of a country and the goals of 
the group in power. Many governments have the power to adopt or reject 
educational programs, or even to totally revamp the educational system, as 
in China and Cuba during the communist revolutions. If the government 
establishes certain priorities for the society, the educational system is likely 
to reflect these in curriculum, texts, and other aspects of the program. 

In order to meet a country’s goals, trained personnel are needed. 
Human capital theorists argue that individuals are like pieces of machinery— 
a capital good—and can increase their value in the labor market by increasing 
their education, especially training in occupational skills (Becker, 1993: 
Bowles, 1976). (This argument is challenged by Samuel Bowles and Herbert 
Gintis, 1976, among others, who contend that individuals are labor, not 
capital.) However, the system of supply and demand of educated persons 
does not always work perfectly for several reasons. Illiteracy and low levels 
of schooling are the major social problems confronting the Third World, prob- 
lems that can inhibit economic growth and political stability. For instance, 
those from developing countries who receive a higher education will be 
among the elite. But the prestigious fields for which their training prepares 
them are not necessarily those where the country’s needs lie. India, for 
instance, has many trained lawyers and engineers who cannot be absorbed 
into the system. This has caused a number of highly skilled individuals to 
leave India. China is experiencing a similar phenomenon as many students 
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go abroad to study. In 1998, the People’s Republic of China had the second 
greatest number of foreign students studying in the United States, with Japan 
being first (The Chronicle of Higher Education Almanac, 1999, p. 29). Of the 

80,000 students sent abroad between 1978 and 1993, only 20,000 returned to 

China, causing concern about a “brain drain” of talent. China tries to lure the 

talent back with promises of higher wages and better social, political, and eco- 
nomic status, but the crackdown on pro-democracy students at Tiananmen 
Square in Beijing did not help in the process. 

Unfortunately, much of the supply-demand problem has arisen 
because of unsuitable models of education. Some have been adopted from or 
left by colonial powers; others are copies from Western science and technol- 
ogy. China has studied Western systems in attempts to modernize its educa- 
tional system, but this creates the problem of trying to develop a system that 
is suited to China’s needs by studying Western education (Chen, 1994). 
Structures left from the colonial period still influence power relationships, as 
seen in the case of the lower status of women in former colonial societies 
(referred to as “gender colonization”). Until these relationships are altered, 

countries cannot use their human resources, especially women, to the fullest 

(Acosta-Belen, 1990). Some multinational corporations hire large numbers of 
workers in Third World countries, especially women, but often for unskilled 

jobs that need little education (Fisher, 1990). When both the host countries 

and the multinational corporations see the value of economic development 

in education, women’s progress may be enhanced. 

Various countries are breaking this unproductive mold and develop- 

ing different definitions and forms of education, recognizing the diversity 

between national needs. Educational reforms relate to religious, social, 

economic, and political ideologies. Countries as varied as Iran, Nicaragua, 

and Tanzania have moved away from Western models. Many comparative 

educationists advocate programs of education based on the countries’ 

needs. Tanzania received attention in this respect in the 1970s and 1980s for 

its program called “education for self-reliance,” advocated by President 

Julius Nyerere from 1964 to 1980, to train people in needed skills; Kenya’s 

Harambee school movement, started by leader Kenyatta after independ- 

ence, encouraged local areas to form schools to meet local needs. However, 

today these schools have become less respected than government-run 

secondary schools. 

The interdependence between education and other institutions in soci- 

ety helps us to focus on important variables as we attempt to understand 

very different educational systems. 

STAGES OF ECONOMIC DEVELOPMENT AND EDUCATIONAL CHANGE. The 

development of educational systems can be related to three technological 

stages. In the first stage only a limited number of people, a privileged few, 

are involved in education—cloistered monks, for example. The second stage 

involves education that reaches further, training a core of the population for 
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factory work and the civil service and to be leaders of business, industry, and 
government. Third is the training required for the technological age, for the 
“communication society,” where education, work, and society are closely 

interrelated (King, 1979; Bell, 1973). 

EDUCATION FOR MODERNIZATION—“MODERN MAN.” As a society moves 

through these stages, changes besides those in skill education and literacy 
take place. The values of the population and attitudes toward education and 
development also change, according to Alex Inkeles and David Smith’s func- 
tional perspective of the modernization process. A society that places 
emphasis on economic development needs what they call “modern man.” 
Modern man has “those personal qualities which are likely to be inculcated 
by participation in large-scale modern productive enterprises such as the 
factory . . . if the factory is to operate efficiently and effectively” (Inkeles and 
Smith, 1974). These personal qualities include 

1. Openness to new experience 
2. Readiness for social change 

3. Growth of opinion, disposition to hold or form opinions, awareness of 
diversity of opinions, and the placing of positive value on variations in 
opinion 

4. Interest in acquiring facts and information 
5. Acceptance of fixed schedules, punctuality, present-time orientation 
6. Belief that man can exert control over the environment and advance 

goals 

7. Long-term planning in public affairs and private life 
8. Calculability or trust in the world and others 
9. Valuing technical skill 

10. Educational and occupational aspirations 
11. Awareness of and respect for the dignity of others 
12. Understanding of production and the decision-making process 

These 12 personal qualities were closely related to other factors in the indi- 
vidual’s background experience and society: kinship and family, women’s 
rights, religion, the role of the aged, politics, communications, consumerism, 
social stratification, and work commitment. This “modern man” places a 
high value on formal education and schooling in skills such as reading, writ- 
ing, and mathematics, and has the skills and attitudes needed for economic 
development. 

THE CHALLENGE OF BECOMING MODERN. The Industrial Revolution was a 
simple, gradual transition in its early stages. One development led naturally 
to another and to the increased investment of capital. Today, developing 
countries face pressures to make that transition rapidly. The technology is 
available, but economic development requires a change in the whole struc- 
ture and value system of society. Subsistence agricultural societies must make 
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enormous transitions to become “modern.” Imagine for a moment a tradi- 
tional, largely rural, agriculturally based country, with its internal structure 

reliant as much on extended family relationships as on any central or even 
regional government. In order to modernize, leaders must gain support for 

massive and rather rapid changes involving all institutions in the society. 
Some religious and political systems make the transition easily. Others resist 
change. Transportation and communication, health systems, economic plan- 

ning, and capital to build an educational system for many levels and types of 

knowledge and skills will all be needed. Developing the human capital 
necessary to carry out the economic development requires willingness to 
modernize and be mobile, motivation to pursue the education or training 
needed, and cooperation with the goals set by those in power. In other words, 

economic development depends on the attitudes and values of the popula- 
tion quite as much as on the technological machinery and necessary capital. 

Dependency on rich nations may occur in the development process, for it 

takes massive input of capital and expertise for such a mobilization. Countries 
often bargain for aid from the developed world—socialist or capitalist—with 
the implicit understanding that they owe some degree of allegiance to the 
provider. International organizations, including the World Bank and the 
International Monetary Fund (IMF), have become involved in the global 
economy, playing a role in the development of Third World countries that is 
criticized for perpetuating debt and dependency status. 

Political-Economic Divisions Between Societal Systems 

Sociologists have laid out major political-economic divisions among soci- 

eties and broad generalizations about the implications of those divisions 

for educational systems. For instance, socialism ranges from Marxism to 

social democracy, and capitalism from free market economies to state- 

regulated capitalism and the welfare state. Socialist models put special 

emphasis on “egalitarian and relevant” education, as we shall see in the 

case study of China presented in Chapter 12. Capitalist models, predomi- 

nant in Western Europe and the United States, tolerate inequality and 

stress “classical” as well as “practical” subjects in the curriculum, as we 

shall see in the case on Britain. Generally, educational systems reflect the 

position of the dominant group in society. 

With many countries in Latin America, Asia, and Eastern Europe mov- 

ing toward more representative democratic forms of government in the past 

quarter century, scientists have raised questions about education’s role 

in both the emergence and stability of these new political systems. 

Modernization theorists argue that mass education prepares the population 

for the responsibilities of living in a democracy where participation is 

expected, and thus see education as preparation for successful democracies. 

Conflict theorists see the potential for directing the mass population into 

desired positions to perpetuate the existing power structure, even in democ- 

racies. Through the institutional perspective, researchers are considering the 
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impact of higher education on the development and stability of democracies 
(Benavot, 1996). 

In a systems model that illustrates the interdependence of institutions, 

Williamson (1979) combines elements from the political and economic insti- 

tutions. He contends that the educational system reflects the political struc- 
ture and distribution of power in society. It is also important to understand 
the historical comparative context of a country in order to encompass its 
past, present, and future environments. This is especially important in cases 
of postcolonial educational systems. Williamson divides the world into four 
predominant types of societies (see Figure 11.8). 

DEVELOPED SOCIALIST SOCIETIES. The former USSR and some other 
Eastern European societies can be understood as socialist societies 

whose special features flow historically from the programs of industrial 
development followed by Lenin and Stalin. The Soviet system provided 
the model for the development of a number of Third World agricultural 
countries. 

UNDERDEVELOPED SOCIALIST SOCIETIES. Peasant societies try to build 
socialist societies. Because most are predominantly agricultural, accumulat- 
ing capital for industrialization is difficult. This has forced them into a 
dependency role in relation to other societies. Underdeveloped socialist soci- 
eties face the structural problem of involving peasants and rural workers in 
revolutionary change; they must satisfy both immediate demands for a better 

Economically 
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societies 

United States Former USSR 

Germany 
, Japan 

Highly Britain Highly 
institutionalized Bulgaria institutionalized 
capitalist : : socialist 
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Nigeria Cuba 
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FIGURE 11.8 Models of development and type of economy. 
Source: Williamson, Bill, Education, Social Structure, and Development (London: Macmillan, 1979); 
p. 36. Used with permission. 
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life and longer-term demands for capital accumulation, which involves sacri- 
fice and deferred consumption. 

ADVANCED CAPITALISTIC SOCIETIES. Capitalism has been described in 
many ways and has undergone many changes over the years. The main fea- 
tures of capitalism as described in classical theory include the following: 

1. Private ownership of the means of production 
2. A free market in labor 
3. The concentration of production into factories and the incorporation of 

agriculture into the capitalist market 
4. Production geared to a market and aimed at realizing profit 
5. The rationalization of economic life to principles of clear capital 

accounting 

6. Production geared to a world market 

In today’s world, multinational conglomerates spread across the globe, 

competing for cheap raw products, labor, and world markets. 

DEPENDENT SOCIETIES. Dependent societies are characterized by an “inter- 

dependence of poverty, low income, low productivity, high mortality rates, 
urban squalor, economic dependence, political corruption and illiteracy” 

(Williamson, 1979, p. 39) and account for about two-thirds of the world’s 

population. In Williamson’s view, economic backwardness is the result of 

poor societies having had their economic and social systems distorted by the 

overseas expansion of capitalist enterprises. Thus, poverty is not intrinsic to 

these societies but results from historical factors such as colonialism. These 

societies often must become dependent on Western aid and expertise in their 

efforts to modernize, thus perpetuating their dependent status in the world 

economy. 
From this economic-political typology comes the model shown in 

Figure 11.8, combining the level of economic development and the political 

orientation of sample countries. Williamson (1979) argues that education is 

not a product for sale, but a program of action in that it has political and ide- 

ological dimensions. These help explain variations in educational form and 

content between countries. Models of change or development in education 

reflect these political-ideological underpinnings and define what a society 

is about and what actions it takes. Of course, there are varying degrees of 

support for the ideology of political groups in control, and this may in 

turn influence the support for educational systems reflecting the dominant 

ideology. If a group in society feels that it is not receiving its share of 

resources, it may oppose the existing system. 

This and similar typologies based on institutional interdependence are 

closely related to the open systems approach; they make paramount the rela- 

tionship between the institution of education and other institutions in the 



392 Chapter 11 * Educational Systems Around the World 

national system and international environment. As societies change, these 

models will need to be adapted. 

Higher Education Around the World 

In 1989, students in China occupied Tiananmen Square in a fight for democ- 
racy in that communist stronghold. In 2008, Tibetan students, monks, and 
others are demonstrating for independence. The government has routed out 
the dissidents. Some leaders were imprisoned, others went underground. 

Students at the universities are closely watched, and in china new students 

must go through intensive political indoctrination. Yet underneath the sur- 
face, the democratic movement still festers. Institutions around the world, 

from China to South Africa, experience student activism over issues of con- 

cern. They also share common trends: rapid growth in the demand for higher 
education, rising expectations, increased financial support for students, 
growing involvement of research and continuing education, diversification of 
the types of education offered, gender equity issues, and concern about 
dropouts. These and other issues can lead to student activism and disorder. 

Some common themes encircle the world’s higher-education institu- 
tions. As outlined by Altbach and Davis (1999), these themes include the 
following: 

pH . Access and equity 
. The link between education and work 
. The transition from school to work 
. Effects of technological developments 
. Transfer of talent across borders 
. Expansion of graduate education 
. Privatization of higher education 
. Crisis in academic professions 
. Access and equity 
. Accountability 
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These common themes permeate the world system of higher education. 
Consider the first point, access to higher education. People around the 
globe see higher education as the key to future jobs, but countries vary 
greatly in their ability to meet the demand. In China and India, only a small 
percentage of recent high school graduates attend college, and in most of 
Africa only a fraction have access. Higher-education systems face change 
from elite to mass to universal access, thus providing access to a wider 
range of students. 

With additional access comes the question of funding the additional 
students. Should countries invest in citizens’ higher education, taking 
funds from other essential services including education at lower levels? 
Should citizens pay for their higher education, making it available to a 
limited number in the population and perpetuating an elite educational 
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system? Or should financial support come from external sources, includ- 
ing international organizations, businesses, and private contracts, result- 

ing in higher education being influenced by these sources? Each of these 
plans has advantages and disadvantages that impact global issues and 
themes. 

In some regions higher-education institutions are creating links. For 

instance, the united European Community is resulting in more collabora- 

tion and internationalizing of higher education in European countries 
(Ballantine, 2008). Student exchanges also create links between institutions 

and countries, with more than 1 million students studying outside their 
borders (Altbach and Davis, 1999). Table 11.1 shows the number of foreign 

students studying in the United States, and the United States sends thou- 
sands of students abroad to study in countries around the world (see 

Figure 11.9). Study results of exchange students who go from the United 
States to other countries indicate that they return more interested in current 
events and international affairs and have an increased appreciation for for- 
eign cultures (Kraft, Ballantine, and Garvey, 1994; Carlson et al., 1990). In 

addition, increased Internet communication is resulting in contact and 

research among scholars. 
Some countries are losing their best and brightest in the “brain drain” as 

record numbers of students go abroad for education and job opportunities. 

Again refer to Table 11.1, which shows the numbers of international students 

from various countries studying in the United States. Thirty-five percent of 

- TABLE 11.1 Foreign Students’ Countries of Origin, 2003-2004 

Country or Territory Students 1-year Change (%) 

India 79,736 +6.9 

China 61,765 -4.6 

South Korea 52,484 +1.9 

Japan 40,835 —11.2 

Canada ZILOVE +1.9 

Taiwan 26,178 -6.6 

* Mexico (5329 +4.] 

Turkey y393 —1.7 

Thailand 8,937 -10.5 

Indonesia 8,880 -14.9 

Germany 8,745 -—6.0 

Britain 8,439 +1.4 

Brazil USE: 7.0 

(Continued ) 
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TABLE 11.1 (Continued) 

Country or Territory Students 1-year Change (%) 

Colombia W533 -3.1 

Kenya So —6.1 

Hong Kong Woe: -9.0 

Pakistan p25 oo 

France 6,818 —5.6 

Malaysia 6,483 —1.7 

Nigeria 6,140 +5.6 

Venezuela 5,575 44.5 

Russia by SSyz -11.3 

Jamaica 4,994 +5.7 

Nepal 4384 +17.6 

Morocco 4 341 +113.4 

Singapore 3,955 —5.6 

Peru 3,07 | +11.7 

Bulgaria 3134 +0.2 

Argentina 3,644 0.0 

Trinidad & Tobago 3,638 +16.3 

Spain 3,631 -0.1 

Saudi Arabia 8521 —15.7 

Israel 3,474 —1.3 

Philippines 3,467 -3.0 

Romania 3, 3240, —2.6 

Italy 3,308 +0.6 

Ghana 3,288 +8.4 

Bangladesh 3,198 —11.1 

Vietnam 3) 165 +16.3 

Sweden ZG —16.0 
Poland 2,913 +6.2 
Australia 2,/06 -2.6 
Ecuador 2345 =2.2 
Iran DS2A +2.8 

Lebanon 2,179 -7.8 
Greece DNAS —9.2 
Bahamas 2,030 +0.9 
Ukraine 2,004 =32 

Note: Includes only countries with more than 2,000 students in U.S. institutions. 
Sources: Institute of International Education. The chronicle of Higher Education: The 2005-2006 
Almanac. Vol.52, No. 1, p. 19. Available: http: //chronicle.com 
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Number of students 1-year change(%) 

. Britain S2723ih 

Italy 21.922 

. Spain 20,080 

France 13,718 

. Australia 11,418 

. Mexico 9,293 

Germany 5,985 

Ireland 9,198 

China 4,737 

. Costa Rica 4,510 

. Japan 3,707 

Austria 2,444 

New Zealand 2,369 

. Cuba 2,148 

. Chile Ze) 

{ 

2. 

