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. Introduction

The economics of education predominantly regards the return to schooling, its opportunity cost,
and discount rates as the key variables determining students behavior.® Economists often append
socid interactions to their research, but rarely do they provide atheoretica framework for the nature of
the socid interaction. This paper culls the non-economic literature on education — by sociologigts,
anthropologists, reformers, and practitioners — to present atheory of sudent behavior that integrates
the sociologicd view of education with economic analyss. In this theory, the primary mativation of
children and adolescents comes from their self-image and the extent to which they integrate into their
school’ s socid environment: Children want to be successful children (Harris [1998]), and adolescents
want to “fit in” (Coleman [1961]). This paper reviews and interprets the non-economic literature and
trand ates the descriptions and consequences of these motivations into an economic framework.

A series of models gives focus to our review and characterization of the economic and
sociologicd literature. Our modeling of what we cdl, collectively, the “sociologicd” view of education
uses our previous work on identity (Akerlof and Kranton [2000] ), which advances anotion of utility
where an individud’ s identity, or sense of sdif, issdient. Anindividud gains utility when her actionsand
those of others enhance her self-image. Furthermore, saf-image, or identity, is associated with the
socid environment: People think of themsdaves and othersin terms of different social categories.
Examples of socid categoriesinclude racid and ethnic designations, and in the school context include,

for example, “jock” and “nerd.” Prescriptions give theideal, or stereotypica physicd atributes and

1 We review the economic literature below.



behavior, of people in each category. Individuasthen gain or lose utility insofar asthey belong to socid
categories with high or low socid status and their attributes and behavior match the ided of thelr
category.

We interpret sociologica thinking in education in terms of student identities, the social
categories to which students ascribe, and the prescriptions and ideals of those socid categories. This
vocabulary reflects fundamenta concepts in sociologica and anthropology, and thus brings together the
economics and the sociology of educetion into a single framework.

In this introduction we first give an overview of the sdient non-economic literature on education
and describe our interpretation of this literature. We then discuss, in our view, what may be missng
from the economic literature on education and why the incluson of these sociologicd variables could

make a difference to economic andyss.

A. Outline and Inter pretation of Non-Economic Literature

The discussion of the sociology of education opens with Coleman’s [1961] classc study of ten
[llinois High Schoalsin the late 1950s, Adolescent Society. Coleman pioneered the research on
students socia arrangementsin school.? From questioning students themsalves, Coleman found that
sudents quite literdly divide themsdvesinto socid categories, these categories are familiar to anyone
who has attended a U.S. high schoal: “nerds,” “jocks,” “leading crowd,” “burnouts,” etc. Associated

with each category isan ided, in terms of physicd attributes and behavior. Coleman aso found that

2 For antecedents, see Hollingshead [1949]; for studies that directly follow in the Coleman tradition, but with amore
ethnographic methodology, see, for example, Eckert [1989], Everhart [1983], and Foley [1990].
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these categories influenced students academic performance.

We offer an economist’s eye to student behavior in the context of these socia arrangements
and depict the work of Coleman and his successorsin amode of how identity affects the demand for
education. Students maximize utility by making two choices. They choose their socid category, and
they choose effort in school.®> When choosing categories, studentstry to fit in: They consider the match
between their own characteristics and the ided characteritics of “jocks,” “burnouts,” and “nerds.”
Effort is then influenced by category, snce sudents sdlf-images aso depend upon the match between
their own actions and the ided behavior of their categories. In thisway, sudents’ identities affect
academic achievement. Unlike a standard economic modd, effort in school is not determined just by a
trade-off between pecuniary costs and benefits. Costs and benefits a so depend on the school’ s social
setting. Ethnographies of high schools reved that socid divisons and students' identities can be a
dominant influence on achievement — as does the High School and Beyond data set, which was
developed with Coleman’sfindingsin mind.

We then consder historians', contemporary sociologists , anthropologists', and educators
descriptions of schools asingtitutions. Scholars and practitioners argue that schools not only impart
skills, schools dso impart an image of the characteristics and behavior of ided students. That is, schools

are socid ingtitutions, with socid gods* Scholars record how private and religious schools explicitly

3 We use the word “choice’ advisedly. Asin classic utility theory, we do not presume that individuals are conscious
of the reasons for their choices. See Akerlof and Kranton [2000] for discussion. “Effort” is our measure of demand
for schooling: it measures simultaneously the extensive margin of school input, which is years of schooling, aswell
as the probably more aspect of school demand, which is the intensity of commitment made to schooling by those
who are currently enrolled.

4 Thus Allan Bloom [1987, p.26] writes that “ Every educational system....wants to produce certain types of human
beings.”



promote a student idedl.®> They examine school rituals — pep rallies, home room announcements,
assemblies— and day-to-day interactions that revea the nature of thisided in both public and private
stings. In classrooms, hallways, and gymnasiums, teachers, adminigtrators, and coaches praise and
reward some students, while they disapprove and punish others. Furthermore, educators study how a
school’ s curriculum can privilege the history and literature of certain socia groups® In our model
interpreting this literature, al of these features and occasions define what we call aschool’ s social
category and itsideal student. Students with backgrounds similar to the school’ s category readily
identify with the school. Others, however, do not fit in o eadly.

We describe, in a sequence of models, possible interactions between students and schools
when schools are seen as socid indtitutions.  Sociologists consder these interactions important, but
economic research has yet to examine this setting. Our first modd captures historians' emphasis on
assmilation in American schools of the early 20" Century. In the mode, schools represent asingle
socid category, and students have two choices. They choose whether or not to adopt the school’s
socid category, and they choose their effort. The historians see these choices as particularly poignant
for sudents whose backgrounds conflict with the school’sided. The students are likely to resent the
implication, inherent in their schooling, that there is something wrong with their backgrounds, and by

extengon, that there is something wrong with themselves. To avoid alossin sdf-image, a Sudent

5 Bryk et al [1993, pp. 146-7], for example, describe the Statement of Philosophy of St. Ignatius School, which we
discuss below. Peshkin [1985] provides the description of the ideal student at a fundamentalist Christian school.

5 The history of U.S. public education is replete with debates over textbooks and curriculathat some view as biased
and ethnocentric. For ahistory of attemptsin the 1920s and 30s to make New Y ork City public school curriculamore
amenable to ethnic diversity, see Montalto [1982]. Glazer [1997] provides a history of contemporary debates over
textbooks and multicultural education, of which Banks [1999] is aleading proponent. Spencer and Swanson [2000]
discuss the negative psychological and motivational effects of ethnocentric curricula on minority students.
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rejects the school and consequently exerts low levels of effort.” Studies of schools aslate asthe 1990's
reved smilar problems among today’ s African- American sudents, Hispanic students, and other
minorities whose socid backgrounds are different from their schools' ideds.