3 

4. 
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6 

th 

8. 

Se} 

0) 

FIGURE 11.9 Top 2003-2004 Destinations for U.S. Students. 

Source: Institute of International Education. The Chronicle of Higher Education: 

International. Vol. 52, No. 13, p. A45. Available: http: //chronicle.com/weekly / 

v52/i13/13a04501.htm (Retrieve Date: June 6, 2007.) 

doctorates granted in 1997 were awarded to non-United States citizens (Ive 

Chronicle of Higher Education Almanac, 1999, p. 29). There has been a drop in 

the number of doctorates awarded to Americans compared with doctorates 

granted by U.S. universities to foreign students. 

For many countries struggling to advance, some forms of higher educa- 

tion may be inappropriate. These societal needs and institutional demands 

could change the structure of higher education as it exists today. Until devel- 

oping countries can absorb their graduates, the brain drain will remove some 

of the young talent. Many students, even in developed countries, are demand- 

ing a more vocationally oriented, practical education to help them get jobs. 

In order to provide examples of educational systems in the world, 

Chapter 12 presents countries falling into three quadrants of Williamson’s 

typology: United Kingdom in the economically developed, capitalistic orienta- 

tion; China in the socialistic orientation, developing societies quadrant; and 

West Africa, especially Ghana, in the developing societies that lean more toward 

capitalism. Only a few countries fall into the fourth quadrant, developed and 

socialist. We are ready to explore the educational systems of these countries. 

Applying Sociology to Education: What are the advantages and dis- 

advantages of studying abroad? 
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Summary 

This chapter is about education around the world. It discusses issues facing 
educational systems, covers theoretical approaches, and presents typologies 
to understand similarities and differences among systems. 

I. Cross-Cultural Educational Studies 

The field of cross-cultural educational studies has been largely descriptive in 
the past, using case studies of selected countries. Theories and typologies are 
advancing our knowledge of the area. The systems approach helps us con- 
ceptualize the links between countries. One approach to comparative studies 
has been assessment of achievement in different subject areas across societies. 

II. Approaches to Cross-Cultural Studies of Educational Systems 

Institutional interdependence means that each institution is affected by each 
other institution. A change in one means that adaptations will be necessary 
in others. World system analysis stresses the interdependence of nations of 
the world, with “metropolitan” core centers and nations dominating over 
“peripheral” areas. 

III. Theoretical Perspectives and Typologies in Comparative Education 

Recent theoretical approaches contrast functional and conflict theoretical 
approaches; several of these focus on the relationship between educational 
and economic growth and development. Earlier theories focused on chang- 
ing individuals to fit modern society. Human capital, legitimation of knowl- 
edge, rich versus poor countries, and world system analysis are reviewed. 

World system analysis stresses the interdependence of nations of the 
world, with “metropolitan” centers and nations dominating over “periph- 
eral” areas. Cross-cultural studies all fit into several types: contrasting rich 
and poor nations, studying the internal structures of educational systems, 
and studies of institutional interdependence. 

IV. Global Institutional Interdependence 

Institutional interdependence means that each institution is affected by each 
other institution. A change in one means that adaptations will be necessary 
in others. 

In comparing nations, relationships of education to religion and family 
were discussed. Examples of “world environment” were given. Most 
emphasis has been put on political-economic systems as they influence edu- 
cational systems. Williamson’s typology illustrates this point. 

Higher-education structures have ranged from Western forms to 
indigenous models. A problem faced by some countries is that elite-students 
are educated in foreign countries and bring back Western political and legal 
models; these models are not necessarily best for countries struggling with 
development and literacy. Also, some of the educated elite may not find the 
need for their skills in their developing countries and may become alienated. 
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Putting Sociology to Work 

1. Talk to several international students about educational systems in their coun- 
tries. Ask about the structure, access for various groups and classes of students, 

and how their systems differ from that in the United States. 
. Find out how you would be educated in your major field if you were studying in 
another country of your choice. 

. Select two developing countries, one capitalist, the other socialist. How do their 

educational systems differ? Can this be attributed to their political ideologies? 
. Put yourself in the position of a minister of education in a developing country. 
What would be your primary concerns in planning the educational program? 

. Pose a question about cross-cultural educational systems. Which of the theoreti- 
cal approaches would be useful in dealing with your question? 
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Educational Systems 
Around the World 
Britain, China, and Postcolonial Africa 

fm" ducation provides a trained labor force and gives unity and identity 
ame to nation-states, qualities needed for -individual and national 
-_ progress (Benavot, 1992). Educational systems in newly developed 
nation-states often develop along Western models. But not always as we 
shall see! Ramirez and Boli argue that economic competition between 
states has caused the pressure for all nations to organize educational sys- 
tems in similar ways, leading to the universality of state schooling and 
similarities between systems. Pressures from the economically integrated 
and dependent developed world have caused newer nations to commit 
themselves to state-funded mass educational models as part of nation 
building (Ramirez and Boli, 1987). Commonalities in national curricula 
exemplify this trend. 

The worldwide trends in education include increased enrollments; the 
establishment of educational ministries; compulsory education laws; 
increased state funds for education; educational opportunity for all, includ- 
ing women and minorities; and schools serving the purpose of socializing 
agents for the nation. 

Despite these world trends, social scientists must be cautious not to 
assume that all systems are similar because of cross-national pressures and 
dominant powers. Even though education may be influenced by colonial 
models and world trends (Archer, 1987), each system brings its own country’s 
unique culture into education. As discussed in Chapter 11, some nations or 
groups within nations actively resist adopting Western models. 

In the following case examples we see both the similarities and the dif- 
ferences in educational systems. These case studies represent systems that 

398 
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Women’s opportunities for education are increasing in most parts of the world. 

fall into different sectors of Williamson’s (1979) political-economic typology 

(see Figure 11.8). Britain is located in the economically developed countries’ 

sector, with a political system more cleariy capitalistic than socialistic in ori- 

entation. China represents a system in the socialist tradition. Finally, Ghana, 

a former colony of Britain, is economically dependent and developing along 

capitalistic political lines. 

Discussions of each country will include the historical background 

leading up to the present system; the national goals for the educational sys- 

tem; structural aspects of education, such as the number of years of school- 

ing and type of curriculum; equality or inequality in the educational system; 

and higher education. 

EDUCATION IN BRITAIN 

Britain is the land of monarchy, peerages and nobility, and pomp and cir- 

cumstance, a land that once ruled one-third of the world. It is also a land that 

was devastated by two world wars, that experienced extreme poverty for 

much of its population in the wake of industrial prosperity, and that has a 

legacy of immigrants from former colonies who have moved to Britain and 

must be educated and integrated into the society. The following section sum- 

marizes some key elements of British education, a system that has influ- 

enced much of the world. 
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Development of Education in Britain 

Formal education started to take shape in Britain during the Middle Ages, 
with schools organized by religious organizations to teach students to read 
religious texts. In the late 1300s the first grammar schools, including Seinte 

Marie College of Winchestre and Eton College (both still in existence today), 
prepared students to enter Oxford University. By the second half of the nine- 
teenth century, some leaders were advocating for widespread education; 

however, education was slow to spread as the majority of working-class peo- 
ple had little interest. Churches had handled most of the education to that 
time and some feared government intervention. In 1870, the first Education 

Act (also known as the “Forster Act”) was passed (“Know Britain,” 2004), 

providing for voluntary denominational schools and nondenominational 
state schools. 

Britain was one of the early industrialized and urbanized countries. 
The process of creating an educational system took place gradually, aided by 
a mobile peasantry able to provide the needed labor and by an international 
trade market anxious to buy goods. During this evolution, the rigid class 
structure in Britain was strengthened and was reflected in the educational 
system. Marxist interpreters have described the development of education in 
Britain as serving the needs of the elite. An educated mass was needed for 
the expansion of capitalism, with a trained labor force for various levels of 
industry. Morality, obedience, and frugality could be taught through the 
schools, and these goals were reflected in curricula. The subordination of 
the lower orders had several aims—political control, the suppression of 
crime and drunkenness, the propagation of Christian morality, and prepar- 
ing the lower orders for a life of industry and toil (Williamson, 1979, pio): 

As the working classes grew and became more organized, they 
demanded greater access to education, among other rights. This was to the 
advantage of the elite, who needed an ever more sophisticated and skilled 
labor force. First, secondary education opened to the working class, and 
compulsory attendance, beginning at age five, was eventually extended to 
age 11. Parents were and are required to see that their children receive an 
education for this period. After five years of secondary education, about 
age 16, students take the General Certificate of Secondary Education. 

During the period after World War II, with the 1944 Education Act 
(known as the “Butler Act”), education became free for all—including uni- 
versity, if one qualified (“Know Britain,” 2004). But the school divisions still 
perpetuated class distinctions: grammar schools; secondary comprehensive 
schools with academic programs; and secondary technical schools repre- 
senting trade-training programs. Increased access to higher education took 
place in the 1960s with the establishment of additional universities, poly- 
technics and “red-brick universities” (now part of the university system), 
colleges, and the Open University (distance and correspondence education 
for those who might not otherwise be able to attend an institution of higher 
education). 



Chapter 12 ¢ Educational Systems Around the World 401 

The official goals for British education, as stated in the Education 
Reform Act of 1988 and other education acts which have followed, are to 
raise standards at all ability levels; give parents a wider choice of schools and 
improve the partnership between schools and parents; make further and 
higher education more economically relevant and available to larger num- 
bers; and obtain good value for money from the educational service as a 
whole (Education in Britain, 1995). 

Education for the elite and upper-middle class is a different matter. 
English “public schools,” similar to private preparatory schools in many 
countries and too expensive for the commoner, served those who wished 
to retain a social distinction—and they still do. “Public” schools—such as 
Eton, Harrow, Rugby, Winchester, and other elite secondary schools—serve 

a unique role. Eton, for instance, is set ina small town a short distance from 
Windsor Castle. The young students can be seen walking purposefully, 
surrounded by stately old buildings resonant with English tradition. “You 
are destined to be a statesman and gentleman,” Eton seems to suggest to its 
inhabitants. Following rigid rituals and ceremonies and dressed in their 
uniform of black-and-white pin-striped trousers, white bow ties, black 
vests and waistcoats, and braided tailcoat, an Eton lad would never be 

mistaken for a comprehensive school student (London Sunday Times 

Magazine, 1980, p. 94). 
These schools provide both excellent academic foundations and train- 

ing in the art of being “ladies and gentlemen,” fostering the mannerisms and 

speech patterns typical of the elite. They give the well-rounded education 
necessary to pass entrance exams for elite universities such as Oxford and 
Cambridge. A large number of senior civil servants and business and profes- 
sional leaders were and are drawn from these schools, although highly qual- 
ified students from lower classes have some chance to attend elite schools as 

scholarship students. 
Until recently, students attended grammar schools, followed by second- 

ary modern schools or secondary technical schools. Because of high unem- 

ployment, especially among the young who leave school at age 16, two-year, 

“postcompulsory” (sixth-form education, or “A-levels”) was added. This 

level prepares young adults for a vocation or to continue college training. 

Most students now attend comprehensive schools intended to meet the needs 

of all students, with a small percentage still attending the older structure of 

secondary modern schools. 

After four years of secondary school (about age 16), students take an 

exam in a wide range of subjects. For those who continue, they take A-level 

exams two years later; this exam provides access to higher education 

(“Know Britain,” 2004). Government-sponsored training programs with 

work-study plans aid in the school-to-work transition, but only a small pro- 

portion of those in need can be accommodated. The result is that large num- 

bers of youth are leaving school disillusioned and with little hope of 

employment. 
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Control and Decision Making in British Education 

Historically, local control has been valued in Britain, and it still is. The 1988 

Education Reform Act, however, gave control to the national government to 
carry out national research and planning, recommend major revisions in the 
structure of education, and determine the basic national curriculum. 

Students are required to take a nationally mandated curriculum. The day- 
to-day decisions and running of the school are retained by local communi- 
ties through the Local Education Authorities (LEAs); these bodies have 

wide-ranging power and duties. Each school has a governing body ideally 
consisting of equal numbers of local authority representatives, school staff 
including the head teacher, elected parents, students in older classes, and 

community representatives. LEAs have responsibility for the management 
of schools and the proper conduct of administrators. Both county (state- 
supported) and voluntary (usually church) schools are under the jurisdic- 
tion of LEAs. Teachers complain that they have less autonomy at the local 
level and more paperwork with current assessment of students required by 
the government. 

Structure of the British Educational System 

State-supported British infant and primary schools have received a great 
deal of attention, and they have provided models for many elementary 
schools in the United States and around the world. The widely read 
Plowden Report, Children and Their Primary Schools (Central Advisory 
Council for Education, 1967), detailed a system of British primary education 
in which schools are noted for their informal and open approaches to edu- 
cation. The visitor to a British primary school has the feeling of entering a 
child’s world. From the ceiling hang mobiles; the walls are covered with art- 
work; books and educational toys line the walls. Classroom activities are 
minimally structured, with emphasis on individualized work. Curricula 
include plenty of active and creative time, music, art, time for special proj- 
ects, and a range of opportunities for TV education, theater trips, and 
museum visits. 

The structural levels of British education have been undergoing 
_ changes in recent years at the upper-secondary and higher-education 

levels. Comprehensive schools were formed in the 1970s to counter the 
streaming of children into elite and working-class schools. They combine 
what were formerly grammar (more academic) and secondary-modern 
schools. At the turn of the century 3.7 million children attend secondary 
schools, some of which specialize in technology, language, sports, or the 
arts. Approximately 10 percent of high school students go to “public” 
preparatory schools (Whitaker, 1999). Within secondary schools, there 
may be some differentiation between students on the basis of academic 
versus vocational tracks, but the stated goal is to identify talent and allow 
children to develop their capabilities. 
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Composition of British Schools 

By 2015 there will be 61,275,000 people in the United Kingdom (including 
Northern Ireland), an area the size of the state of Oregon. Over 90 percent live 
in urban areas. Of this population, approximately 9 million are school children. 
Nursery and primary students accounted for 5.2 million students. About 
75 percent of students aged 16 and older are full-time students in education 
or training (Department of Education and Employment, 2001), or “sandwich” 
students, both working and going to school. (For Europe as a whole, this is a 
relatively low number of students attending school at this age.) 

Effective schools in Britain share many characteristics with effective 
schools in other countries. A study conducted in London singled out charac- 
teristics of effective primary schools: small school and class size, teacher 
planning periods and involvement in curriculum planning, lesson plans, 
progress reports on each child, low turnover of all school personnel and stu- 
dents, and an orderly work environment (Mortimore et al., 1988). 

Exams and Credentials 

The Education Reform Act of 1988 reflects international pressures for change. 
The primary impact is that all schools are to follow a common curriculum and 
examination plan, prescribed by law, in ten subjects: English, mathematics, sci- 

ence, technology, a modern foreign language, history, geography, art, music, 
and physical education (“Know Britain,” 2004). Britain is a highly “creden- 
tialed” society, placing great emphasis on exams and certificates. It also claims 
a 99 percent literacy rate. Each student takes exams in several subject areas. At 
about age 16, students take the General Certificate of Secondary Education 
(GCSE) exam in major subjects such as mathematics and literature; following 

two more years of study, students take Advanced or A-level exams. Between 
these two are the AS exams, equivalent to two General Certificate of Education 
exams or one A-level exam. Universities generally require three A-level exams 

for entrance (Whitaker, 2000). The national Department of Education, which 

determines the national curricula, publishes guidelines to provide the basis for 

the GCSE exam, which all students take before they leave school. 

There is yet another very prestigious exam—the International 

Baccalaureate—taken by sixth-form (16- to 18-year-old) students and requir- 

ing competence in six subject areas: one’s native language, a foreign lan- 

guage, the study of man (history, geography, social science, or philosophy), 

experimental science, mathematics, and an art or advanced work in one area 

(International Baccalaureate, 2005-2007). The program has 546,000 students 

in 125 countries, including Britain. 

Critics of the exam system argue that those who can afford the “elite” 

education are best prepared for A-levels and elite university entrance exams, 

and that the exam system helps perpetuate the class system. Also, pressure 

on children from families to succeed on exams is often intense, and children 

who do not do well on the examinations are limited in their opportunities. 
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Inequality in Education and.Occupational Mobility 

Several British sociologists have written about the resistance to schooling 
found among some young British adolescents. This “counterculture of 
resistance” among working-class males in particular is seen in patterns of 
behavior—dress, truancy, smoking, vandalism, rudeness—and represents 

their view that school is irrelevant to the life they will enter (Lees, 1994, 

p. 86; Willis, 1983; Corrigan, 1979). Great strides have been made toward 

providing opportunity for students of all social backgrounds to move as far 
as possible in the educational system. However, there are at least two kinds 
of problems encountered in this endeavor. The Plowden Report and more 
recent studies point up the special problems of deprived neighborhoods 
such as inner-city areas where health and housing standards are low and 
child mortality high. Many young people from immigrant groups and those 
who fall into the poorest classes of society live in these areas. The Plowden 
Report recommended that schools in these blighted areas be given extra 
funds from the 7 percent national educational budget, although the report 

also said that educational disadvantage cannot be solved in schools alone 
(Garner, 1991) p2251). 

Another problem inhibiting mobility is the distinction between “pub- 
lic” schools and state-supported schools. With the tradition behind the elite 
schools and the excellent education they provide, plus the tendency for elite 
universities and government and industry to fill their top ranks with gradu- 
ates of these schools, mobility at the top remains the prerogative of a limited, 
select group. Education reflects the history and traditions built up over long 
periods in Britain. Complete equality seems impossible without altering the 
basic structure of the educational system. 

What does educational inequality mean for occupational attainment? 
Depending on the measures used, we can generally say that one’s class ori- 
gins are more important in Britain than in the United States in occupational 
attainment. In the United States, educational attainment is more important, 
especially for one’s first job placement (Kerckhoff, 1989). Although the 
process of career mobility in the two countries differs, the degree of open- 
ness or mobility is about the same when we look at occupational status 
10-20 years after labor force entry. 

Higher Education in Great Britain: Elite Versus Mass Education 

Oxford and Cambridge universities—prestigious institutions with spires, 
and courtyards, and divided into colleges with long traditions—have been 
the models for educational systems around the world. Classical, traditional 
education can be obtained from robed dons behind the cloistered walls, and 
students are affiliated with a college in the university. 

For centuries these universities provided access to high positions and 
perpetuated the intellectual elite. With the worldwide trend toward more 
access tovall levels of education by all groups in society, and the need for a 
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more educated populace to fill the technical positions in an industrialized 
society, several changes have occurred: The great universities opened their 
doors a crack to let in larger numbers of qualified students from state- 
supported schools, and other institutes and colleges developed to meet 
growing needs for trained personnel. University access is still limited, and 
children of professionals stand a much better chance of acceptance than do 
those from lower socioeconomic levels. 

The government, however, is expanding access to many universities 
for the three-year degree courses. In addition, a number of polytechnics were 
developed, beginning in 1966, to meet the need for trained engineers, techni- 
cal experts, and technicians. They are closely associated with business and 
industry. The goal was to have 31-33 percent of the 18- and 19-year-olds in 
one of the 88 institutions of higher education, and in 1998, 34 percent were 
enrolled (Whitaker, 2000). Institutions of higher education give access to 
those who fail university entrance exams for the most prestigious universi- 
ties or who wish to pursue specialized studies. 

There are also differences between female and male faculty at universi- 
ties. Male full-time professors outnumbered females by a ratio of 6 to 1 in 
2005-2006, and less than one-third of lecturers were women. In 2003-2004, 

women were paid an average of 20 percent less than men in some major uni- 
versities, with the overall gap 14 percent, regardless of age and discipline 
(Baty and Czerski, 2005). Yet more women than men are students in institu- 

tions of higher education. 
Another development in British higher education is distance learning 

through the Open University. Begun in 1971, it provided a model to many 
institutions around the world of successful distance education and gave 
opportunities to people who might not otherwise be able to attend univer- 
sity (e.g., teachers, those working, those at home). The idea caught on to the 

extent that, by 1976, the Open University received about 53,000 applications 

and was enrolling up to 20,000 students a year. 
By 1980, enrollment had grown to 70,000 students, with 6,000 graduat- 

ing each year. Today more than 180,000 students are taking classes (The 

Open University, 2007). More people study at the Open University than at 
any other United Kingdom universities: 150,000 undergraduates; 30,000 

postgraduates; 11,000 higher degrees; 10,000 students with disabilities; and 

25,000 students outside the United Kingdom. Most students are part-time 

(The Open University, 2007). 
Open University students pay tuition and sign up for courses. They 

tune in to lectures on British Broadcasting Corporation (BBC) radio or TV. 

Texts are developed for the courses, and assignments are sent to tutors who 

correct and return them. At the end of the year students take examinations. A 

wide range of courses are offered through the Open University, with most 

degrees being given in general arts and science. The average student takes six 

years to complete a degree, compared with three or four years for students in 

residence on a campus, and the dropout rate is higher than at campuses. 
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The number of Open University students continues to grow as the pro- 
gram nears its fourth decade. The Open University has graduated well over 
100,000 students, 1,800 in 2003-2004, mostly adult homemakers and full- 

time employees wishing to upgrade credentials (BBC News, 2007). 
Part of the recent growth in higher-education enrollments is because of 

reduced job opportunities in British society. Changes being initiated to help 
cope with the increased demand are familiar: larger classes, use of teaching 
assistants, and availability of intensive “24-month degrees” in some fields of 
study that normally take three years to complete (Walker, 1991, p. A51). In the 
future, Britain will face pressures to open its educational system further and 
provide opportunities for the many unemployed working-class and immi- 
grant members of society. 

EDUCATION IN THE PEOPLE’S REPUBLIC OF CHINA* 

China has made significant strides in education and literacy for its vast pop- 
ulation. In the early twentieth century, China’s closed-door policy kept the 
West out for many years. Since 1978, however, China has opened its doors 
again to the West. In 2007 this huge country’s population was 1,321,851,888 
and it is estimated to reach more than 1.5 billion by 2025 (Infoplease, 2007). 
The territory covers almost a quarter of the world’s land surface. Its 
Communist government officials are selectively allowing its officials and 
scholars to make forays into the world outside and now admit both curious 
tourists and foreign scholars into its vast reaches. In fact, the second largest 
number of foreign students in the United States is from China, with 61,765 in 

2004 (The Chronicle of Higher Education Almanac, 2005). 

Recent Historical Events Affecting Education 

Several key dates mark major transitions in China: In 1949, the Chinese 
Communist Party won national power and declared the founding of the 
People’s Republic of China (PRC). At this time the borders closed to the out- 
side world. China closed 2,200 private schools, about 4 percent of the 
nation’s schools. In 1976, Chairman Mao (Mao Tse-tung) died; this event 
ushered in a new era of changing policies and programs and opened China’s 
borders to the outside world. Since the adoption of market socialism in 1978, 
more than 90,000 private schools have reemerged (Ministry of Education of 
PRC, 2007). These are referred to as “society-run,” “community-run,” or 
“people-run” schools and are privately owned proprietary institutions with 
few government ties (Kwong, 1997). 

In 1989, pro-democracy protests led by university students were 
forcefully repressed, and contacts with Western countries were curtailed. 
The situation has eased since the late 1990s. Although the Chinese have 

“With assistance from Dr. Zhiyong Zhu, Beijing Normal University. 
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some suspicions about the motivations of Westerners, most exchanges 
have been carried out freely. Social science research, however, has been 
limited until recently. 

No period can be ignored in reviewing Chinese education; each 
has been a reaction to the previous era, yet each reflects the changing 
political-economic scene of that time. 

The Drive Toward Modernization 

China’s Confucian educational legacy has served the interests of China’s 
power elite with its subtle underlying antiegalitarian political ideology, jus- 

tifying elite privileged education (Hayhoe, 1992). But in recent years, the 
growing realization of the need to modernize has gained popularity; in 
addition, there has been a realization that national development and mod- 

ernization go hand in hand with basic education for all. Fundamentally, 
education is “intended to meet basic learning needs” with foundation-level 
education, early childhood and primary education, literacy, and general 
knowledge and life skills (“Meeting Basic Learning Needs,” 1990, p. ix). 
China has made great strides in literacy of the population, with 90.9 percent 
of adults and 98.9 percent of youth reported as literate in 2000 (UNESCO, 
2007). The issue for Chinese education has become how to mediate between 

competing views, modernization, and demands of globalization. 

Tensions exist between four competing purposes of education in 
China: “to modernize the economy, to provide education as a universal citi- 
zen’s right, to establish paths for the recruitment and circulation of elites, 

and to share a political ideology that reformulates varying political inter- 
ests” (Robinson, 1991, p. 177). The move to modernize has come from both 

internal sources and external forces: the international context, market forces, 

and sensitivity to social and political demands (Law, 1995) are all believed to 

be necessary for growth and prosperity (Hayhoe, 1992). 
Deng Xiaoping became leader of China in 1977, and with his leadership 

the Communist ideology was reinterpreted and economic changes put in 

motion. Western technology and management techniques were introduced 

to speed up modernization. With these changes came reform of the educa- 

tional system. 
Some degree of decentralized educational authority and reduction in 

rigid central governmental policies is needed at all levels of the educational 

system for modernization reforms to take place (Du, 1992). The central gov- 

ernment is giving more autonomy to communities and to private schools, seen 

as a necessity for reform. Typically, the provincial education administrations 

have been given the power to compile textbooks for their own community 

schools since the middle of the 1990s. Of private schools started in the late 

1980s, about half are trade schools and half academic; they are responding to 

the demand for education that cannot be met by the government, and they do 

meet part of that need. Though the government believes it should control all 
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education, it also realizes it cannot meet all needs and has allowed the private 

schools to be established. These schools are not ethnic or religious, but are for- 

profit in the market socialism system. 
Educational systems reproduce, maintain, and perpetuate the existing 

social order, especially where they are government controlled. However, 
when the society is in transition, the education system will experience 
change as well. The Chinese government faces several dilemmas: how 
much decentralization the Communist government can allow, the potential 
“brain drain” from allowing scholars to travel abroad, and the methods 
used to teach students such as rote learning—methods not conducive to 
preparing decision makers for modernization (Hayhoe, 1992). Decentraliza- 

tion is creating a latent effect—elitism—with those who can afford private 
education receiving it (Kwong, 1997). Scholars studying and traveling 
abroad are bringing back new ideas, and preparing teachers and students 
for the competitive world market requires new knowledge and skills (Kelly 
and Liu, 1998). 

Equality of Educational Opportunity 

Who receives the best educations in China has been shaped by political 
processes, and these processes have differed over time depending on who 
was in power and the policies of that group. Sometimes family status mat- 
tered and sometimes political priorities mattered. Immediately following the 

Cultural Revolution, having a father with high-rank status was a significant 
positive, though all schooling was limited during this time. At other times 
family status was not significant or was of benefit to those in political favor. 

In the period from 1978 to 2004, China experienced increased educa- 

tional inequality between urban and rural areas, the eastern and western 
regions, and working and middle classes, with rapid economic growth and 
reform (Li, 2005a). The rise of private schools, for instance, has given access 
to those with money. The class status of a family has had a strong impact on 
individual educational attainment in China since the 1940s (Zhou, Moen, 
and Tuma, 1998; Li, 2005b). Those who are benefiting most from changes are 
urban residents from high-ranking cadres, professionals, and men (Zhou, 
Moen, and Tuma, 1998). 

Status and Structure of Education in China 

A typical day in a Chinese elementary school includes courses in Chinese, 
math, physical education, music, drawing, painting, and moral (political) 
education. Language study takes up to one-third of the day. The day starts 
with an exercise period, followed by four periods in the morning.-There is a 
two-hour break for lunch and rest, followed by three more periods. After 
school, which ends about 4:00 p.M., some students stay for special help. 
After school on Saturday morning there are organized activities such as 
sports (Hauser, 1990, pp. 44-45). Foreign language study begins in 3rd grade; 
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history, geography, and science begin in 4th through 6th grade. Classes 
range in size from 40 to 55 students. 

According to Chinese statistics, 38 percent of pre-primary children and 
99.27 percent of primary-age children (that is 107 million primary school 
students) attend 341,600 primary schools (Ministry of Education of PRC, 
2006). Seventy-four percent of secondary-age children attend school, and 
20-22 percent of college-aged students attend institutions of higher educa- 
tion (UNESCO, 2007). College students compete for scholarships to pay for 
their education. 

Chairman Mao said: 

Sweeping away illiteracy from 80 percent of the population is an 
important mission for New China. We must work energetically to 
realize this goal, so that workers and peasants can easily grasp sci- 
entific learning [and] become weapons for [class] struggle and 

[socialist] construction—complete and developed weapons for the 
people’s democratic dictatorship. (Stites and Semali, 1991, p. 73) 

His goal is close to being accomplished, with the 90 percent literacy rate 
among adults in China. 

Authority structures in Chinese schools are based on personal ties and 
networks and on loyalty to authority and the political system. Because the 
party leadership perceived weaknesses in education that could prevent 
modernization, structural changes are taking place in the educational sys- 
tem. These include the growing importance of local districts’ obtaining their 
own financial resources for schools, expansion of vocational and technical 

learning, and demands for new teaching techniques to improve creativity 

and independence (Delany and Paine, 1991). 

With economic development, the central government has increased the 

investment in basic education in western and middle rural areas from the 

beginning of the twenty-first century. From 2007, nine years of free compul- 

sory education has been implemented in rural schools in these areas of 

China. 
Recent changes in government policy concerning education muddle 

the picture. For instance, with the move toward individual rather than col- 

lective responsibility has come an emphasis on rural self-sufficiency, includ- 

ing local funding of rural schools. But many children have left school to 

participate in individual family money-making ventures. 

Higher Education in the PRC 

Chinese higher education dates back more than 3,000 years, before modern 

time it was dominated by Confucian ideas and served primarily to prepare 

government officials. China has long heid the belief that education and the 

economy are integrally linked. Hence, most changes have reflected this belief 
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and current thinking along these lines. Higher education is undergoing radi- 
cal change, with increased emphasis on science, applied research, foreign 

languages, the emergence of business schools, and restructuring of the man- 
agement of education in the form of a Western model of scientific manage- 

ment. How long these measures will last is uncertain in the rapidly changing 
environment of Chinese education. 

During the Cultural Revolution the Ministry of Education in China 
was dismantled; it was reestablished in 1975. Major changes began in 1976, 
with the separation of politics and higher-education decision making— 
putting education in the hands of academics, the Ministry, and local commit- 
tees. The Ministry controlled programs, curricula, and admissions. In May 
1985, a State Council Education Commission (which was subsequently 
renamed “The Ministry of Education” (Ministry of Education 2008) in the 
reform of state administration departments in 1998), replaced the Ministry to 
allow for closer regional control and to reflect the needs of regions. 

Universities have been under strict controls and intense political indoc- 
trination since the fall of the Maoist Gang of Four in 1976 (Sautman, 1991). 

Since the rebellious “counterrevolutionaries” protested at Tiananmen Square 
in 1989, students have been required to study ideology and be repoliticized 
(Robinson, 1991). First-year students at universities and colleges are required 
to take military training for ideological and political education. In the early 
1990s, the State Education Commission has made reform more possible. 

Reform of higher education has focused on two areas of concern: management 
and structure, and curriculum and instruction (Du, 1992). This focus involves 
increasing the credentials of faculty and expanding access to higher education. 

After “Decisions of Strengthening Educational Reform and Improving 
Quality Education Overall” and “Action Plan for Vitalizing Education for the 
21st Century” were issued by the State Council and Ministry of Education in 
1999, higher education in China has jumped into a period of expanding 
access and merging institutions. The access rate to higher education in 2005 
increased to 22 percent from less than 10 percent in 1998 (Ministry of 
Education of PRC, 2006), which indicates that higher education in China has 
been moving from elitism to popular mass education. Concurrently, empha- 
sis has been increasingly laid on access to and equity in higher education, 
addressing disparities between rural and urban areas, eastern and western 
regions, gender differences, and Han Chinese and ethnic minorities (Yang, 
2006). Market reform, financial decentralization, and economic globalization 
in recent years have greatly accentuated China’s social and regional inequali- 
ties (Postiglione, 2006). With the implementation of private education law in 
2003, private institutions are increasing opportunities for higher education 
as well. : 

Since 2005, the central government and scholars have started to review 
and reflect the impact of the following: industrialization and privatization of 
higher education; globalization and localization of universities; the relation- 
ship between academic power and administrative authority; academic ethics 
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and norms; and academic freedom and university autonomy (Fen, 2005; Luo, 
2007). In “The 11th Five-Year Plan for China’s Educational Development 
Outline” proposed by the Ministry of Education in 2007, improving the educa- 
tional quality of higher education has been given the highest priority (Ministry 
of Education of PRC, 2007). 