The same theoretica framework captures educators' views of contemporary U.S. public
schools. Thisview, best exposited by Powell, et al. [1985], isthat the typicd U.S. high school is*
Shopping Mall High.” In the language of our framework, public schools today often fail to promote a
particular social category.® Instead, principals and teachers preach tolerance, and the schools allow
students awide choice of classes and curricula. Educators argue that while such schools are tolerant of
socid differences, they are dso tolerant of academic mediocrity. In the identity model interpretation of
this literature, school adminigrators face stark tradeoffs between promoting asingle ided or offering
sudents a choice. With choice, more students in a diverse population find ways to identify with the
school. The outcome is more “democratic”’ in that more students are engaged in the school, but some
students acquire lower sKills.

Thistheoretica framework alows an economic interpretation of school reform programs.
Educators argue that legd innovations and changesin socid attitudes in the 1960s and 1970s have

made it difficult for public schools to promote standards for students behavior.® In contragt, private

" Pediatricians (Bonny [2000]) have found that “ school connectedness,” the extent to which students identify with
their schools, is an indicator of safer behaviors and better health outcomes. School connectedness was a better
predictor than “family connectedness.” School connectedness is malleable and related to school activities and
characteristics. In this paper, we explore the various aspects of schooling that can affect school connectedness and
thereby academic achievement.

8 Powell, Farrar and Cohen [1985] describe the typical U.S. public high school as Shopping Mall High because of the
great deal of choice given to students and the failure of the schools to impose their values on student choice.

9 Wewill discuss the legal innovations below. For discussion of the social climate, see Grant [1988].
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school adminigtrators and teachers spend considerable resources to delineate prescriptions for sudent
behavior and ensure that students identify with the school and itsideals. Successful experimentsin
public school reform, such asthe Centra Park East Elementary and Secondary Schoolsin Harlem and
the Comer Schoolsin New Haven, have smilar strategies. We see these schools, in our economic
terminology, asinvesting in sudents salf-images and relationships with the school. The schools
reduce the initid socid differences among the students and creste a community, with an ided of
academic excdlencel® In the framework of an identity-mode of education, such school reform can be

described as rdaxing the congraints in the public schools againg investment in sudents' identities.

B. The Economics of Education: A Brief Summary

Much of economic research on education consders classic topics such as the dlocation of
resources, market structure, and school funding, and economists have recently begun to entertain
sociological influences on educational outcomes. Here we review the economic literature, with specid
attention to the influence of sociology on economic research and an assessment of what is still missng
from economic andyss.

Since Schultz [1960] and Becker [1964] introduced the concept of human capita, economists

1 Wynne and Ryan [1997], atextbook for educators, emphasizes the role of community in aschool. They claim that
“proper student conduct is enhanced by a code of conduct that not only prohibits wrongdoing, but also encourages
students to do things that immediately help others.” Their checklist for school principals of methods to promote
character shows concretely some of the ways in which school s can enhance a sense of community. These include
such items as academic team competitionsin or among schools (e.g., math or spelling bees), band or chair,
cheerleading, classroom or building clean-up, class monitors, messengers, hall guards, and office assistants,

crossing guards and patrol duty, community service, dramatic presentations, fund-raising, clubs, sports, school
newspaper, peer tutoring, well-organized academic group projects, library aides, athletic or sportsmanship awards,
certificates, mention in school newspaper, mention in newsletter to parents, mention over P.A. system, mention on
report card, note home to parents, pep rally, posting name or photo, gold star or sticker, and special jackets or
garments (pp. Xxiii-xxiv).



have been concerned with the alocation of resources devoted to education and the return to education.
A large body of empirica work has examined the impact of resources on education outcomes.
Prominent recent examples include Card and Krueger [1992a, 1992b], Betts[1995], Ferguson
[1998b], Hanushek [1996], Hoxby (forthcoming), Krueger and Whitmore [1999]. These studies have
varioudy viewed resources in terms of school expenditures, teacher-student ratios, and teacher qudity,
and the returns to education in terms of earnings, aswdl as other intermediate measures such as
enhanced test scores, continuation rates, and rates of college application. Aswe will discuss further in
the conclusion, the sociologicd literature, in contragt, is remarkably silent on the return to resources
devoted to education. The framework we develop suggests a synthesis of the sociologicd and
economic viewpoints, where the sociology provides insghts into how resources can be effectively
deployed.

The delivery of education services and market structureis a second classic question in the
economics of education. In Free to Choose, Friedman and Friedman [1980] propose privatization
and school vouchers as an antidote to the agency problems inherent in governmenta monopoly schools.
Economigts have snce congdered both theoreticaly and empiricaly the implications of market structure
on educationd atanment. Empirica studies have measured the rel ative effectiveness of public and
private schools (e.g. Evans and Schwab [1995]) and asked whether competition increases school
quaity (e.g. Hoxby [1996]). On the theoretica side, Manski [1992] and Epple and Romano [1998]
build modds of private and public schools and ask how voucher palicies affect the set of students that
attend each type of school. The latter paper considers peer group effects in educationd attainment;

private schools offer felowships to high qudity students because they enhance the learning of other



sudents. Of course, peer group effects are a prominent topic in sociology and are now awell-
researched area within economics!! However, as we have dready noted and will discuss extensively
below, the sociologicd literature indicates that difference in private and public schools goes beyond
peer group effects and the sdection (or saf-sdection) of sudents. Private schools pursue different
socid gods and have greater freedom to invest in the identity of their Sudents.