Emphasis on applied research has led to a professorate concerned with 

contract research more than pure research or teaching. Some have pointed out 
the danger of this shortcoming. Joint university projects with other countries, 
such as the United States, Canada, Japan, and Western Europe, are often initi- 

ated by the Chinese and generally involve mutual sharing and respect rather 
than control by the industrialized nations; yet there is concern that the “for- 
eigners” do not understand the culture with which they are interacting. 

Efforts to contain Western influence take the form of controlling 
exchanges, often available to scholars and students only after five years of 
work; repoliticalization programs; and limits on the type of research allowed. 
The government is trying to seek a balance between the need for scholars and 
Western knowledge, and the need for loyalty and indoctrination; one still sees 
patterns of patron-client relations, where political rulers offer prestige, privi- 
lege, and protection in return for support from scholars (“Forcing Beijing 
University Students,” 1991). It remains to be seen whether allowing intellec- 
tuals freedom to pursue their research is compatible with repressing inde- 
pendence and democracy. 

China has had a period of independence from the influence of other 
nations and is now interacting with others on its terms; however, much of 

Africa labors under a colonial legacy that has major implications for education. 

FORMAL EDUCATION IN COLONIAL AFRICA 

In the nineteenth and early twentieth centuries, Europeans conquered most 

of Africa. Ostensibly the purposes were ending the slave trade, spreading 

Christianity and civilization, and opening the area for trade. Hardly men- 

tioned were the expansion to new lands and the wealth of raw products that 

the colonial powers enjoyed. 

Early in the colonial period, missionaries set up schools to teach 

Christianity and Bible studies. Colonial governments also organized schools 

according to the mother country’s system of education. Their purpose was to 

teach the language of the colonizing power and develop a cadre of Africans 

to help fill lower posts in colonial administration, as well as to develop 

understanding and acceptance of European-style law and order. Many 

Europeans wanted to limit African education to technical, vocational, and 

agricultural skills, which would be helpful to Europeans in exploiting the 

resources of the countries. However, many Africans saw this type of training 

as an attempt to keep the country’s population in their places, and they 

sought the academic education of the Western elite. Some went abroad to 

receive training, often with European encouragement and support. 
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Those few Africans who moved up the colonial education ladder 
adopted European views and worked for the colonial administrations. They 

were often alienated from their own people and traditions, strangers in their 
own lands. With independence, some of these same European-educated 
Africans became postcolonial leaders; their proposals were often greeted 
with skepticism by the people. 

Whether the colonial power was French, British, or another European 

country makes a difference in the structure of education and access to 
schools today. Colonial countries brought their political, legal, and educa- 
tional systems with them, and the structures of those systems influence edu- 
cation in Africa today. The relationship of education to other institutions, 
what should happen in schools, the curriculum, who should teach, and who 
is responsible for educating the populous and making decisions have all 
been influenced by colonialism. 

In Sub-Saharan Africa, former French colonies tend to have centrally- 
planned institutions including education. Although schools started with 
lower enrollment levels overall, there has been more rapid expansion in 
recent years due to the trained professional leadership of schools and 
resources from economic development and growth that have gone into 
education. Former British colonies initially stimulated more local demand 
for schooling and a blend of European and African education, but the 
results have not always been successful at reaching more citizens with 
high-quality education. Most postcolonial countries today must make 
choices between rapid expansion of mass education with lower quality 
versus higher quality education for fewer citizens (Wedgwood, 2007; 
Garnier and Schafer, 2006). In addition, for many citizens who see little 
advantage from education in their daily lives, the “promise of schooling” is 
waning (Coe, 2005). 

In order to stimulate interest and create relevant systems of education, 
some countries are developing curricula that create and build on national 
culture and traditions through schooling. These programs involve teaching 
history, culture, and African beliefs and practices (Coe, 2005). States are even 
contracting with private groups to develop such programs. 

Although some sociologists of education argue that the world educa- 
tion system is developing similar patterns and curricula, there are many 
examples of former African colonies that are combining Western models 
with African traditions to meet local needs. Let us now turn to one example 
of an African education system—Ghana in West Africa. 

Education in Ghana 

“The Gold Coast,” hub of the slave trade and dotted with slave castles, or 
fortresses, along its coast, profited slave traders, entrepreneurs, and colonial 
powers. The Portuguese, the Dutch, the Danes, and then the British ruled the 
“Gold Coast,” as Ghana was called. It was a prize colony, rich in mineral 
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resources and later valued for its cocoa plantations. British rule began in 

1820; in the period of their rule from 1844 to 1957, the British developed 
trade relations with other countries. 

History of Education in Ghana 

When Ghana achieved independence in 1957, it was economically stable 
and its institutions were based on British models. Since independence, 
however, several different governments have ruled and been overthrown. 

In 1961-1966 there was a period of rapid expansion of education at all 
levels in Ghana. After 1966, however, enrollment in public primary 
schools in many parts of the country declined steadily (McWilliam and 
Kwamena-Poh, 1975, p. 116). 

The early rapid growth was curtailed when a military government 
took over in 1966. The government ordered a study of the education system, 
which resulted in the following recommendations: “reorganizing and 
adopting new approaches to teacher training; creating new places at sec- 

ondary Form I level and strengthening the secondary base in advance of 
university expansion; and considering the country’s needs in the develop- 
ment of technical education” (McWilliam and Kwamena-Pch, 1975, p. 117). 

Despite the studies and recommendations, however, for many years follow- 
ing 1966 there was little change in the educational system. Political instabil- 
ity led to coups in 1979 and 1981, probably related to mistrust of the 

government by the people, the rich—poor division in the population, lack of 

opportunity, or the government’s lack of movement in the area of educa- 

tion. Enrollments peaked at 66.8 percent in 1965 for children from 6 to 11 

years of age, followed by a drop of almost 14 percent for this age group ina 

seven-year period to 1972. 
In 1974 the government designed an experimental structure for educa- 

tion for a few, but 90 percent of students still followed the old system. By 

1983 the primary school enrollment during the first six years of school had 

risen to 79 percent (89 percent of boys, 70 percent of girls), middle schools 

enrolled 38 percent of the school-age children (48 percent of boys, 28 percent 

of girls). Elections in both 1992 and 1996 resulted in Jerry Rawlings being 

selected, providing for a period of stability in a country that has seen its 

share of political instability. In 2000, 75 percent of primary school students 

and 50 percent of secondary school students were enrolled in school (Bridges 

to the Future Initiative: Ghana, 2000), and the numbers continue to increase 

slowly. Approximately equal numbers of boys and girls were enrolled in pri- 

mary school in 2000, but boys continue further in school. Girls report prob- 

lems such as bullying, rape, and other violence, factors in their leaving 

school (Feldman-Jacobs, 2006). Ghana is somewhat ahead of other countries 

in West and Central Africa where the average of 61.4 percent of students are 

in primary school, with 67.9 percent males and 54.6 percent females 

(Huebler, 2005). 
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The literacy rate in Ghana was 57.2 percent in 2005 (World Development 
Indicators Database, 2005); that compares with 53.3 percent in the least devel- 
oped countries, many of which are in Sub-Saharan Africa (UN Development 
Programme Report, 2005). With overwhelming problems of poverty and 
hunger in much of Africa, increasing the literacy rate has a low priority com- 

pared with feeding the population. At the same time, developing countries 
cannot compete with developed countries if their populations are illiterate. 
Most developing countries have had literacy as part of their educational goals 
with the hope that a literate population will translate into reduced poverty. 
However, this has not materialized in all countries. For example, in Tanzania 

the result is that mass access to education reduced quality of education and 
confidence of the citizens in the value of education, resulting in little reduc- 

tion in poverty from education (Wedgwood, 2006). 

Forms of Education 

Education existed in Ghana and other African nations long before modern 
boundaries and European systems were introduced. It is important to distin- 
guish, therefore, between traditional and formal education in many African 
countries. 

There were systems of education in Africa before the colonial 
period; for every community must have a way of passing on to 
the young its accumulated knowledge to enable them to play 
adult roles and so ensure the survival of their offspring, and the 
continuity of the community. 

In African communities, the older generation passed on to 
the young the knowledge, the skills, the mode of behaviour and 
the beliefs they should have for playing their social roles in 
adult life. 

The young were taught how to cope with their environ- 
ments; how to farm, or hunt, or fish, or prepare food, or build a 
house, or run a home. They were taught the language and man- 
ners, and generally the culture of the community. The methods 
were informal, the young learnt by participating in activities 
alongside their elders. They learnt by listening, by watching, by 
doing. In many practical ways they learnt how to live as members 
of their community. (Busia, 1964, p. 5) 

Many educators are asking how traditional systems can be used as a 
base for meeting the educational needs of modernizing countries. Options 
range from continuing French, English, or other colonial models, to develop- 
ing completely new indigenous types of education. Formal schooling is still 
primarily for the urban elite. The question becomes this: What kind of edu- 
cation should be offered in rural peasant communities? 
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One curriculum issue has to do with the language used for teaching. If 
the former colonial power’s language is used, some feel that it imposes “lin- 
guistic imperialism on the country”; but if a native tongue is used, one group 
might gain dominance over another. Therefore, several countries are pro- 
moting learning for each group in its mother tongue to preserve cultural 
diversity and avoid conflicts. 

In many Third World countries, such as those in West Africa, interna- 

tional funding agencies have attempted to direct the development of educa- 
tion. However well-intentioned the efforts, these too may cause problems 
because the policies tend to emphasize agency goals and political agendas 
rather than country needs. One example is the World Bank. In the process of 
carrying out research on development and providing development funding, 
the development expertise and experience of the organization “manages the 
creation of knowledge and, in doing so, sets the standards for what has come 

to be called knowledge production.” Some courses of action become 
favored, others dismissed though they may have merit for the citizens of a 
country (Samoff, 1993, p. 181). 

Nonformal Education in Africa 

In a remote village in Niger, Africa, with little access to schools, villagers, 

mostly the women, are organized to bring in experts from aid organizations 
to teach them skills and knowledge useful to their daily lives; many will 
never become literate, but they will gain by learning what they need to 

improve their lives. Such projects fall into the category of “nonformal” edu- 

cation and “basic” education. “The shape of nonformal education programs 

varies according to the setting and the needs of the populations they serve” 

(Cavanagh, 2002, p. 10). Sometimes nonformal education projects involve a 

teacher or the most educated member of the community leading community 

members in learning reading or math, perhaps in someone’s home. They 

may involve training in agriculture, health care, or vocational training. The 

advantages are reaching remote areas, low cost, and flexibility (Cavanagh, 

2002). Around the world, researchers report on educational projects, often 

funded by foundations or nongovernmental organizations. Nonformal edu- 

cation is distinguished from “formal school” by the following factors: 

1. [Formal] schooling is just a part of education. 

2. Education cannot be conceived of as taking place at certain ages, 

stages, times and places. It is always unfinished business. 

3. Educational opportunities, formal and nonformal, must relate to each 

other both horizontally (e.g., school, home, mosque, media, work expe- 

rience) and vertically throughout the different stages of a learner’s life. 

4. There are many paths to learning, no one path being better or worse 

than another, only more efficient or more appropriate. 

5. Methods, materials, and delivery systems must also vary to suit pur- 

poses and means available (Hawes, 1979, p. 163). 
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“Nonformal” and “basic” education seem to work together. Neither 
puts age or time strictures on education; both provide many varied paths to 
education, individual attainment of goals, and lifelong learning; and both 

involve various agencies—family, school, community. Subjects range from 
functional literacy to knowledge of processes, such as health and sanitation; 
crops and animals; and household skills, including caring for the sick, mak- 

ing clothes, and civic knowledge. An attempt at nonformal, grassroots edu- 
cation is seen in the Community Development experiment, which has been 
tried in several communities. Informal courses or training in preventive 

medicine, health, nutrition, cooking, sewing, and other skills are made avail- 

able to any person in the villages (Clemons and Vogt, 2004). Other programs 
have been developed to preserve African ways but teach Western skills. 

This question remains: Will “basic” or “nonformal” education and 
mother-tongue teaching meet the needs of individuals and countries, or will 
their implementation perpetuate the rich—poor dichotomy without signifi- 
cantly raising the developing countries from the poverty level? For many 
countries, the question is how to maximize development and still preserve 
national cultures and traditions. 

Structure of the Ghanaian Educational System 

Children in Ghana enter school at age six. Some go on to secondary school at 
age 12, which lasts five years. The stated goal is compulsory education for 
ten years, but Ghana has a long way to go to achieve that level of schooling. 
Modeled after the British system, today Ghana “has 12,130 primary schools, 
5,450 junior secondary schools, 503 senior secondary schools, 21 training col- 
leges, 18 technical institutions, . . . and five universities . . . school enroll- 
ment totals almost two million” (GhanaHomePage, 2007). 

The subjects taught in secondary schools generally follow the British 
model: language, mathematics, general science, social studies, religious edu- 
cation, and physical education. The exception is “cultural and practical 
activities,” which focus on African heritage and necessary skills for daily life. 
Examinations also follow the British model. Institutions for higher education 
include universities, technical and craft institutes, polytechnics, and voca- 
tional school. Vocational training is also provided in some communities out- 
side the formal school setting. 

Equality of Opportunity in Ghanaian Education 

Sons and daughters of the urban elite have a disproportionate share of 
places in education as one progresses upward through the system includ- 
ing the opportunity to become teachers. However, there is an economic 
motivation to provide basic education for all children—to be competitive 
in the world and achieve social equality. Education has been free and 
even compulsory for six years since 1961, but many children do not have 
access to schools. 
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Families in Ghana, as in other countries, make educational choices for 

their children based on a number of factors. These factors include cost to the 
family, school quality, travel time, and anticipated return on cost. Of those 
children who enroll in school at the appropriate age and stay in school, those 
with higher ability do have more opportunity to attend good schools and 
move ahead (Glewwe, 1994). 

Differences in opportunity for education between the elite and the 

masses, however, persist in most African countries. In Ghana, these differ- 

ences are to some extent regional. For instance, in northern Ghana many 

of the people have never been to school. One final point on the topic of 
equality: Ability to speak the English language has become a potent force 
of “academic colonialism,” separating the educated elite from the rural 

illiterate. 
Although each African system is unique, some general observations 

apply to many postcolonial countries. Education was seen as a high prior- 
ity following independence from colonial control, for it was thought that 
through education countries could become truly independent of foreign 
domination and provide the indigenous leadership needed for technolog- 
ical development, industrialization, business, and politics in the long 

push toward modernization. The educated elite of these countries could 
afford to send their children abroad, where they often pursued presti- 

gious fields such as engineering or law (but also Greek and Latin, less 

directly useful in modernizing a country). Returning students brought 

with them not only their expertise but also foreign ideologies and models 

for curricula. However, the development of technical and agricultural 

skills, emphasis on preventive medicine within the context of traditional 

tribal medicine, and integration of new knowledge with existing values 

and traditions may be more relevant to the needs of the nations than 

European models of education. 

Higher Education in Postcolonial Africa 

Africa has many fine universities, some of the oldest in the world. Today’s 

universities offer a combination of “Western” models and subjects along with 

traditional and indigenous subjects. For instance, Ghana has two diploma- 

awarding institutions and five universities serving a population of 17 million, 

plus training colleges and technical institutions (GhanaHomePage, 2007). The 

University of Ghana at Accra offers some excellent programs in traditional 

African arts, music, dance, and oral traditions in literature, as well as courses 

of study patterned after European models. 

Another West African country, Nigeria, has 45 universities, of which 

25 are federal, 16 state, and 4 private. Including other higher education insti- 

tutions, nearly 1 million students are enrolled (Jibril, 2004). Nigeria’s plan 

has been to improve the technological base of the country by providing an 

appropriate mix of students, with 60 percent in sciences and 40 percent in 
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arts, but the reality is that they have not reached these figures. Some univer- 
sities are centers of political activity, spearheading pro-democracy drives 
that sometimes result in violence (Morna, 1990, pp. A1, 40). 

The changing demands of the market place, the global political econ- 
omy and globalization, corporate demands for highly educated workers, 
shift to information and knowledge production and service economies, and 
increased mobility and instant transmission of information—all these world 
trends affecting African education—have resulted in demand for highly 
skilled labor. Several problems in African countries have also affected educa- 
tional development: civil wars, autocratic rulers, corruption, lack on infra- 

structure and export of raw products, disease and pandemics such as 
HIV/AIDS, and colonial histories that have created conflicts between tradi- 

tional cultural groups. Universities are attempting to keep up with new 
demands and repositioning themselves to provide educations to make stu- 
dents competitive in the world. 

A problem for many universities is that reduced national funding coin- 
cides with more student demand. In a report on higher education in Sub- 
Saharan Africa, the experts reviewing the situation found rapidly growing 
enrollments and demand for higher education, poor revenue and expendi- 
ture patterns, declining quality, and insufficient relevance to needs of the 
countries being served; the results were systems severely strained (Samoff 
and Carrol, 2003). 

Meanwhile, a high percentage of university graduates in Africa are dis- 
illusioned because they cannot find jobs in African economies (Sawyer, 
2003). Some members of the African elite rejected their own countries’ tradi- 
tional values, cultural uniqueness, and tribal ties in favor of Western models. 
Others became dissatisfied and alienated because they were overeducated 
for the available jobs. There is high prestige in being a lawyer or an engineer, 
but a developing country can absorb only a limited number of them. It might 
be better able to use schoolteachers and agricultural technicians. 

In the future, African leaders searching for ways to improve standards 
of living will be looking at new models of education. Although political and 
economic factors may prevent rapid changes in educational systems, there is 
greater awareness of the problems, and alternative educational models are 
becoming more prevalent. 

The three systems discussed in this chapter—Britain, China, and Ghana 
and other former colonial African countries—fit into three quadrants of the 
Williamson’s political-economic model discussed in Chapter 11. Whether we 
divide the countries of the world into these political-economic quadrants, or 
core and periphery countries, or Global North or South, or rich and poor, or 
postindustrial and agricultural, or developed and developing, the fact remains 
that children are receiving very different educations and are prepared for very 
different lives. Most children around the world receive some formal educa- 
tion, but the amount and circumstances vary greatly depending on the coun- 
try’s culture and place in the world political-economic system. 
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Summary 

All countries provide some form of education to their citizens. These 
forms differ depending on the level of development and other issues fac- 
ing government. 

I. Education in Britain 

Education in Britain originated to prepare the elite to lead. With the need for 
skilled workers, education filtered to the masses, first as training for trades, 

and eventually as primary and secondary schooling for everyone. Though 
elite “public schools” still prepare a select group of students, opportunities 
for most young people have increased greatly at all levels of education. 

II. Education in the People’s Republic of China 

Beginning with the Confucious philosophy, education has always been val- 
ued in the PRC. During the Cultural Revolution in 1949, the educational sys- 

tem was in shambles. By the 1970s, education was under firm government 
control and had spread throughout the country. One recent change has been 
in the number of private schools that have been created to fill a demand for 
education, especially higher education. Today China claims 82 percent liter- 
acy in its vast territories and is increasingly establishing educational links 
with other countries. 

III. Formal Education in Colonial Africa 

Formal education in colonial Africa was established and controlled by 

European colonists. With independence, African countries have had to strug- 

gle with what type of education is best for their varied cultures. In some cases 

the new hybrid educational systems are combinations of European and 

indigenous systems. Ghana is a case in point. The discussion traces issues and 

problems faced by Ghana in establishing a modern educational system that 

meets both internal needs and prepares Ghanaians for the future. 

Deen TE 

Putting Sociology to Work 

1. Interview someone from another country about their educational system: its his- 

tory, access and equity, funding, curriculum, and preparation of the population 

for the twenty-first century. 

2. In this chapter you have read about the experience of Ghana as a former colonial 

country. Read about another former colonial country and compare the differences. 

3. Some countries have centralized control of education (China). Others allow more 

local control of schools (United States and Britain). What are the advantages and 

disadvantages of each? 

4. Chapter 12 does not provide an example of a country falling into the fourth 

quadrant—socialist and developed. Research the educational system in a country 

in this quadrant. 



CHAPTER 13 

Educational 
Movements 
and Reform 

/ hich school is more effective: a traditional school, with stress on 
basic skills and discipline; or an alternative “open” school, with 
freedom of movement, less structural rigidity, and greater stu- 

dent participation in decision making? In which school would you learn 
the most: one with group instruction and students progressing through 
the same material at the same rate, or one with individual instruction and 
students progressing at their individual rates? These kinds of questions 
underlie this chapter on educational movements and reform. Although we 
do not have definitive answers to the many questions on educational 
reform being debated by policy makers, we can outline some major histor- 
ical movements that set the stage for modern reform movements. The 
change process we leave to you, the reader and future educator; we ask 
that you consider carefully the many variables that enter into policy mak- 
ing, and hope that insights from this and other writing on education will 
aid you in your decision-making process. 

Every generation struggles with how to provide the best education to 
meet the needs of children and society. In recent years, numerous commis- 
sions, task forces, and individuals have produced documents lamenting the 
condition of education in the United States and arguing the need for reform. 
States have followed suit with hundreds of reports and proposals for reform, 
many of which have been implemented. One notable area is accountability; 
in 2005, 34 states required prospective teachers to pass a test before entering 
the classroom, and others require students to pass achievement tests at vari- 
ous levels before they can move to the next level or be graduated. As you 
read, consider how the major educational movements discussed have 
affected your own educational experience. 

420 
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Educational movements are more common in countries that lack cen- 
tralization of decision making in the educational system because influencing 
education at the local level is easier. Each school district has ultimate juris- 

diction over its own educational decision making—a factor that encourages 
many points of view on education. Unlike most countries, our federal consti- 
tution does not mention education, leaving it to state-level control. 

At the time our constitution was created, education was a minor matter 

handled primarily by religious groups. Hliteracy was common and not 
understood to be a matter of public concern. States were largely unwilling to 

raise taxes to support the creation of public schools until the mid- to late 
nineteenth century when the common school movement gained momentum. 

Individual communities could decide to tax themselves for the support of 
schools, and those who did took pride in the local control of their schools. In 
most communities, local residents elect members of a board of education 

who decide educational policy and hire professional educational administra- 
tors to manage the schools on a day-to-day basis. These school superintend- 
ents, principals, and others serve at the pleasure of the boards and are thus 

cautious about introducing policies that don’t have widespread community 
support. At the same time, this tradition of local control assures that the 

schools are open to the influence of community forces. Countries with more 
centralized educational decision making and more homogeneous popula- 
tions have less diversity in educational programs and fewer popular move- 

ments for change. 
In recent years, demands for accountability and court cases on desegre- 

gation, censorship, separation of church and state, and financing have led 

U.S. state legislatures and boards of education to play a greater role in edu- 

cational decisions that affect the local level. Societal attitudes swing like a 

pendulum, from right to left and back again (see Figure 13.1). Education is 

but one of the institutions in society, and the educational pendulum reflects 

broad societal trends, movements, and attitudes as we shall find in our dis- 

cussion of movements. 
Theoretical approaches also enter into an understanding of movements. 

Some conflict theorists argue that attempts by conservatives and minority 

groups to stress basics will only widen the gap in the opportunity structure. 

The educational pendulum 

Conservative Liberal 

trends ene ae trends 

FIGURE 13.1 The pendulum of societal attitudes. 
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The argument is this: The more basic subjects, rigidity, and discipline the 
schools stress, the more compliant will be the future laborers. This in turn per- 

petuates or reproduces the unequal class structure by creating a well-trained 
compliant workforce—exactly what those in power need to perpetuate the class 
differences. These conflict theorists argue that only a restructuring of the obso- 
lete educational and economic systems can lead to expansion of the opportunity 
ladder. If one accepts this theory, it seems ironic that many persons in those 
very groups that would be most hurt by stress on basics and discipline— 
minorities—are among those pushing for changes in these directions. 

The role of schools in preparing young people for the workplace has 
been in the forefront of educational reform movements, and there is a corre- 

spondence between schools and workplaces. However, conflict theorists are 
concerned that schools controlled by the state also produce the workers for 
the capitalistic system. Strong democratic social movements for equal oppor- 
tunity in schools and society can help counter what conflict theorists see as 
reproduction of the social class system (Carnoy and Levin, 1986). 

The view of functionalist theorists is very different. They believe that 
more stress on basics, discipline, and accountability will help people achieve 
a niche in the competitive economic system of society. Education in the basics 
provides individuals opportunity, even though it is unlikely to create a fun- 
damental change in the stratification system of society. 

THE NATURE OF EDUCATIONAL MOVEMENTS 

Systems change because of constant internal and external pressures from 
many sources. Figure 13.2 notes some sources of change in educational sys- 
tems. You can undoubtedly think of more. 

When change is brought about in one system or subsystem of society, 
such as education or politics, it will affect other systems. Social movements 
are one major indication of the direction in which a society is moving and of 
the constant pressure for change on parts of the system. 

The concept of social movement has been used to refer to numerous 
collective efforts for change—women’s rights movement, civil rights 
movement, prohibition movement, antiwar movement, right-to-life move- 
ment. Movements arise because large groups of people are dissatisfied 
with existing conditions. Adherents focus on a general guiding ideology or 
philosophy, a strong idealism and dedication to this ideology, and some 
form of action. 

There has never been a time when all members of a society were con- 
tent with the society or its educational system. The supporters of a move- 
ment are generally attempting to bring about or resist some change in 
society; their motives for involvement in a movement vary from idealism to 
the personal satisfaction of belonging to a group of believers and having a 
“cause.” Problems in society may first come to light because of a growing 
social movement. If a movement “catches on” and attracts large numbers of 
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Students: Fads in clothing, music, interests. Peer 

pressures defining acceptable and desirable 
activities. Changing student populations 
requiring new approaches and materials. 

Teachers: Young teachers with new techniques and ideas. 
INPUTS —+} Teacher conferences and staff training. OUTPUTS 

Teachers’ unions and professional groups. 

Administrators: Desire to implement new programs, 

curricula, policies. Desire to translate 
environmental demands into school 

changes and programs. 

Students ENVIRONMENT 
Parent Employer 
Feedback Parents: Have concerns with basic skills, discipline, needs 

desegregation; have power to withdraw cnildren, 
vote on tax levies. 

Politicians: Can pass legislation; evaluate “mood” of 

voters; have power over finances. 

Book Publishers: Can determine what is available for 

classroom use. 

FEEDBACK LOOP ~— 

FIGURE 13.2 Sources of change in the school system. 

adherents, it is likely to have a direct impact on the existing system. It often 
starts out as a small fringe group bucking the general trends; with the devel- 
opment of leadership and a communication network such as a newsletter 
and website, and with the attention of the media, more people are attracted 

to the movement. Eventually, ideas from the movement may be adopted 

by schools or other institutions and become “institutionalized,” that is, 

accepted as integral parts of society. Some social movements attract few fol- 

lowers and eventually die. These are often groups pushing for ideas that are 

not easily integrated into the existing system. Any large social movement is 

likely to include splinter groups or smaller groups of reformers or radicals 

supporting specific, related ideologies and causing internal dissent as move- 

ment supporters quarrel over means and ends. 

Movements may be organized, or they may be unstructured and with- 

out clear leadership, as in the case of the counterculture movement from 

which free schools were spawned. However, individuals or books present- 

ing common threads or ideologies, such as the desire for individuality and 

freedom, hold movements together. Leaders who have written influential 

books that generate and espouse the movements’ philosophy and ideologi- 

cal bases provide common focal points. 

Several typologies of movements have been constructed. The following 

is a summary of types of social movements most relevant to our discussion: 

1. Reform movements believe that certain reforms are necessary, usually in 

specific areas of society such as education. 

2. Regressive movements aim to “put the clock back,” reverse current 
2 

trends, and return to a former state of affairs. 
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3. Revolutionary movements are deeply dissatisfied with the existing order 

and seek to reorganize society, including education. 
4. Utopian movements include loosely constructed collectivities arguing for 

radical change such as the 1960s counterculture movement. 

From the counterculture movement of the 1960s emerged the free school 
movement. This movement developed as a reaction to structured, authoritarian 

schools and led to the development of schools with freedom of choice and little 
structure (Swidler, 1979). Initially, this was a fairly isolated, utopian movement. 
As more people learned about its philosophy of education, several things 
happened (see Figure 13.3): (1) Some were attracted and joined. (2) Others 

were intrigued, but rather than join the movement and give up their positions 
in the society or educational system, they adopted a middle ground or compro- 
mise position; they accepted some ideas that could be adapted to fit within the 
existing system without major structural change. These people acted as change 
agents in what now took on reform movement elements. (3) The educational 

system faced pressures from the educational movements without, and from 
persons within who wished to adopt the movements’ ideas. 

Demands for change range from “throw the whole system out and start 
over” to “there is always room for reform within the existing framework.” Most 
educational policy makers take a cautious middle ground when it comes to 
changes because gradual change makes planning and adaptation possible with- 
out much disruption to the existing system. However, this approach appears 
unresponsive to some who want major structural and ideologic change. 

Caution must be exercised in using the label “movement” when refer- 
ring to very specific or short-term changes. For example, many technological 
“fads” such as language laboratories and computers, and programmed texts 
brought about significant structural change, but they would probably not be 
considered movements. They might be subsumed under a larger “move- 
ment” such as “classroom technologies.” 

The purposes of the remainder of this chapter are twofold: to stress 
the impact of educational movements on school systems, and to discuss 
some major educational movements that have influenced education in the 
United States and other countries. Because the ideology behind education 

C 

Society 

Existing 
institutions 

Points of 

overlap and 
intermediaries 

(change agents) New ideas 

entering system 

from movement 

FIGURE 13.3 Educational movements can bring about change in systems. 
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helps determine its structure, functioning, and change in the system, an 
understanding of these major movements is important. 

Applying Sociology to Education: What are some specific examples of 
sources of change in the schools in your district? 

EARLY EDUCATIONAL MOVEMENTS 

Influences on Western systems of education have come from around the 
world. Education has always been a part of a society’s way of acculturating 
its young, of teaching a child to become a member of a society. Education is 
found in several forms: non-formal, informal, and formal. It is non-formal 

when a child learns the ways of his or her culture by being a member 
immersed and participating in that society; it is informal in that a child may 
be taught through out-of-school activities such as the girl scouts or youth 

soccer teams; it is formal when a teacher provides instruction about certain 
aspects of his or her culture in a specific place, such as a school. 

Early European Education: Purpose and Function for Society 

In ancient Greece and Rome, privileged boys (seldom girls) were educated by 
wandering teachers called Sophists who taught youngsters the skills needed 
to develop their reasoning power and rhetoric; that is, the art of persuasion. 
This “formal” education met the needs of the society and times. Philosophers 
and great teachers such as Socrates, his student Plato, and Aristotle are still 

studied for their concepts of the educated person, freedom of thought, and 

rational inquiry. 
After the fall of the Roman Empire and the decline of the ancient, clas- 

sical civilization, formal education was found in only a few places, such as 

religious institutions. Many towns in Europe had monastic schools that con- 

ducted elementary education, but at the secondary level, only monasteries 

offered any kind of educational opportunities. Societies at this time did not 

rely on a formally educated class to perform necessary functions. Education 

of a formal type, however, could be found at the castles of great lords where 

young knights were trained in the skills of military tactics and the code of 

chivalry. Also, merchant and craft guilds maintained means of instructing 

apprentices for trade. Universities evolved during the Middle Ages. 

One influence from the education of the Middle Ages on today’s educa- 

tional movements is the concept of human depravity. Because lust was consid- 

ered a sin, all children were conceived in sin and, thus, were born depraved. 

Early religious leaders, such as St. Augustine, and later John Calvin and 

Martin Luther, stressed that corruptive weakness could be corrected by 

a strong teacher who used authoritarian methods. Similarly, in the early 

colonies of New England “Old Deluder Satan Acts” were the first compulsory 
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education laws legislated requiring the reading of the Bible to save children 
from the temptation of straying from the faith. Many today still advocate the 
use of authoritarian methods and religious training in the classroom. 

During the Renaissance in Europe the concept of the well-rounded and 
liberally educated person was developed. There was great interest in the 
humanistic aspects of Greek and Latin classics. In contrast to the sectarian 
education of the Reformation, with its God-centered worldview, the secular 

education of the Renaissance focused on the earthly experience of human 
beings. These views continue to influence curriculum movements, especially 
in higher education, which in the United States focuses on developing well- 
rounded students. 

Another period of European history that had an effect on American 
education was the Enlightenment of the eighteenth century. It was believed 
that people could improve their lives by reason, by using their minds to 
solve problems; education would enable society to progress toward a new 
and better world, and schools were believed to be instruments for cultivat- 

ing the reasoning powers of youth. 

Educational Movements in the United States 

THE PUBLIC SCHOOL MOVEMENT. Until the early nineteenth century, many 
children in the United States attended only primary schools if they attended 
school at all. Schools at the secondary level were for the elite children, who 
were sent there to prepare for university, which would lead to occupations in 
the church or in commerce. This pattern perpetuated an elite and commer- 
cial class. However, demands for more access to education and other con- 
cerns led to movements for increased opportunity for schooling: 

1. With the industrialization of the northeastern United States, many people 
were concerned about the well-being of children; school provided one 
alternative to working long hours in the factories. 

2. Industrialists sought ways to educate and urbanize those coming to 
towns from rural areas to make them reliable, compliant workers. 