Following Tiebout [1956], school funding is athird topic that has occupied economic
researchers. Benabou [1993] and Fernandez and Rogerson [1996], for example, offer theoretica
Sudies of community formation and itsimpact on school funding. Recently, economists have
consdered the impact on funding of akey sociologicd variable: ethnic homogeneity. Goldin and Katz
[1997] find that ethnically homogeneous communities led the “high-school movement” in the early 20th
Century United States. More homogeneous communities had higher school funding and grester high
school attendance. Alesing, Bagir, and Eagterly [1999] show the continued positive impact of
homogeneity on schoal funding in the United States, and Migud [2000] has shown that tribaly-diverse
schoal didrictsin Kenya have lower levels of funding. Miguel dso provides atheoreticadl modd in
which heterogeneity reduces school qudity, and therefore lowers the return to funding. The sociological
literature we interpret in this paper gives awindow on more basic, microeconomic effects of ethnicity
on the supply and demand for education. The mativation of sudents themselves may derive from their

ethnic background and the match between themsalves and schools. Schools as ingtitutions may

11 A body of work in economics considers schools and peer group effects on educational outcomes (e.g., Hanushek
[1971], Summers and Wolfe [1977], Evanset. al. [1992], Gaviriaand Rafael [1997], Levine and Painter [2000], and
Sacerdote [2000]). These authors and others attempt to disentangle the impact of peer behavior on a student’s
achievement from other student and school characteristics, where the peer group is often defined at the school level.
The modeling below paper emphasizes the social characteristics that lead students to choose different peer groups
within a school, and how school policies affect this choice.



themselves promote a particular socid category and ided student; they may aso adjust their policiesto
accommodate an ethnically diverse student population.

Other papers in economics have conddered less traditiona questions in education, such as
ideology imparted by schooling. Bowles and Gintis [1976] argue that the U.S. educationd system was
designed to produce compliant workers. Kremer and Sarychev [2000] build a political economy
modd where schoals inculcate their sudents with anideology. In a democracy, the populace may vote
for a public school system (and againgt school choice), in order to promote ideologica homogeneity.

Bishop's[1998] paper on students' socia norms perhaps comes closest in spirit to the
sociology and modeding we present below. Hiswork, like ours, focuses on individua student
motivation in the school’ s socia context. He asks why norms favor ahletic over academic
performance. He argues that academic success rewards only the individua, while athletic success
rewards students in the school asawhole. Hence, students would cooperate in learning, rather than
harass those who achieve, if academic rewards depended on outside testing and competition. The
sociology we discuss below, and our modeling of it, paints a more microeconomic picture of student
motivation, as derived from students’ identities. We examine how socid categories, and the
precriptions for those categories, affect academic achievement, as well as how schools can influence
Students' choices.

While economists have begun to examine many substantive areas of the sociology of education,
our reading of the literature indicates that two related themes have thus far e uded economic andlyss.
Firg isasociologica view of the student as the primary decison maker. Second is the conception of

the school asasocid inditution. The modeling below attempits to integrate both these sociologica



viewpoints into the economics of education. In thistheoreticd framework, the concepts of identity and
socid category are centra to the demand and supply of education. Students' identity, and hence their
preferences for educationa attainment, depend upon their respective socia categories. Schools are
socid inditutions where curricula and the other regimens of school life are not necessarily socidly
neutrd. Rather, sudents may more or lessidentify with their school and its explicit or implicit socid
gods.

This framework should enhance the economic andysis of sudents and schools and open the
door to new research questions. The sociology we capture below provides micro foundations to the
sociologicd effects that economists have examined, including peer effects, religious/public school
differences, and impacts of ethnicity on funding. By emphasizing amicro modd of student motivation
and schools, we hope that economic research will be less subject to atypicd critique from sociologists
— that the research is a-higtorical, asif time and place do not matter.  Without a theoretica framework
that mirrors these sociologica dements, economic andys's produces only partid answersto key
questions. For example, the question is not whether additiond resources are effective in the schooling
process, but when these resources will be effective, and, if so, why? The theoretica models below
give both aframework and a tentative answer to this question. In that framework the effectiveness of
resourcesin skill acquisition will depend upon interaction between the resources used and student
formation of academic identity. In the presence of postive interaction of this sort, even students from

the most disadvantaged backgrounds can accomplish miracles.

[1. Identity and the Demand for Education
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We begin by positing amodd of student preferences where self-image, or identity, is saient.
Our previous paper (Akerlof and Kranton [2000]) provides agenera mode of utility with identity asa
key component. Much of the research in socia psychology thet is the basis for this model was
conducted with school-age children as subjects, thus making it gppropriate to adapt this mode to the
field of education. We describe our adaptation of the generd mode dong with abrief summary of the
generd research in socid psychology on group identification. We shdl then show how that model can
be gpplied directly as atheoretica summary of the sociology of high schoal life presented by Coleman

and hisfollowers.

A. A Student Utility Function

We congtruct amodel of a sudent’ s utility where identity, or sdf-image, issdient. Asina
gtandard mode of education, a student’ s utility will depend on her effort in school and the pecuniary
returnsto thiseffort. Let @ beindividud i’s effort in schoal, and et k(e) be i’ s skills, or human
capita.*? Typicaly, the pecuniary benefits of g are the returns to skillsin the labor market. Pecuniary
cogtsincludei’ s forgone leisure or cost of effort.® A standard utility function would posit i’s utility isa
function of income and effort: U, = U;(wik(e), &), where w is the wage rate per unit of skill.

We now add identity to this utility function. Asin Akerlof and Kranton [2000], we begin with a

st of socid categories C. Again, these categories may include racid and ethnic designations, gender,

12 0ur concept of “effort” summarizes the student’ s input into education. It is thus a composite of both the length of
time spent in school and also the student’ s effort while there.

13 Other costs include foregone wages and direct expenditures on education such as books and tuition.
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and in the school context include, for example, “jocks’” and “nerds.” Prescriptions P give the ided
characteristics and behavior for each category. Anindividud i is assigned to a category, and we
denote this assignment ¢,.** i’s sdlf-image, I;, depends on the match between her behavior and
characteristics with the idedls for her category. Student i’ s utility isthenU; = U,(we, €, I;), where
l,=1(e, c; ,i, P)and ,; arei’scharacterigtics.

Thismode describes, in generd terms, behavior that has been reveded by socid psychology
experiments. These experiments demonstrate how actions are influenced by (assigned) socid
categories and prescriptions for behavior. Subjects in many of these experiments have been school-age
children. The Robbers Cave experiment on the formation of group identity isone classcillugration. In
this experiment, two groups of randomly selected eleven-year-old boys were taken to apark in
Oklahoma, where they kept gpart for aweek. During this week, they developed relationships and a
sense of belonging to their group. When they met for a tournament in the second week, the e even-year
old equivaent of war broke out, with name-calling, stereotyping, and fighting.*> Minimd group
experiments show that competition is not necessary for category assgnments to affect behavior. These
experiments, with both children and adults, show that subjects are more likely to give rewards to those
assigned the same labe than to others, even when the assgnment is random, recipients are anonymous,

and there is no impact on own payoffs®

14 In amore general framework, i could also assign others to social categories.
15 For description and discussion of this experiment, see Brown [1986].

18 For description and discussion of minimal group experiments and children subjects, see Brown [1986] and Tajfel
and Turner [1979, p.13-15].
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The behavior of school-age children outside of experiments dso reveds an gppreciation of
socid categories. Children are aware of gender categories, and beyond the ages of five or six, they
sdlf-segregate into groups of boys and girls’ Even very young children may have some understanding
of the socid categories and prescriptions for “blacks’ and “whites” Delpit [1995, p.48] tells of the
new black first-grader who asked her black teacher why she was speaking in a different voice, avoice
blacks use when interacting with the white world: * ‘ Teacher, how come you talkin' like awhite

person? You takin' jug, like my mommatak when she get on the phone.’ 8

B. High School: Jocks, Nerds, and Burnouts

Here we adapt the preceding utility model to capture the behavior of high school students
described in Coleman [1961] and numerous later studiesincluding Everhart [1983], Eckert [1989)],
Foley [1990]. Thismode provides a prototype for sudents' preferences, and we use it throughout the
paper. The sociologica studies al confirm that high school studentsin the United States create thelr
own socid divisons. High school studentstry to “fit in” to various socid categories, such as “jock,”
“burnout,” and “nerd.” Coleman’s[1961] Adolescent Society established the relationship between
such socid categories and school behavior. Hiswork followed Hollingshead' s EImtown’ s Youth

[1949] , which found a strong correlation between students' class background and their behavior in

17" For an excellent survey of the research on group distinctions and social categories, see Wetherell [1996, p. 219-
227].

18 Students also understand ethnic socia categories, and may behave accordingly. In arecent survey of high school
studentsin Miami and San Diego, Rumbaut [2000] finds that grade point average varied according to students’
ethnic self-identification (Hispanic, Vietnamese, etc.) controlling for parents' socioeconomic status. He also found
that the more students identified as being American, the lower was academic achievement.
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school. Coleman derived students' social categories from survey questions such as “Would you say
that you are a part of the leading crowd?’ and prescriptions from questions such as “ Among the crowd
you go around with, which of the things below are important [...]: be a good dancer, have sharp
clothes, have agood reputation, stir up alittle excitement, have money, smoking, being up on cars,
know what’ s going on in the world of popular singers and movie stars.”*® 2

These categories and prescriptions for the “leading crowd” were associated with sudents' self-
images and academic performance. Students in the leading crowd gppeared to have an enhanced sdif-
image; they were only haf aslikely “to want to be someone dsg”’ as other sudents?* Their sdif-
categorization seems to have affected their behavior. In schools where academic performance was not
acriterion for being in the leading crowd, high 1Q students reduced their performance: The best
students were less likely to be those with the highest 1Q.22

Many ethnographies have followed Adolescent Society in describing how high school socid
settings affect behavior. Eckert’'s[1989] study of the “jocks’ and “burnouts’ in a high school on the

outskirts of Detroit, for example, shows that students see themsalves in terms of these socid categories

19 See Coleman [1961, Boys Fall Questionnaire, p. 3]. Another example: “Now rank the following four itemsin terms
of their importance to you: groups and activities outside school, activities associated with school, having a good
time, agood reputation.” [Boys' Fall Questionnaire, p. 2].

2 Coleman’s categories were derived from answers to questionnaires; thus there remains some question as to the
extent to which his social categories were imposed by the researcher; but later ethnographic studies of high schools
show clearly Coleman’s categories correspond to students' own classifications.

2L Coleman [1961, p.225].

2 A similar finding obtained when comparing boys and girls. Girls, for whom outstanding achievement was less
socially valued than for boys, also had lower variation in grades. Thisfinding suggests that, like a girl we know who
cried after winning a math prize, the girlsin Coleman’s survey reduced their academic achievement. Nor does the
composition of SES for the different schools offer an explanation — since the importance of scholarship for
membership in the leading crowd does not vary systematically with school SES.
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and behave accordingly. She reports jocks and burnouts as behaving differently: in *clothing, territory,
substance use, language, demeanor, academic behavior, and activities”?® Each of these behaviors
sgnifies difference and opposition between the two groups. Jocks wear pastels, burnouts wear dark
colors. Burnouts smoke, jocks abstain. Jocks hang out around the lockers and avoid the courtyard,
burnouts hang out in the courtyard and avoid the lockers. 2 More generally, jocks accept the school’s
authority; burnouts rgject it.

A modd where students divide themselves into three socid categories bridges the gap between
these sociologica descriptions of behavior and the economic theory of education. In this model
students divide themsalves into: members of the “leading crowd,” “nerds,” and “burnouts,” the addition
of nerds corresponding to the groupings found by Cohen [1979] in afactor andysis of Sudent traits.
Students aso choose effort, where preferences for effort are influenced by category.

Congder a population of students normalized to Size one. Each student has two characterigtics.
Thefird is an exogenoudy given ahility, n;, that is a complement to effort in school in the production of
ills. The second is physical appearance, or “looks,” |;. Looks and ability are both independently and
uniformly distributed on [0,1]. A student’s marketable skills depends on effort e and ability n;,
ki = ki(n;,&); in addition there is a pecuniary cost of effort: 24(e)>.

Asfor identity payoffs, prescriptions give the ided characteristics for each socid category

L,“leading crowd,” N, “nerds,” and B, “burnouts” Theided L haslooks| = 1; theidea N has ability

2 Eckert [1989, p. 69].

24 See Eckert [1989, p.50, p. 51 ff, p. 58 and p. 53].
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n = 1; and the burnouts do not have anided.® Prescriptions dso dictate ided effort levels, with e(N) >
eL) > e(B). A student’s sdf-image depends on her own category, ¢;, and the extent to which her own
attributes and behavior correspond to her category’sideds. A student for whom ¢; = L earnsidentity
payoffsl, 1 t(1 ! I,), wheret isapostive parameter scaing the identity loss from i’ s distance from her
ided. A student who seeshersdf asan N, earns|y ! t(1 ! n).

The parameter t is criticd to this and subsequent models. It measures how difficult it isfor
sudents with different ascriptive characteristics to identify with others. That is, the trandation of
ascriptive characteristics into socid differencesis proportiond tot. The ethnographies would suggest
that 1, > Iy >Ig S0 that Sudentsin the leading crowd have a more rewarding self-image than the nerds
or burnouts. For convenience of expogtion, theinitia self-image of burnoutsis normalized to zero,
lg = 0. Asfor behavior, astudent will lose utility %4(e ! &(c))? for deviations from the prescribed
effort for her respective category, G..