3. Many wanted to Americanize and assimilate immigrants. 

The school appeared to be the institution that could solve these problems. 
Horace Mann, a member of the Massachusetts legislature during the late 

1820s and 1830s, was the most forceful advocate and leader of the public school 
movement. It was Mann who pushed for the establishment of schools for all 
children free of charge, without religious teaching, and financed through pub- 
lic taxation. He said, “Let the home and the church teach faith and values, 
and the school teach facts” (Blanchard, 1971, p. 88). He also advocated locally 
elected boards of education to remove control of the schools from conservative 
church ministers and schoolmasters. Local districts were supervised by and 
under the influence of a centralized bureaucracy—the state board of education. 
Mann himself was appointed head of this agency in Massachusetts. 
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Another innovation of Horace Mann’s was the professionalization of 
teachers: Teacher training colleges, or “normal schools,” were established; 
higher salaries were paid to attract better-qualified teachers; and scientific 
methods were used for the evaluation of teachers. This reform movement 
came at a time when societal needs favored development of mass education. 
Following Massachusetts’s lead, people in other states pressed for laws estab- 
lishing universal, free, primary education. This movement also extended to 
secondary education, but it was not until after the Civil War, with the need for 
a highly educated labor force, that the cry of “more education for more peo- 
ple” really made an impact. As new schools were opened, new teachers were 
needed. Previously a predominantly male occupation, during the latter half 
of the nineteenth century, teaching, especially in elementary grades, became 

an increasingly feminized occupation (Rury, 1989). An important element of 
this shift was the lower cost of employing a woman. This change had implica- 
tions for the pedagogy of the time. As Finkelstein (1989) shows, from “spare 
the rod and spoil the child” to more benign techniques characterized the 
actions of teachers as instruction became more important than discipline and 
character development during the nineteenth century. 

Yet it is hard to underestimate the importance of religion in the early 
development and expansion of schooling in the U.S., especially in the North 
and West. According to Meyer, Tyack, Nagel and Gordon (1979), urbanization 
and industrialization during the 19th century were not prerequisites to the 
creation of schools. Rather a combination of evangelical Protestantism and 
the outlook of small entrepreneurs produced an ideology of nation-building 
through education that was also very important. The expansion of secondary 

education was rapid and widespread, with enrollments doubling every ten 

years from about 1880 to 1940 (Hammack, 2004). This expansion produced a 

major debate over the purpose of high schools. Traditionalists asserted that 

the curriculum should mirror, as it historically had, the coliege curriculum— 

which was largely fixed on the liberal arts and science (electives and majors 

were uncommon until after 1890). Reformers believed that the high school 

curriculum should offer opportunities to students who were not intending to 

prepare for college and they promoted occupationally relevant subjects 

(Hammack, 2004). By the 1920s reformers had won the day and the compre- 

hensive high school became the dominant model—with several curricular 

routes (tracks) for all of a community’s children: college preparatory, voca- 

tional preparation, and general education, all leading to high school diploma. 

Earning this diploma became the expectation for all youth by the late 1940s, 

when initial concern for “drop outs” developed (Dorn, 1996). 

THE PROGRESSIVE EDUCATION MOVEMENT. The movement for public educa- 

tion during the first half of the nineteenth century paralleled the wider social 

trend to integrate newcomers into an increasingly urban and industrial society. 

Similarly, the progressive education movement extending into the 1920s and 

1930s paralleled the political progressive movement of the 1890s. Led by the 
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philosopher John Dewey and several of his students and associates, usually 
women, including Elizabeth Irwin, Lucy Sprague Mitchell, Caroline Pratt, 

Helen Parkhurst, and others, the movement was exemplified by New York 

private schools such as The Little Red School House, City and Country School, 
and the Dalton School. These famous schools influenced public and private 
educators across the country (Sadovnik and Semel, 2002). The title of Irwin’s 

early book (co-authored with Lewis Marks), Fitting the School to the Child (1924), 

points to the child-centered orientation progressivism brought to schooling, a 
big contrast with the perspective described by Finkelstein in teacher narratives 
during the middle and late nineteenth century (also see Davies, 2002). 

Recent controversies have surfaced over an offshoot of progressive educa- 
tion philosophy—“life skills.” Courses in sex and drug education, marriage, 

parenting, death and dying, values clarification, money management, con- 
sumer knowledge, driver education, house buying, insurance, and other practi- 

cal skills are seen by some as essential skills for students to have before leaving 
high school. Others believe that schools should concentrate on basic skills and 
that life skills should be taught at home, an offshoot of debates over what 
should be included in the high school curriculum and who should decide this. 

THE ESSENTIALS. Theodore Brameld (1977, pp. 118-120), who has written 
extensively on the various movements in American education, used the term 
essentialist to describe those involved in a 1950s movement opposing pro- 
gressive education. Essentialists were particularly vexed about an offshoot 
of progressive education called the life adjustment movement, which they 
believed reduced education to teaching survival skills such as home eco- 
nomics, driver education, and hygiene—ignoring the intellectual mission of 
schooling to teach disciplines. 

Conflicts over curriculum content continued. Essentialist critics, such as 
Arthur Bestor and Robert Maynard Hutchins, decried the “intellectual flabbi- 
ness and soft-headedness” of school curricula. Navy Admiral Hyman 
Rickover complained that he could not find enough scientists and technicians 
to build and run the Navy’s nuclear submarines; and many church leaders 
and their followers deplored the teaching of cultural relativism and the ignor- 
ing of the eternal truths. Politically, the decade of the 1950s was a time of fear; 
Joseph McCarthy stressed the communist threat, with communists lurking in 
the teachers’ lounges and superintendents’ offices of the nation’s schools. 
Some saw progressive education as a movement that would weaken educa- 
tional institutions and were thus opposed to it as a threat to the nation. 
Echoes of these criticism can be heard more recently in calls to improve 
educational attainment by concentrating on basic skills, a tendency strongly 
supported by the NCLB legislation. Its focus on tests is seen as strongly nar- 
rowing the curriculum in both elementary and high schools. 

HUMANISTIC EDUCATION. American education in the twentieth century fol- 
lows the pendulum-swing theory, from rigor to relevance. Progressivism 
was in many ways a reaction to the crimping, stultifying schools of Victorian 
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authoritarianism; essentialism was a reaction against progressivism; and the 
humanistic education movement of the 1960s and 1970s was a reaction to the 
authoritarianism that had never been given up by the schools. It was a redis- 
covery of the teachings of the child-centered progressives. 

Leaders of the humanistic movement said that schools should eliminate 
coercive rules and regulations. More opportunities should be created for 
students to participate in shaping educational goals, especially at the second- 
ary level. This movement was greatly influenced by the client-centered thera- 
pies of such psychologists as Carl Rogers and Abraham Maslow. In practice, 
educators such as Sidney Simon (Values Clarification) and Lawrence Kohlberg 
(Stages of Moral Development) presented teachers with a variety of techniques to 
clarify the values and develop the moral base of their students. Charles 
Silberman’s Crisis in the Classroom (1970) was a keynote book on humanistic 

education. His analysis of American education described the schools as overly 
formal, devitalized, and often inhumane. He looked at the informal classroom 

of the English primary school as a model for reform. A number of teacher 
training colleges, most notably the University of North Dakota, adopted the 
practices of English primary schools and provided learning experiences 
whereby prospective teachers were trained to sense their pupils’ needs and 
interests and to follow these in the classroom. Humanistic educators insisted 
that greater attention should be placed on developing the “affective domain,” 
or emotions and feelings, of a child, not just the “cognitive domain,” or intel- 

lect. Emotions, intellect, and psychomotor skills all needed attention. 

From the humanistic education movement came interest in an area of 
“preparation for life” called moral education, also known by such terms as moral 
development, civic education, citizen/moral education, moral sensibility, moral reason- 

ing, and values clarification. Moral education does not “teach” morals; rather, 

through the use of classroom exercises, it helps children deal with ethical 

issues that affect them and the world in which they live, and that will be 

involved in their decision-making processes (Simon, 1972). 

The whole idea of values clarification is not to instill or introduce any 

particular values, new or old, but to help students discover those they 

already have. Moreover, the theory stresses that “exercising” one’s values 

via such paper-and-pencil exercises will help students hold on more firmly 

to their values (Etzioni, 1977). 

Critics of humanistic education argue that we should be more directive 

and absolute, not morally neutral, in teaching values. They also question 

whether teachers can and should remain neutral or hide their values in the 

teaching process (Etzioni, 1977). 

ALTERNATIVE EDUCATION AND RELATED MOVEMENTS 

From the humanistic philosophical perspective came the origins of the alter- 

native education movement, with its emphasis on the whole child. It is 

impossible to speak of one philosophy that all in the movement share, but 

terms used to describe the schools loosely adhere to philosophical tenets 



430 Chapter 13 * Educational Movements and Reform 

including free, open, innovative, experimental, new, and radical. Many of these 
philosophical underpinnings have been spelled out in books that have 
become the “Bibles” of alternative school advocates. 

Free schools refer to schools that gave people freedom and choice; reflect 
qualities of openness, informality, flexibility, parental and community 
involvement, and integration in contrast to segregation; stress intellectual, 
social, and emotional development; encourage self-knowledge, independ- 

ence, and interdependence; stimulate creativity in an environment of shared 

responsibility; and minimize failure, competitiveness, authoritarianism, top- 

down administration, and expensive facilities. 
Summerhill was a small residential school set in a village in England; it 

advocated a totally free learning environment and unrestrained spontaneity. 
The late A. S. Neill (1960), who founded Summerhill in 1921, believed that to 

become fulfilled adults, children must be allowed to have a “free” experi- 
ence, unfettered by rules. The few rules of the school were established by the 
whole community in a democratic way. Although regular classes from pri- 
mary through secondary levels were offered, attendance was voluntary 
(Hart, 1970). Some free schools in the United States were patterned specifi- 
cally on the Summerhill model; others adopted aspects of the model. 

The free school movement was not, however, simply a reaction against 

repressive school structures, outdated curricula, or ineffective teaching 

methods, but one against the school as an instrument of the mainstream cul- 
ture. Many, though not all, free school advocates were motivated by the phi- 
losophy that education should be regarded as a means to a political end, that 
the child should develop freely according to his or her own needs and abili- 
ties, not the curriculum of the establishment and dominating political 
beliefs. “No Child Left Behind” is at the opposite extreme of the philosophi- 
cal beliefs and principles of the free school movement. 

The largest group of students in free schools were children seeking 
escape from the anxiety and boredom of more traditional schools. They also 
included students who experienced academic failure and were potential 
dropouts. For both of these types of students, free schools met a need. 
Although the movement waned in the 1980s and 1990s, there are a few alter- 
native schools, both public and private, today. They serve students who do not 
fit the rigid curriculum and test-oriented schools of today (Swidler, 1979). The 
small schools movement of today draws on the example of many of these ear- 
lier alternative school ideas and practices. 

Third World Alternative Educational Movements 

Changing the educational power structure was also the goal of some Third- 
World educators. In Pedagogy of the Oppressed (1970), Brazilian educator Paulo 
Freire asserted that literacy among oppressed peasants could be increased by 
leading these people to an awareness of their cultural reality (the powers that 
oppress them) and thus giving them the knowledge and its attendant power 
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to fight back against the oppressor. Freire devised a new method of teaching 
reading that achieved considerable success among the people of poverty- 
stricken northeastern Brazil. The result was an increased politicalization of 
the peasantry, which was perceived as a threat by the government. Freire was 
jailed and eventually forced into exile. He returned in 1980 after a democratic 
government was reinstituted to continue his work, this time in Sao Paulo. 
Ivan Illich (1971), a former priest and reformer who worked in Mexico, 
viewed schools as among several institutions that are coercive, discrimina- 
tory, and destructive to the individual. He claimed that by disengaging 
education from “schooling,” deinstitutionalization of the social order would 

occur, allowing for change. Illich also argued that one does not have to go to 
school to get an education and that schools can actually inhibit education. 

English Primary Schools 

The open primary school model of English Primary Schools features a 
commitment to individualized education and stresses the basics——reading, 
writing, and mathematics. In this system, children work at their own level 
in basic skills, which are taught in conjunction with other subjects such 
as history, science, music, and art. An evaluation of this system states the 
following: 

The back-to-basics movement in America and in Britain seems to 
assume that if children will spend longer periods of time working in 
a narrower way at basic skills they will achieve more. Our major 
national survey suggests that the opposite is true. If the basic skills 
are embedded in a web of direct experience on the part of the child 
that engages the many facets of his personality and being, then basic 
skills grow most strongly. (“A British Administrator,” 1979, p. 61) 

The impact of the alternative education movement can be seen in many 

school systems‘and classrooms where students are taught in less traditional 

ways, and in school districts where alternative types of schools or class- 

rooms are available. 

Many public school systems established “alternative public schools” 

for those students who were potential dropouts and could not func- 

tion effectively within the traditional high school system (Foley and 

McConnaughy, 1981; Swidler, 1979). These “fringe” public high schools 

included many of the features of private alternative or free schools. They 

were informal and small, with personalized learning, student involve- 

ment in decision making, innovative learning techniques, and community 

involvement. Some major cities have retained alternative high schools for 

limited numbers of students and the contemporary movement to create 

smaller schools, especially small high schools, draws on this legacy 

(Jacobowitz et al., 2007). 
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Open Classrooms 

“Open classrooms” have their roots in the progressive education movement. 

Sometimes called open education, open schools, and open space, they began in 
the 1970s and are characterized by the following: 

1. Concern over quality of teacher—child interaction; warmth, acceptance; 

children’s thoughts taken seriously 
2. Emphasis on cooperation, not competition; few behavioral problems 
3. Freedom of movement and use of materials, within certain boundaries; 

communication among children 

4. Other factors related to positive self-image and willingness to take 
risks and persist 

The teacher facilitates learning and helps students in their activities. 
The teacher’s role is supportive, guiding, and child-centered. The phy- 

sical environment presents an atmosphere of informality. Desks are 
grouped, and different activities are available in different areas of the room. 
Open classrooms are most commonly found in elementary schools (see 
Figure 13.4). 

Parents tend to be involved in open classrooms, volunteering help or 
bringing in projects for the children. Open education results in different inter- 
action patterns in the classrooms; there is generally more interaction among 
students and less formal teacher-student interaction. Open education is par- 
ticularly beneficial for some students, such as Native American children, who 

come from a culture that holds values similar to those of open education— 
cooperation, sharing, and individual responsibility for decision making. 

In our current time of standards, accountability, and back-to-basics 
movements, perhaps best exemplified by yearly standardized testing 
requirements of the No Child Left Behind act, open education classrooms 
have come under attack as “schools without failure,” automatically promot- 
ing children without identifying lack of achievement. Some open education 
structures have been replaced by more traditional classrooms with desks 
and chairs in rows, but many teachers have retained some semblance of the 
open education atmosphere in their classrooms. 
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FIGURE 13.4 Open classroom. 
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Back to Basics 

From the alternative education movement, the swing of the pendulum moved 
to the conservative side. The movement, referred to as back to basics, features 
good, old-fashioned reading, writing, and arithmatic with a good dose of dis- 
cipline thrown in and none of the “frills” such as humanistic education and 
the arts. Supporters of basic-skills education argued that schools should be 
guided by essentialist principles, including the following: 

1. The elementary school curriculum should aim to cultivate basic tool 
skills that contribute to literacy and mastery of arithmetical computation. 

2. The secondary curriculum should cultivate competencies in history, 
mathematics, science, literature, English, and foreign languages. 

3. Schooling requires discipline and a respect for legitimate authority. 
4. Learning requires hard work and disciplined attention (Routman, 1996). 

Having completed such a school curriculum, the students should be able to 
apply their knowledge to solve many problems. Back to basics places more 
emphasis on basic skills; initially the pressure came from parents concerned 
about their children’s skill levels. Additionally, pressure comes from commission 
reports, state legislators, international test score comparisons, and concerns of 
the public about the decline in achievement test scores. A good example of this is 
the Nation at Risk (National Commission on Excellence in Education, 1983) report 
by a commission appointed by a Reagan Administration Secretary of Education 
which asserted that we were “committing unilateral educational disarmament” 
for not paying enough attention to promoting excellence in our public schools. 

Our historical summary shows that back-to-basics education is 
not new. In Puritan times most schoois were set up to teach basic skills and 
religion so that children could develop an understanding of morals, religion, 
and law. Young boys from elite homes attended grammar schools where 
Greek and Latin literature were taught; always the emphasis was on basic 
skills. As the colonies expanded, different types of schools were founded to 
meet the differing needs of students and society, but always stressing basic 
skills. McGuffey Readers reigned as the primary texts used in classrooms for 

almost a century, from 1836 to the 1930s. In addition to basic skills, the texts 

stressed morals and manners (see Box 13.1), which provides a clear example 
of cultural transmission of dominant values. 

The Council for Basic Education, founded in 1956, acted as a liaison 

group for those interested in basic education, or basic skills. Proponents of 

basic education today have a variety of interests and motives. Some advo- 

cate use of the paddle and stress truth, virtue, justice, religious principles, 

and dress codes as the primary focus of schools. Others mainly want to be 

assured that the three Rs are being mastered. 

The main uniting ideologies for back-to-basics proponents include reac- 

tion to the failures of promised miracles, to desegregation, and to the ban on 

Bible-reading and prayers in classrooms; a “break-down in the moral fiber of 
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BOX 13.1 

Excerpt from a McGuffey Reader: Things to Remember 

When you rise in the morning, remember who kept you from danger during 
the night. Remember who watched over you while you slept, and whose sun 

shines around you, and gives you the sweet light of day. 

Let God have the thanks of your heart, for His kindness and His care. And pray 

for His protection during the wakeful hours of day. 

When you are at the table, do not eat in a greedy manner, like a pig. Eat qui- 

etly, and without noise. Do not reach forth your hand for the food, but ask 

someone to help you. 

Avoid a pouting face, angry looks, and angry words. Do not slam doors. Go 

quietly up and down stairs; and never make a loud noise about the house. 

Be kind and gentle in your manners; not like the howling winter storm, but 

like the bright summer's morning. 

Do always as your parents bid you. Obey them with a ready mind, and with a 

pleasant face. 

Never do anything that you would be afraid or ashamed that your parents 

should know. Remember, if no one else sees you, God does; from whom you 

cannot hide even your most secret thought. 

We must do all the good we can to all men, for this is well pleasing in the sight of 

God. He delights to see his children walk in love, and do good, one to another. 

Exercises—What should you remember in the morning? Whom should you thank, 

and for what should you pray? How should you behave at the table? What should 

you avoid? How should you behave to your parents? What should you do at night? 

Whom should you always trust? 

Source: McGuffey, William H., Third Eclectic Reader (Cincinnati: Wilson, Hinkle, 1857; 2nd ed., 

1965), pp. 55-57. 

society”; and a need for “patriotism, morality, manners, adult authority, disci- 

pline, order, and quality education” (Egerton, 1976). This reaction has also 

stimulated the home schooling movement (Stevens, 2001). 

What did this mean in terms of changes in the schools? Many open 
classrooms were eliminated. Courses other than basics were questioned or 
eliminated, including art and music appreciation, sex and drug education, 
physical education, and drivers’ education, as were emphases on the well- 
being of the whole child and use of counselors and other social service pro- 
grams. Discipline and basic skills took their place. In recent years we have 
seen a swing of the pendulum back with the slow return of some social pro- 
grams and additional courses, although the emphasis remains on basic edu- 
cation and explicit standards of student achievement. 

Private Schools 

The private school business owes a great deal to back-to-basics proponents. 
Private schools thrive on the discontent of frustrated parents who want a 
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reprieve from the conflicts over desegregation, the perceived lack of disci- 
pline, and apparent lowering of standards. Today, about 10 percent of all ele- 
mentary and secondary students attend private schools (NCES, Condition of 
Education, 2007, Table 4.2). 

Categories of private schools include the following: elite preparatory 
schools such as Choate, Phillips-Andover, Groton, and Lawrenceville, which 
cater to the wealthy who plan to go to elite colleges (Peshkin, 2001); special 
schools for the disabled or gifted; military academies; and religious, sectarian 
day schools sponsored by Catholic, Jewish, Baptist, Lutheran, Quaker, funda- 
mentalist Christian, and other religious groups. These private schools meet 
the preferences of many different people holding various beliefs about the 
role of education. 

One type of private school that experienced tremendous growth in the 
1970s was the fundamentalist Christian school. Some of these schools were 
established in reaction to a sense of negativity about the public schools, oth- 
ers in response to integration of schools. At the core of this movement is a 
distrust of the educational system, which seems to some to be imposing an 
alien value system on their own. 

Fundamentalist Christians believe that education and Christian teachings 
cannot be separated. They object to public school teachings that include such 
ideas as humans having evolved from lower forms of life, denying the literal 
biblical interpretation of the Creation; the idea that humans are animals, imply- 

ing that humans do not have a soul; and other specific teachings. Reaction to 
such teachings in public schools has led to an upsurge of interest in Christian 
schools. In this, as in other movements, one senses an in-group—out-group or 
we-they tone. “They” are destroying our children’s faith in God, implanting 
alien ideas in their minds (see Peshkin, 1986). 

Since 1991, private school education has received a boost from the 

government in the form of a push for “choice” systems. This allows parents 
to select from various schools, which in turn receive funds for each student 

enrolled (America 2000, 1991). Thus, more students are able to attend pri- 

vate schools. These “voucher” plans have been controversial as they can 
lead to public funds being used to support religious schools, what some 

see as a violation of our constitutional requirement of separation of church 

and state. 

Applying Sociology to Education: Should parents and students be 

able to select the school of their choice? What are the pros and cons? 

Accountability Movements 

Accountability refers to a means of controlling educational standards of com- 

petency and measuring outcomes against expenditures. The accountability 

movement arose in reaction to the humanistic emphasis in education. Of 

paramount concern was the attempt to account for dollars spent and to hold 
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someone responsible, usually teachers, for the output of schools, as measured 

by student achievement. Some educational writers arguing for reforms in the 

schools supported the idea of accountability. Nat Hentoff, for one, urged par- 

ents to speak up against the “great consumer fraud” and demand competent 

teachers, although he noted that teachers are almost never fired for incompe- 
tence (Hentoff, 1978, pp. 3-8). In order to try to ensure accountability, many 
proposals have been set forth for measuring teachers’ performance, from stu- 
dent performance on standardized tests to the National Teacher Exams. For 
instance, competency-based education (CBE) in teacher training institutions 

requires students to master certain skills before graduation. 
Low student test scores, violence in schools, and high dropout rates 

are cited as reasons for recent calls for accountability. Many states are 
requiring students to pass exams at one or more points in their school 
careers. These “high stakes” tests that can determine whether students get 
promoted to the next grade or graduate from school are put in place as 
a result of states adopting explicit standards for achievement. With 
such tests, not only can students be measured, but so too can teachers 

and schools. 
Some states and local school districts have proposed that teacher pay 

be tied to student test results. This practice is likely to reduce creativity in 
classrooms, as teachers teach to the tests. Movements for accountability 
have increased the power and influence of testing agencies in the school 
environment. School districts desiring to evaluate their student populations 
compared with state or national norms rely on standardized tests. A decline 
in standardized test scores on the College Boards or SAT, put out by the 
Educational Testing Service (ETS), and on the ACT was cited as a major rea- 
son for the back-to-basics drive in the late 1970s and early 1980s. The desire 
to hold students, teachers, and schools accountable for meeting the state 

standards is at the heart of the most important educational movement of a 
number of years, the No Child Left Behind Act of 2001 (PL107-110), which 

we will discuss shortly. 

Humanists point out that accountability may turn the schools from 
humane, spontaneous, creative places that encourage positive self-concepts 
and success, to cold, formal places with measurement procedures and 

clearly delineated objectives, allowing for little spontaneity and creativity. 
According to the systems approach, problems in education cannot be 

attributed to only one source. Teachers are not the only villains, nor are the 
students. Perhaps the schools are scapegoats, blamed because of expecta- 
tions that they can solve all of society’s problems. Government at all levels is 
involved, as are all those who serve the school. And families also play a role 
in school achievement. 

Some critics of the accountability movement argue that there are numer- 
ous causes for educational problems besides the teacher or school admin- 
istrators, including parents, community residents, school board members, 
taxpayers, and, most important, the students themselves. Recently, families and 
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teacher education programs have faced their share of criticism for school fail- 
ures. The point is that numerous people play a role in educating the child. 
Concentrating on only one aspect of the system and the environment will pro- 
duce a “bandage effect,” but it probably will not result in solutions to problems. 

The testing controversy is complex, and many factors entered into the 
decline in scores. Change in the number and type of students taking the test 
and student motivation are only two. In fact, some critics argue that tests 
should not be used at all for placement and college entrance because they are 
the greatest single barrier to equal opportunity in the sphere of education. 
Some colleges are dropping the use of test scores in the admissions process. 

Effective Schools and Educational Reform 

A recent buzzword in the halls of education is effective schools. Exactly what is 
meant by this term varies, but common themes include schools in which stu- 
dents are achieving at a high level or in which achievement has risen signifi- 
cantly. Drawing from multiple studies of effective schools, we can summarize 
the characteristics that enable students to achieve at a high level: 

1. Professional staff holds high expectations and believes all students can 
reach these. 

2. Students understand high expectations, have high self-concepts, and 
have low sense of academic futility. 

3. Role expectations of teachers and students include high achievement. 
4. The school reward structure is centered on achievement. 
5. Stratification of students and differentiation of instructional programs 

is minimal. 
6. School goals and objectives are shared. 
7. The school climate is conducive to learning (Brookover, Erickson, and 

McEvoy, 1996). 

How to achieve effective schools is the subject of even more studies 
and reports. The highest rates of improvement in school achievement have 
been reported when there is clear articulation of grade-level expectations 
and standards in each area, clear homework policies throughout the school, 
and all students are taught the curriculum for their grade level. Other find- 

ings focus on instructional techniques, classroom expectations, and rules; 

how students are grouped for subjects; and other specific recommendations, 

some of which are discussed in earlier chapters (Talbert, 1995). 

There is the danger in reform movements (such as effective schools) 

that schools, districts, or states will simply attempt to institute a “list” of 

reforms rather than consider carefully what is best for each school. Some 

influential reformers argue that the individual school must be the center for 

efforts to improve schools. In a large research project based on extensive 

descriptive data from 38 schools in 13 diverse communities, Goodlad (1984) 
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investigated the following aspects-of schools: school functions, the relevance 

of schools to students, how teachers teach, circumstances surrounding teach- 

ing, curriculum, distribution of resources for learning, equity, hidden cur- 

riculum, satisfaction with school quality, and the need for school data 

collection. He argues that school reform must take place at the individual 

school and classroom level, not at some distant central location. Uniformity 
imposed from a central office hinders real change, and decentralization of 

decision making is essential. The strong leadership of a principal who gives 
teachers power and works with them will have the greatest impact on 
achievement in the school (Bernhardt and Ballantine, 1995). As the saying 
goes, ‘the devil is in the details.’ Reform models must be implemented in real 
schools with real students, teachers and administrators in real communities. 

The variety of ways a program is implemented can be enormous each lead- 
ing to different outcomes. We need to be wary of solutions to educational 
problems that don’t concentrate on teachers and students, on classrooms 
and the interactions that take place within them. 

A major risk with back to basics, accountability, and effective schools is 
that some of the ever-growing number of disadvantaged students who fall in 
the bottom half will be left farther behind and eventually drop out. 

STRUCTURAL AND CURRICULAR CHANGES IN THE SCHOOLS 

Changes introduced in educational systems affect structure and role relation- 
ships. When movements produce new ideas, concerns, and programs, there 

are often efforts to incorporate them into the existing system. This requires 
adaptation of the physical and role structure of schools. Structural changes 
can take place at the system level (for example, magnet schools, voucher sys- 
tems, or charter schools); the school level (for example, tracking students, 
integrating the disabled, programming for gifted children, installing architec- 
tural alternatives); and the classroom level (for example, alternative curricu- 

lum models, team teaching, open classrooms). 

The “Schooi Choice” Movement 

Several educational movements advocate options and choices for students 
and parents. They fall into four categories: charter schools, home schooling, 
open enrollment, and vouchers. School choice is a fast-growing innovation 
in public education with almost 15 percent public school students in the 
United States participating in some form of choice (Tice et al., 2006). Charter 
schools are increasing in popularity in many states, though court cases are 
limiting their expansion. Home schooling allows parents to arrange for their 
children’s schooling. Open enrollment gives parents the option to choose 
where their children go to school, generally within a district. Vouchers also 
allow parents to send their children to any of a number of schools, depend- 
ing on their preference (Education Commission of the States, 1999b) 
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Although the idea has been practiced in some cities for many years, only 
recently have districts formally adopted magnet school policies to desegregate 
and integrate, often leading to systemwide change. Magnet schools were estab- 
lished in some cities to distribute students and desegregate schools on the basis 
of special interests or talents: science, mathematics, art and music, and vocational 
education. The plan is in place in some cities, sometimes as part of a busing- 
desegregation plan. In 1992, there were 5,000 magnet schools nationwide, and 
the number was growing until districts began to explore other alternatives. 
Research indicates that magnet schools can improve the choices for students, 
help in desegregation efforts, and improve the quality of education (Blank and 
Archibald, 1992) but the rise of charter schools and other alternative schools has 
reversed their growth. According to recent data, there are fewer than 2,000 mag- 
net schools now operating. These data, however, are not considered a good 
reflection of the actual number because many states did not report the number of 
such schools operating in their boundaries (NCES, 2007, “Overview”). 

Charter schools—publicly funded, free-standing schools with their own 
governing boards—are not always part of a regular public school district. They 
are a more recent innovation dating only from the early 1990s, and were begun 
by reformers who believed that rigid public educational bureaucracies were sti- 
fling innovation; they also allow for choice and are similar in some ways to 
magnet schools. A very fast growing phenomenon, during the 2004-2005 
school year there were 3,294 charter schools operating in 40 states and the 
District of Columbia (NCES, Condition, 2007, Indicator 32). They currently 

enroll about 4 percent of all students, and are more likely to be small and urban. 

Though most had been in operation only a short time, some were already clos- 
ing, failing to meet the academic or financial performance levels required by 
their charters. New charter schools are established to serve at-risk or minority 

children or to meet concerns of parents. Any time choice is involved; however, 
some families are going to forego that choice, resulting in continued or greater 
inequality for some children (Wells et al., 1999; Rofes and Stulberg, 2004). 

Community schools are similar to charter schools, but often integrate 

social welfare services dealing with health and emotional needs (Coltoff, 

1998). Similar to charter schools, they focus on a particular method, theme, or 

curriculum; they are publicly funded but give parents and students autonomy 
in governance (Bennett deMarrais and LeCompte, 1995, p. 298). Voucher sys- 

tems also produce systemwide changes. School districts establish schools with 

a variety of philosophies, educational programs, kinds of discipline, and serv- 

ices. Theoretically, communities and parents become involved in both the 

selection and the operation of schools. Each family receives money vouchers 

for school-age children. The vouchers are good for a year of education at the 

school of their choice. However, the vouchers rarely cover the cost of inde- 

pendent private schools. Debate over using vouchers at religiously sponsored 

schools involves the separation of church and state in the use of public funds. 

Each of these options falls into the category of school choice. Choice- 

movement leaders have advocated parental and student free choice of schools 
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so that parents can select between educational philosophies and curricula. 
One argument for these programs is that competition between schools for stu- 
dent enrollment and voucher money could raise standards. If schools have to 
compete with each other, the logic goes, educational improvement will 
result—just as any market is thought to improve the products and the effi- 
ciency with which they are produced. Of course, consumer choice requires 
that information about choices be readily available. For example, New York 
City allows extensive choice of secondary schools, but the rules about who can 

apply where, and what their chances of getting their top choices actually are 
has stimulated a small industry publishing guides to the schools in addition to 
the official directory published by the school system itself (a Manhattan 
phonebook-sized document). Not all parents are able to take advantage of this 
information, however, and usually the more advantaged and savvy parents 

are the beneficiaries (SGmrekar and Goldring, 1999). The “market analogy” 
has become widespread in education, with its notion that education is like 
any other commodity consumers can obtain and that competition among 
providers is the best way to determine what forms are available and at what 
price. Many support its application while others question the consequences 
for the society as well as individual students and families of an unregulated 
market of educational services. In each case, a major goal is to involve parents 
in the educational decisions regarding their children. 

Opponents of choice have several key concerns: urban public schools 
might become the dumping ground for students not enrolled in other 
schools; and private schools supported in part by public funds might create 
further divisions in society by becoming more selective about their student 
bodies. Some have predicted the demise of public school education and het- 
erogeneous grouping in schools. Voucher plans remain high on the agenda of 
some reformers who seek alternatives to regular public schools, but the legal 
battles are not over. 

The message is unclear about whether choice systems improve school- 
ing for low-income youth. On the one hand, it could encourage more youth 
and family involvement and give the children alternative school options. On 
the other hand, it could perpetuate the gap between wealthy and poor youth 
because high-income youth would continue to receive better educations 
than poor youth because of their choices (Wells et al., 1999; Manski, 1992, 
p. 1; also see Smrekar and Goldring, 1999). 

Applying Sociology to Education: What are some effects of recent 
choice movements on your district’s schools? 

“Multiculturalism” and “Political Correctness” 

Multicultural curriculum refers to teaching history and literature, among 
other subjects, in ways that accurately reflect the different cultural strands in 
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our society and world (Ravitch, 1990). Integration of multicultural materials 
into existing curricula involves inclusion of reading materials by and about 
minority groups, history that integrates all groups, and other broadened 
themes that promote understanding of all segments of multicultural society 
in the United States and around the world. 