The preceding description yields a utility function for astudent i who is, respectively, L, N, or

B, &s
ULy = p[w-kt- %a,’] * (1- )IJL-t(l-l') - %[.‘-,(1,»!]
() 00D = gk~ 3e2]+ QoA - o - a0

U@ = pw-k - %lf] + (l-p)[ - %“r' i(B»’]

where 0 # p #1denotes the weight on the pecuniary costs and benefits of effort.

3 |t is straightforward to model endogenousideals. E.g., suppose the ideal is the average of members of the group.
The equilibrium ideal then emerges from students’ decisions to join different groups. Similar results concerning
effort in school obtain.
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To maximize utility, a student chooses a category aswell as effort in school. The specid case
where p = 0 describes behavior when students care only about their current social Stuation. Such a
low vadue of p has been suggested by ethnographers. In the West Texas High School described by
Foley [1990, p. 101]: “Most students came to school for extracurricular activities and the socid scene.”
For dl but afew “brains’ academics was aside show. Inthe modd, a student chooses her category to
baance socid gatus with “fitting in.” For example, a student with sufficiently low | will rgject the
leading crowd. Sheloses|, but no longer suffersthe identity losst(1! I;). Studentswhosen isless
than (1 ! Iy /t) and whosel isdsolessthan (1 ! 1, /t) choose to be burnouts — they are unable to
obtain positive utility either as anerd or as amember of the leading crowd. For p = 0, each student i
will choose an effort level that corresponds to the ideal for her chosen category c;; that is, € = (c)).

This analyss then yields a contrast between the outcomes of the purely economic mode with
the outcomes of the purely sociologicad modd. 1n the purely economic modd, when p = 1, tota skill
acquigtionisamply w/2, corresponding to the mean ability n of the population. Here, in the purely
sociologica modd, where p = 0, and identity isthe only determinant of the input of student effort, skill

acquistionis

@ A-Iyty Q-Ljt) oB) + (A1) (-Ijty + Vol )] e + [ Je - Yl e o(l).

In this case kill acquigition is not determined by the wage, but by the socid parameters that embody

sudents desirestofitin: Iy, I, , &B), &N), L), and t.?® For I, > |, thereisagroup of sudentswith

% For intermediate values of p, of course, skill acquisition will depend on both the pecuniary returns to education
and the socia structure of the school.
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high n but dso high | who are in the leading crowd despite high levels of academic ability. These high
ability sudents, just asin Coleman’s schools, reduce their performance below their high ability peers.

In (2), skill acquisition is not responsive to changesin the wage, but is responsive to the degree
of socid difference, t, inaschool. When t ishigh, sudentswith high | and n are socidly different from
thosewith low | and n. It isharder tofit in as part of the leading crowd or asanerd. SKill acquigtion is
low, since few students identify with these groups, becoming burnouts and exerting lower effort. On the
other hand, when t = 0, dl sudents are in the leading crowd, and sill attainment ise(L).

Aswe will seefurther below, the preceding modd dlows comparative tatic assessment of the
effects of schoal paliciesthat affect school socia categories and their prescriptions. School palicies
that change any of the socid parameters of the modd will dmost always have an effect on educationd
outcomes aslong as p ishot equd to one. For example, let us modify the mode dightly to demongtrate
the effect of school athletic programs, perhaps the most pervasive U.S. school palicy that affects
students socid arrangements. Foley’s[1990] West Texas schoal, for example, accorded specid
importance to football, and footbal players were among the most popular sudentsin school. Let each
student have an athletic ability a, which isindependently and uniformly distributed on [0,1].2” Theided
for an athleteisa = 1, and athletes are members of the leading crowd (earning identity payoffs
I, 1 t(11a), and suffering ¥4e 1 e(L))? for deviations from the ided effort e(L)). With the additional
choice of “athlete” some students with high academic ability, n, but with high &, join the leading crowd.

Studentswith low | and n but with high a, dso chooseto be athletes. That is, athletics dlows an entree

2" Hollingshead [1975] found that athletic participation was positively correlated with social class. See aso Coleman
[1961].
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into the leading crowd for those who would otherwise be burnouts. Athletics dso turns some nerds into
“jocks,” aswell as some burnoutsinto jocks. The effect on average skills may be either positive or
negative, but unnambiguoudy, there are fewer sudents in the two extreme categories. In thisway,
school athletic programs “democratize’ kill acquidition. This outcome corresponds to the description
of Foley’'s school, where working class Mexican-Americans found their way into the leading crowd by
excelling a footbal. The Mexican-Americans players were mosily from “low white collar” (54%) or
“blue collar” families (20%), but they were much more likely than their peersto pursue a college
education and to end up in middle class jobs?®

The rest of this review examines the sociological andyss of US school reform. We shdl see
that thisinvolves far degper dterations to the modd than the smple change of one of the parameters or
the ample introduction of athletics. Before turning to thisandyss, we shdl first describe just a bit

further the relation between Adolescent Society and the further empirica study of U.S. schools.

C. High School and Beyond

Coleman’s endeavor of describing the socia categories whereby students describe themselves
branched out in two ways. The empiricad methodology in Adolescent Behavior was based on
questionnaires. Ethnographers took this work in one direction: As participant-observersin schools,
their observations give detalls not possible with questionnaires. On the other hand, such methodology

auffers both because of amal sample Size and sample selection bias. An dternative follow-up to

2 See Foley [1990, p. 138 and Tables 2 and 4, pp. 232, 233]
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Coleman’swork was the cregtion of anational sample. Such a sample, which reveals Coleman’s
influence in many of its questions, is the High School and Beyond Surveys.

Even rudimentary tabulations of the data from these surveys show Coleman’s categories writ
large. Such tabulations demondrate thet thereisa datistical basisfor his claim that sudents in different
socid categorizations have different opinions of themsalves and different behaviors. Thus, for example,
nerds, athletes, and members of the leading crowd have higher self-images than burnouts. Table 1
categorizes students who reported taking advanced English or math classes as“nerds;” students on
gportsteams as “ athletes;” those who responded “yes’ to “are you a member of the leading crowd in
your school?” asin the “leading crowd,” and those who reported disciplinary problems as “burnouts.”
The nerds, athletes, and members of the leading crowd appear to have better opinions of themsalves
than students outside these respective categories. They were more likely to agree strongly with the
datement “| take a posgitive attitude of myself;” lesslikely to be “depressed or unhappy alot” in the past
few weeks, and less likdly to agree with the statement “1 think | am no good at dl.” Burnouts show the
exact opposite pattern.