“Hey, hey, ho, ho, Western culture’s got to go,” was the cry at Stanford 
University in 1987. The next year saw changes in the required course in 
Western culture at Stanford and also saw the debate over what is taught in 
schcols and universities intensify (Zimmerman, 2002). Colleges and univer- 

sities have been at the forefront of efforts by some to acknowledge the contri- 
butions of groups often neglected in official versions of our history. 

On one side are those who feel university curricula and admissions 
standards are being “dumbed down,” that a common core of knowledge, 

sometimes referred to as “the Canon,” is being disregarded in the wave of mul- 
ticultural rhetoric, and that campuses are facing “anti-Western zealotry” and 
witch hunts in the name of multiculturalism (Sacks and Thiel, 1995). 

Arguments on the other side range from reasoned plans for new curric- 
ular content to radical plans to overturn university content and teaching as 
we know it. Diverse democratic societies need educated citizens who accept 
democratic ideas and move beyond nations divided along racial, ethnic, 
class, and cultural lines (Banks, 1999). 

Some educators feel that to accomplish real multiculturalism in curricula 
and classrooms, we need to strengthen diversification (Cope and Kalantzis, 
1997). Revolutionary multiculturalism argues for reanalysis of power and priv- 
ilege in the capitalist system that is linked to the Western Canon of ideas, where 
what whiteness means would be a topic of study (McLaren, 1997a,b). 

Political correctness refers to fair and accurate inclusion of minorities 
and women in discussions of history, literature, and other subjects. The 

movement has served to sensitize the many diverse groups on campuses to 

issues of racism, sexism, and other delicate areas. The widespread and often 

acrimonious debate about “PC” centers on what is fair and accurate, and 

whether traditional values of academic freedom are being threatened by 

pressure to revise “traditional” curricula. The problem is that there is not 

agreement on what is politically correct. 

With the movement toward broadened curricula has come criticism of 

some educators for teaching traditional curricula or using “outdated” terms or 

explanations. Based in Princeton, New Jersey, a backlash known as the National 

Association of Scholars began. Originally made up of conservative scholars, the 

organization has become more diverse over the years as more scholars have 

become concerned about issues of academic freedom (Mooney, 1990). 

Dinesh D’Souza, one of the most controversial figures in the debate 

over the “politically correct” movement, argues that the 

issue is not the inclusion of more works by women, or more works 

by blacks, or more works from outside the Western tradition; that 



442 Chapter 13 ¢ Educational Movements and Reform 

broader representation is proper and justified has been conceded. 
The real issues—the ones underlying a wide range of campus 
debates—include the assumption by many that Western values 
are inherently oppressive, that the chief purpose of education is 
political transformation, and that all standards are arbitrary. 
(D’Souza, 1991) 

As the controversy subsides, we should see some new and innovative 
approaches combining traditional and newer approaches to core curriculum 
in both public schools and higher education. 

Technology and the Classroom 

Concern over declining achievement scores brought a flood of cure-alls 
beginning in the late 1950s. Teaching machines, reading programs, talking 
typewriters, educational television, tape-cassette machines, and other tech- 
nological innovations were introduced into classrooms across the nation. 

Computers in the classroom and computer-assisted instruction (CAI) 

began in the late 1960s. Proponents of the new technology argued that 
schools should take advantage of the technological revolution, just as busi- 
ness and other institutional sectors were doing. “Traditional” classrooms 
could be changed into individualized instructional centers to meet a wide 
variety of learning styles and interests. Today, computers are an integral 
and essential part of education at all levels of schooling in developed coun- 
tries, and are taking root in developing countries as reduced-cost hardware 
and software make dissemination possible. Distance learning is also link- 
ing home and school learning. Though the specific types of technology in 
the classroom have changed, technology is here to stay. As new capabilities 
develop, new uses for technology are implemented. We are in the early 
stages of this far-reaching technological movement as we enter the twenty- 
first century. 

Classrooms and the role of the teacher may be very different in the 
future. Information retrieval using electronic means will be key, and dis- 
tance learning will bring unlimited learning potential around the world, 
having a lasting impact because of its importance to train students for 
future jobs in society. Technology has its skeptics, however, in those who 
fear the loss of the human side of education and learning, which involves 
using the senses and learning through contact with others (Jones and 
Smart, 1998). There is little data suggesting that student achievement has 
improved as a result of the introduction of technologies into schools, but 
studies continue. In any case, students need computer skills to be literate 
and prepared for the job market. Whatever the future role of technology, 
learning remains a social activity. The importance of student motivation 
and effort_are not magically eliminated by technological innovation 
(Giacquinta, Bauer, and Levin, 1993). 
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No Child Left Behind Act of 2001 

Counted by many as the most far-reaching educational reform effort of the 
federal government in U.S. history, this legislation has come to dominate the 
educational reform and policy landscape today. Passed with bipartisan sup- 
port, this legislation included the reauthorization of the Elementary and 
Secondary Education Act of 1965, itself a landmark of federal education leg- 
islation passed during the height of the “war on poverty.” In 2005, this law 
allocated almost $14 billion in federal funds to support education at the local 
level (NCES, Digest, 2006, Table 368). While this is a fraction of the total 

funds expended in support of public elementary and secondary education, 
most of which comes from state and local sources, it gives the federal gov- 
ernment considerable leverage in directing educational poticy. 

This legislation, however, required states to test elementary aged chil- 
dren every year against state-developed standards for each grade (The 
Education Trust, nd). Thus, the law did not set national standards for what 

children were to “know and be able to do,” but did require states to set 

explicit standards and to incorporate those standards into their achieve- 
ment tests for each grade. While some states have used these tests to deter- 
mine whether students get promoted to the next grade, the law requires 

states to gather these data for each school; the data are published to show 

the degree to which each school is preparing its students to achieve the 
standards set by the state. These data are to be published for each demo- 
graphic group of students enrolled in the school (unless the number in a 
group is very small), and, if students are not performing at grade-level, the 
schools are required to develop plans for improving their instruction. The 
law also required all teachers to be “highly qualified” by 2006; but, again, to 

avoid setting up national standards, the federal government leaves it up to 

the states to define what “highly qualified” actually means. While the 

details of the law’s implementation have evolved over time, and may well 

change when the law next comes up for reauthorization, the law requires 

schools and districts to meet annual performance targets, based largely on 

test scores, fot their student populations overall and for subgroups of stu- 

dents who are poor, speak limited English, have disabilities, or belong to 

racial or ethnic minorities. Schools and districts that fail to meet their tar- 

gets for adequate yearly progress, or AYP, for two or more years face sanc- 

tions such as reduction in federal funds. Ultimately, the school may be 

forced to close. The legislation projects that by 2012 no gaps will exist 

between the different groups of students. 

The requirement that schools make progress on standard levels of 

achievement for all students is aimed directly at reducing the “achievement 

gap” that exists in the performance of students from advantaged and disad- 

vantaged backgrounds. However, some states question provisions of the 

law, especially extensive and expensive testing requirements that have been 

seen as onerous; also, some states set standards at the lowest possible 

achievement levels to improve their state’s performance scores. 
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The frequent testing forces teachers to teach to the test, and encourages 
schools to limit the variety of curriculum they offer in order to concentrate 
on the subjects deemed essential in the standards (Hamilton et alae O07: 

McGuire, 2007; Schemo, 2007). Critics also question the basic premise of the 

law—that schools have it within their power to overcome the achievement 
differences produced by inequalities among families and communities. 
Rothstein (2004) makes this case as follows: 

. .eliminating the social class differences in student outcomes 
requires eliminating the impact of social class on children in 
American society. It requires abandoning the illusion that school 
reform alone can save us from having to make the difficult eco- 
nomic and political decisions that the goal of equality inevitably 
entails. School improvement does have an important role to play, 
but it cannot shoulder the entire burden, or even most of it, on its 

own. (p. 149) 

Other Movements, Reforms, and Fads 

Because education plays such an important role in our society, yet little con- 
sensus exists about how it should be conducted,” . . . hundreds of expen- 

sive reports and thousands of articles by social scientists and journalists 
have documented the shortcomings of America’s schools. There has been 
general agreement over the need for change [, and]. . . bitter disagreement 
over the content and philosophy of that change” (Ewen, 1990, p. 1). 

Educational reformers propose solutions to everything from major 
educational concerns to small problems. Some ideas have been tried, 

succeeded, and been integrated into the system as permanent features; 
others have failed for lack of success, interest, and support. New ideas 
vary in their rate of acceptance based on a number of factors, including 
political climate, economic conditions, sources and pressures for change, 
change in routine required at the school and classroom level, and support 
of classroom teachers. For example, a recent innovation that may be short- 
lived or become widely adopted is “block scheduling,” setting aside 
larger blocks of time for a single subject instead of the typical 40-minute 
period. Initial research shows the blocks improved school climates, atten- 
dance, achievement in reading and math, and higher standardized test 
scores. Teachers prefer this format as well (Rettig and Canady, 1999; 
Thayer and Shortt, 1999). This reorganization of the time is often moti- 
vated by an effort to improve student basic skills by devoting greater peri- 
ods of time to reading, writing, mathematics, and other core academic 
areas. These longer periods are sometimes associated with new pedagogic 
techniques such as those emphasizing project-based activities in place 
of skill and drill exercises that can become deadly in the longer time peri- 
ods, but may also have the effect, as noted above, of crowding out other 
subject matter. 
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One alternative educational 

movement is home 

schooling. 

Educational reform has been based on ideologies, philosophies, and 

social movements more than on solid research. In other fields, research 

informs practi¢e in more direct ways. For example, experimental research is 

used to determine whether new drugs are introduced or not (Gewande, 

2000). An experiment is a research methodology in which participants are 

unaware of whether they are receiving an actual drug or a placebo (a pill that 

looks like the real one, but contains no active agent). Findings from experi- 

ments yield valid and reliable findings about whether specific methods 

(or drugs) produce real achievement gains (or greater health). Only recently 

have experimental methods been strongly promoted in education; however, 

because they require the manipulation of students and pedagogy, there has 

been strong resistance to such studies. Learning is a complex, volitional 

activity that requires the willing and active participation of the learner, 

unlike the more passive pill swallowing of medical solutions. There are lim- 

its to the application of science-based or technologically based solutions to 

achievement differences (Lagemann and Shulman, 1999). 
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The problems that have stimulated efforts to change educational sys- 
tems in the past continue—how to educate all children to prepare them for 
the twenty-first century demands. The growing numbers of low-income 
and minority children, dropouts, and failures in societies around the world 

point out the contradictory values of equality and individual liberty. 
Though some would have us return to “the good old days” of education, 
no period in history has been free of educational critics and problems in 
schools, including high dropout rates, nonreaders, boredom, violence, and 

undisciplined students. We can predict that the pendulum of change will 
continue to swing. 

A Look Into the Future 

Understanding that education is deeply connected with all other aspects of 
society leads to the insight that change in education is unlikely to take 
place without change also taking place in other sectors of society. One of 
the important changes of the twentieth century has been the expansion of 
education and the lengthening of the period between childhood and adult- 
hood. We have seen the advent of adolescence and a delay in age of mar- 
riage. This period has now grown beyond what we have come to think of 
adolescence. A recent article argues that a new life stage has emerged, early 
adulthood (Furstenberg et al., 2004). Due in part to an increasingly 
demanding labor market, many young adults are busy building up their 
educational credentials and practical experience well into their 20s and 
even their early 30s. An increasing number of positions require a Master’s 
degree and internships and other forms of work experience that do not 
provide a full salary and benefits—essential ingredients for assuming 
adult status and responsibilities in society. In the 1950s, for example, most 
women were married and had a child before they were 23. Their husbands 
were full-time wage earners in the labor force. “Our findings. . . confirm 
that it takes much longer to make the transition to adulthood today than 
decades ago, and arguably longer than it has at any time in America’s his- 
tory . . . In 2000, just 46 percent of women and 31 percent of men aged 30 
had completed all five transitions [leaving home, finishing school, becom- 
ing financially independent, getting married and having a child], com- 
pared with 77 percent of women and 65 percent of men at the same age in 
1960” (Furstenberg et al., 2004, p. 35). 

These authors argue that the primary reason for the prolonged early 
adulthood is that it takes much longer now to get a job that pays enough to 
support a family. College is now essential for most middle-class occupa- 
tions, and for many students more than four years are required for gradua- 
tion. Thus, schooling is not finished for many until well into their 20s, and 
often work experience cannot be accumulated until schooling is advanced. 
Of course, it takes resources to support these young adults in their quest 
for the requirements of good jobs. Dependency on one’s family for financial, 



Chapter 13 ¢ Educational Movements and Reform 447 

if not emotional, support assumes that families have the extra resources to 
spare, and many do not. “Youth from less well-off families must shuttle 
back and forth between work and school or combine both while they grad- 
ually gain their credentials. In the meantime, they feel unprepared for mar- 
riage or parenting” (2004, p. 38). Thus advantage is perpetuated over 
generations. 

Attention to life’s transitions is essential, and there is good evidence 
that these transitions are problematic for many youth and young adults. 
Education and other institutions (such as the military) that help youth 
bridge these stages need the attention of researchers, policy makers, and leg- 
islators, as the old timetables no longer apply. 

Applying Sociology to Education: What kinds of changes do you pre- 
dict in schools as we move through the twenty-first century? 

Summary 

Social and educational movements reflect the diversity of opinion present in 
a society. They reflect the range of perceived options. Systems experience 
pressure to change from movements in society; change may involve minor 
modifications in existing programs or major structural and curricular 
changes. Movements are only as effective in changing societal institutions as 
the attention they attract and the feasibility of the programs they propose 
and stimulate. Some movements seek separation from the existing structure. 
In this chapter we have reviewed theory of movements; the educational peri- 
ods that have influenced today’s education; movements in the United States, 

with specific examples; and trends in movements. 

I. The Nature of Educational Movements 

Educational movements come and go like the swing of a pendulum, reflect- 

ing the mood of the times. They influence educational systems acting as 

pressure groups in the environment. Some movements stimulate develop- 

ment of schools outside the traditional or public school system; others press 

for reform within the system. 

Il. Educational Movements Throughout History 

Three influences from early European education on educational movements 

and systems today include: 

1. Influential methods of teaching such as “reasoning power, rhetoric, 

and the art of persuasion” and rational inquiry . 

2. Human depravity of children, which encouraged authoritarian methods 

3. The Renaissance concept of well-rounded, liberally educated persons. 
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Several movements have dominated educational history in the United 
States: the public school movement, progressive education, essentialism, 

and humanistic education. 

Ill. Alternative Education and Related Movements 

The alternative education movement came at a time when all institutions in 
our country were being challenged. It focused on what adherents felt was 
the oppressive nature of schools. Influential in movement philosophy were 
Summerhill and the English primary schools. From the movement came free 
schools outside the existing system, and alternative schools and open class- 
rooms within. 

IV. Structural and Curricular Changes in the Schools 

The back-to-basics movement is a backlash against the “permissiveness of 
alternative education.” It stresses basic skills and places less emphasis on 
“nonessentials.” It gave rise to private schools, competency-based educa- 
tion, and other submovements, such as accountability. 

Accountability has meant many things, but it usually includes the fre- 
quent testing of student learning against specific and explicit standards of 
achievement set by states. Schools not achieving set standards of pupil 
achievement are required to develop plans for achieving them. 

Effective schools are concerned with how to help students achieve, and 
studies point out variables that schools should consider to raise levels of 
achievement. The idea here is that achievement is not just a classroom-level 
variable, but also a characteristic of schools, and that school-level attributes 
contribute independently to student achievement. 

Some movements have a lasting effect; others, thought to be cure-alls, 
fizzle. Some early forms of educational technology, for example, did not live 
up to expectations, but technologies are having a major impact on schools 
and the educational process. Vocational education and some structural 
changes—magnet schools and voucher systems—have had mixed success. 
Open education has left a permanent, if limited, mark. 

Societal movements are reflected in higher-education systems through 
curriculum and structural changes. Some institutions have produced alter- 
native educational models. 

Change related to educational movements has been reflected in pro- 
posed innovations, radical reforms, and other alternatives. Many concerns of 
individual groups are reflected in these changes. Predictions are that con- 
cerns for equal education will continue and that practical education will be a 
focus because of economic conditions. 

a 
Putting Sociology to Work 

1. Find out what alternatives in primary and secondary education exist in your 
community. 

2. Have any of the reforms mentioned in this chapter been tried in schools in your 
community? Are they still in use? What has been their success or failure record? 
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3. Design a hypothetical school at any level of the system of the type you would like 
to attend. Include features of systems discussed in this chapter and others you 
would like to add. 

4. Conduct an informal survey of parents in your neighborhood about their atti- 
tudes toward education for their children and toward alternative versus basic 
education. 

5. Spend some time observing in two local schools or classrooms that represent dif- 
ferent philosophies. 
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