Smilarly, asin the modd, athletes, nerds, and members of the leading crowd show more
positive attitudes toward school than students outside their respective category. Table 1 shows that
they were consderably less likely to view school discipline as poor; lesslikely to have been bored alot;
more likely to be disgppointed if they do not graduate from college; and more likdly to like working
hard in school. Burnout attitudes had the opposite pattern. These observations are consstent with the
premise of our model that athletes, nerds, and the leading crowd al identify with school; burnouts reject

it. In Table 2 we see that burnouts are less likely to be from the top quintile of SES and considerably
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more likely to be from the bottom quintile than non-burnouts, and exactly the opposite pattern describes
the SES of athletes, nerds, and members of the leading crowd. Coleman’s leading assumptions, which
are the leading assumptions of our summary mode, appear to have a atigtica presencein the High

School and Beyond sample.

I11. The School as an Institution

To sociologists, schools are indtitutions that not only impart skills, but aso impart an image of
the characteristics and behavior of ided students. Here we discuss this second aspect of the
sociologica gpproach to education that we emphasizein this paper, and use our modeling above to
build amodel of such aschoal. In this gpproach students socid categories delineate whether a student
accepts or rejects the school itsalf. We have dready seen Eckert’s description that a primary divison
between jocks and burnoutsiis that jocks accept the school as an indtitution and participate in its
activities, while the burnouts rgject the school.

Why would students adopt a category whose primary feature is rgjection of their school? The
sociology of schooling emphasizes the systematic socid differences between students and schools as
reasons for such rgection. Histories of urban education, for example, emphasize the clash between the
Americanizing schools of the early Twentieth Century and their immigrant sudents. According to these
histories, sudents were not just taught reading, writing, and arithmetic. In schoal, they were dso

corrected in other details of comportment, including what to wear and how to spesk.® The teachers

2 According to Tyack’s [1974, p. 234] history, turn-of-the-century public schools demanded “total assimilation ...
[and] creat[ed] a sense of shame at being ‘foreign.”” See also Hampel [1986].
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believed they were hel ping the students learn what they needed to be economically successful. The
skills were socidly neutral —just logic and reason.® But that is not how it seemed to dl students. One
protagonist, quoted prominently by Hampel [1986], relates that his loving English teacher disgpproved
of his clothing and manners and saw him asa“filthy little sum child.” This episode shows the culture
clash emphasized by education historians, that even the most caring teachers can unknowingly offend
their students and convey that they are inferior.

In our modeling below, schools face a tradeoff that captures the historical and ethnographic
accounts of schooling in the U.S. These accounts, and our model, see the school as having a choice
between promoting a student ided closer to economicaly useful culturd norms and skills, and student
ideals that are closer to the students' socid backgrounds. It may seem strange to an economist that
such atradeoff exists. But sociologists accounts reved that skills, and certainly norms of dress and
comportment, are not socidly neutral. Even such skills as spesking English and mathematics are
associated with particular socia categories, and a curriculum can privilege certain socid groups. Inthis
case, the promotion of certain skills and prescriptions for behavior can dienate students from different
socia backgrounds.

Before proceading, let us emphasize that reection of school has implications for behavior and

academic achievement. Willis [1977] classc day-to-day account of working class British adolescents

%0 Bloom [1987, p. 27] characterizes the social category whence immigrant students were being rescued as that of the
“traditional communities where myth and passion as well as severe discipline, authority, and the extended family
produced an ingtinctive unqualified, even fanatic patriotism.” He contrasts this with the ideal of the schools: “the
rational and industrious man, who was honest, respected the laws, and was dedicated to the family....Above all he
was to know the rights doctrine; the Constitution, which embodied it; and American history, which presented and
celebrated the founding of a nation ‘ conceived in liberty and dedicated in the proposition that all men are created
equal.”” For the purposes of this paper it does not matter whether Bloom has given the correct interpretation of the
contrasts; all that mattersis that the protagonists believed in these differences.
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illugtrates this problem. To Willis, the schoal itsdlf, as an inditution, embodies a set of prescriptions,
derived from teachers who vaue order and discipline, as well as the adminigtration that sponsors
programs to “reform” working-class youth. Willis account shows students powerful reactions to such
school messages. He follows agroup of students who cal themsdves “the lads,” who resist schooling
and end up, like their parents, in working classjobs. The lads rgect their school’s middle-classidedl.
They define themselvesin oppostion to the schoal, to its saff, and to the “ear ‘oles,” their classmates
who passvey listen and obey.

The lads oppostion to the school can be found in dmost every interaction with school
authorities. They bresk schoal rules, by drinking, smoking, disrupting class, and, especidly, by
generating a“laff” (practical joke). Their clothes suggest sexua maturity, just as their smoking and
drinking indicate their rgection of school rules meant for children. Just prior to graduation, the lads got
drunk at a pub at lunch time and returned to school to see the reaction of the school authorities.
Teacherswere surprised at the lads' lunch-time spree because they could have waited until the evening
and not logt their chance to graduate with their class. But the teachers missed the point; they missed the
symbolism of the lads’ last act of defiance.

Following other ethnographies, the lads behave like “burnouts’ everywhere. Foley [1990]
relates a smilar West Texas example of resstant behavior by Mexican-American mae high school
students.3!  Foley relates hitching aride with some “vatos” to an away footbal game. Asthe boys

light up joints on the way, they plan to chase thelocd girls and provoke afight with the local males,

31 For Mexican Americans, see also Valenzuela[1999]. Fordham [1996] provides a study of African-American
students.
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thereby using a “respectable event to be disrespectful, rebellious and cool.”** Jusgt asthe lads use their
school’ s prescriptions againgt acohol and smoking as the context for their displays, the vatos use their
school’ s preoccupation with football as the backdrop for their resistance.

Willisand Foley seeit as no coincidence that the lads and the vatos, respectively, come from
working-classfamilies. To them, the schools areinaulting. Foley rdates that the only vato who had
made it into the middle class™ reflected, ten years later, on his high school experience. The key
features of the models that follow — the anger at teachers and school and the corresponding socia
divisons, with some students accepting the school and others rgjecting it — reflect these attitudes:

We were redlly angry about the way the teacherstreated us. They looked down on us and

never redly tried to help us. A lot of uswere red smart kids, but we never figured that the

school was going to do anything for us....We were the violent macho types, | guess. They'd

[the teachers] manipulate the nerds into school and books. There was ared separation

between us and the nerds and the jocks.3*

A sequence of three mode s will capture the historical development of U.S. schools in the 20"
Century. Over thelast century, historians and education reformerstell us U.S. public schools have
changed. They have gone from unabashedly promoting a single socid ided to promoting no idedl.
Today’ s schools are ecumenica, operating in an environment where students and parents have more
rightsand say. There are numerous proposals for reform of this educationa system.. The first mode
captures historians' depiction of the initial period, in the early 20" Century: schools have asingle ided,

which students may accept or rgject. The second mode conforms to the sociologica picture of

%2 Foley [1990, p.58].
% Foley [1990, p. 140].

% Foley [1990, p. 139].
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contemporary public education: schools adjust to their diverse student bodies by alowing sudents to
choose among different ideals within the same school. The third modd captures the nature of reform
programs. schools reduce the socid difference between students and their schools; students then
identify with these schools, which promote high academic achievemen.

In our review, rules and disciplinary processes will appear prominently as evidence of the
ideals and prescriptions of their respective schools. Sociologists view such observations as especidly
reveding. In hisstudy of the Puritans, Erikson [1966] observed that rules and disciplinary proceedings
delineste the boundaries of acommunity. Punishment is an occasion to draw the line between
acceptable and unacceptable behavior. Accordingly, those who willingly disobeyed the rules are not
full members of the community. In the school context, we have dready seen how the lads and the

vatos used disobedience of school rules to demongtrate their rgjection of the school and itsideals.

A. A Model of a School with a Sngle Ideal

A modd with asingleided reflects historians view of late 19" and early 20" Century U.S.
public schooling. Associated with the school isasocid category, which welabd S The school’s
prescriptions give the ided characteritic and behavior of a student in this category. Suppose students
characteristics ,;, such as class, ethnicity, or other socid attributes, are uniformly distributed on

[m ¥ F/2, m+ F/2], where misthe mean and F represents the diversity of the student population.®

% Students' characteristics , , in general, can include avariety of traits. Some will be correlated with afamily’s
socioeconomic status, race, and ethnicity. Otherswill be purely idiosyncratic. Most economic models consider
idiosyncratic traits as tastes, randomly distributed in the population. In our setting, these traits reflect a student’s
social background. We consider how these socially defined traits affect effort in school. 1diosyncratic components
would explain the differences in outcomes within social groups. For instance, there are “burnouts’ even at all white
middle- and upper-class schools. A poignant fictional example, J.D. Salinger’s Holden Caulfield, speaks in the voice
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LetsO[m ! F/2, m+ F/2] denotetheidea characteristicsof S, and let &(S) > 0 denote the ideal
effort levd. Wecdl sthe school’sided.

Asin the modd of the previous section, a student’ s self-image depends on her category and the
extent to which her own attributes and behavior maich the ideals for her category. A student i who
identifies with the school category, S earnsig ! t(s ! ,)) for ,, #sand earnsigfor ,; >s. The
parameter t again measures the extent to which students with different characteristics are socidly
different from the school’s category. A student suffers an identity loss¥4e ! &(S))? for diverging from
theided effort levd &(S). A student i who does not identify with the school, a* (B)urnout,” earns
identity payoffsd, I where 0 # d, #1isthelevd of student i’ s disruption in the school. Thisdisruption
expresses an dternative identity, as seen in the behavior of the lads and the vatos. A B will dso lose
utility of 74e ! e(B))? for deviating from the prescribed effort level &(B), which we normdize to zero.

We assume that the school idedl, s, affects marketable skills. In particular, the greeter is's, the
more marketable skills a sudent obtains for agiven effort leve. This assumption reflects associations
between certain socid categories and the curriculum, behaviora prescriptions, and other aspects of
economic success. Let the production function for skillstaketheform k; = sg (1 ! d)), where kills are
increesngin sand g but decreasing in disruption d,. With these assumptions, an Sand a B have utility,

respectively,

of aburnout.
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0,® = P[“'i(l ~dy - %‘12] * G'Pb["t"lx } %('l_ ‘('B»’]‘

As previoudy, the specid case p = 0 isthe pure sociologica modd. In this case, any student
who does not identify with the school will choosed; = 1. The number of burnouts is determined by the
position of the school, s, relative to the ditribution of the students, and the relative gain of identifying

withschool | /15 1. Let $ denote the fraction of burnouts. We have

1 s-m-It
4 P=3+—

and mean kill acquistion, denoted as K, of

©®) .E-;-,(g.(%_l'm-l’/t)

For s aufficiently above the median student, K declinesin s even though higher s contributes directly to
skill acquidtion. As s increases, more students rgject the school, reducing the tota skill level. The
parameter t iscritical. The greater ist, the greater the socid differences between the students and the

school. For agiven s, ast increases, more students rgject the school and skills decline.

B. Hamilton High to Shopping Mall High
The modeling above captures events at “Hamilton High,” events which sociologists believe

reflect generd trendsin U. S. education. The World We Created at Hamilton High by Gerdd Grant
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[1988] gives a detailed account of an up-state New Y ork high school from the 1950s to the 1980s.
This history relates agreat ded of discord — even the closure of the school for some period of time. It
a0 tells of the heding process whereby gradudly the school came back together as a place of learning.
To an economist Hamilton High seemsto be only a curious story: it does not fit into economists
categories. There is massve change in educationa outcomes, but no change in resources. Shiftsin
parameters of the previous model, however, easily capture Grant’s history of the school. A review of
this higtory illugtrates the difference between the economic and sociological models of education.

In the 1950s and early 1960s, Hamilton High' s student popul ation was homogeneous (F was
andl) anditsided, s, wasin the center of the population of white middle-class sudents. Students
actively participated in the schoal activities, in the newspaper, Greek |etter fraternities and sororities, the
girls dub, and the a capella chorus, etc.. The school’s prescriptions were clear. The principa had
few doubts that hisjob was to “enforce middle-class standards of courtesy and respect, emphasize a
college preparatory curriculum and put winning teams on the Hamilton field.”%

Grant then relates what happened after a sgnificant number of poor black sudents entered the
school in the late 1960s under orders of forced integration. In terms of our mode, the diversity, F, of
the students rose; most of the new students' characteristics were considerably below the school’ sided
s. Themodd predicts exactly what happened: that the number of burnouts and the disruption in the
school would increase. In Hamilton High the new students reacted amost immediately to rejection by

the white students and the faculty.®” Day-to-day, there were clashes, arising from what black students

% Grant [1988, p.241].

87 For changesin F holding constant the upper bound m + F/2 , the number of burnouts, $, isincreasingin F.
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and their parents saw as racism and unfair gpplication of school rules. The following interaction was a
typica classroom exchange:
Teacher (to black sudent): Please st down and stop talking.
Sudent: | was only seeing if | could borrow apencil and a piece of paper for that quiz you
were taking about.
Teacher: You know you're supposed to bein your sedt.
Student: But you will give me azeroif | don't have aquiz paper.
Teacher (dightly exasperated): Sit down. Y ou' re supposed to bring those things to class or
borrow them before class.

Sudent (voice risng): Why you picking on me? Y ou don't pick on white kids who borrow a
piece of paper.*®

Anger rose to the point that riots closed the school. Theriots began as the aftermath of a fraternity
party behind the school where white students told a group of blacks to “get out of our school.” The
next Monday, some of the new students tore up the school cafeteria. A chemistry teacher summarized
sudents fedings.
The black students were responding to the way they were being trested. Y ou know, it'slike
these white teachers don't redlly care anything about me...Heisn't teaching me anything. You
know, it's a handout sheet every day or it'safilm everyday. The teacher may be making racist
remarks overt or subtle...*.
The principa of the school looking back at the period said: “[the school] gave them the message that
‘some people did not belong.’”*°

Asthe gory of Hamilton High continues, we see the school adjusting to its diverse sudent

body. Gradudly, the school of Greek-letter clubs and a capella choruses faded away. A new school

%8 Grant [1988, p.36].
% Grant [1988, p. 35].

40 Grant [1988, p. 39].
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emerged, whose defining features were tolerance and students' rightsto choice.** A dightly revised
model below captures this new Hamilton High, which is smilar to what has been e sawhere described
asthetypicd contemporary U.S. high school, Shopping Mall High [Powell, et. d. (1985)].

In Hamilton High, asin other schools throughout the country, studentsin the 1970s were
granted greater rights. Gone were the days of unquestioned in loco parentis and a consensus on the
school’sideds*? At Hamilton High, new rules essentially diminated teachers authority to enforce
academic and other behaviord standards. Arbitration guidelines, adopted in 1972, allowed students to
initiate grievance procedures “when the behavior of any staff member willfully imposes upon a student
the ethical, socia or political vaues of the staff member.”*® Teachers only rarely corrected student
behavior, ingde or outside the classroom. A teacher who asked arepestedly tardy student to bring a
note from home when late was told by the parent. “stop worrying my child just because you have a
middle-class hang-up about time.”** Teachers who tried to punish students for cheating often had to
defend their dlegationsto the principd, to the student’ s parents, and, when called upon, to the student’s
lawyers.

Students aso gained rights to choose their curriculum. The school ingtituted more eective

courses, only ten of eighteen credits required for graduation were specified. Even though formal

41 The problems at Hamilton High are an extreme version of the day-to-day struggle to maintain school order.
Everhart, along with Willis [1977], Foley [1990], Weiss [1990], and others, paint a remarkably similar picture of the
many small and large ways students assert themselves against teachers’ authority, disrupting class and school
operations. When students do not identify with the school and accept its authority, learning does not occur.

42 \We discussin detail below the legal innovations that advanced students’ rights.

3 These guidelines were distributed to all studentsin a handbook outlining their rights (Grant [1988, p.53]).

4 Grant [1988, p. 54].
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tracking was diminated, students now tracked themselves. Those interested in academics sought out
the best teachers, and those not interested chose less chalenging courses. Asthe school turned to
laissez faire, the troubles died down. Learning took root again, but the previous standards no longer
applied.

Grant’s description of the new Hamilton High conforms to educators' description of typical
U.S. high schoals across the country [Hampel (1986)]. Powell et al. [1985] cdl these high schools
“shopping mals,” where students are treated as customers. The schools give them what they want,
making little or no atempt to change their values. The Shopping Mall High School appears not to be
just the result of changes in the 1960s as reported by Grant and Hampel, but rather to be the much
longer evolutionary outcome of continued democratization of US schools. This democratization was
even more dramatic earlier in the century (see Katz and Goldin [1997]) with watered-down curricula,
especidly aslife skills curricula were prepared for the non college bound, who were said to be

“preparing for life"*

C. A Mode of Shopping Mall High
We now model how a school may adjust to its student population and capture the essence of a
Shopping Mall High School. The school hastwo options. It can sdect asingleided. Alternatively,

the school can give the students a choice between two idedls. The school makes this sdlection to

“5 This debate is well-documented in Krug [1964] and [1972]. Ravitch [1983, p. 46] excoriates progressive educators,
who championed nontraditional high school curricula, emphasizing life skills relating to health, vocation and family
and community life. Their recommendations were the opposite of those of Charles Eliot’s NEA Committee of Ten —
that al high school students should be on aroughly similar track, with all curricula based on traditional academic
subjects.
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maximize the total skills, K.*¢ The andlysi's shows each of the school’s options in turn, then determines
which of the two optionsis optimdl.

Sngle-soptimum. Recdl that K takesinto account students choices whether or not to
identify with the school given their characteristics. Aswe have dready seen, K = sieg(S) i[1 19],
where, as before, $ is the fraction of burnouts. The choice of sinvolves atrade-off: Increasing s
increases skills directly, but reduces [1 1 $], the number of students who identify with the school. The

optima s balances these effects. From (4) and (5) above, the optimd s that maximizesK is

R )

Notice again theimpact of the socid parameter t; the optimal ided s isdecreasingint. The more
Sudents view themsdlves as different from the school, the more the school must reduce itsided to
engage studentsin the school and increase skills*’

Double-s Optimum. The evolution that took place a Hamilton High can be understood in the
context of the model by congdering the possibility that the school can give sudents a choice, rather
thaningging on asingleided. Assume that the school can st two ideds s, and s, where s, > s, ad
Sy Is associated with higher academic achievement. There are now three socid categories. (H)onors

gudents, with ideds s, and e(H); (M)iddle students with ideds s, and (M), and (B)urnouts, with no

46 Certainly, a school administration could have other goalsin choosing its category and prescriptions, as would be
the casein religious schools. We discuss this possibility below.

47 Thislevel of sisinvariant to changesin F and m when m + F/2 is held constant. The optimal school after

integration at Hamilton High would be the same as the optimal school before integration. However, if we included the
many externalities of disruption, the school would lower s to account for the new students.
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idedl and ided effort level e(B), where e(H) > (M) > ¢(B) / O.

As before, a student’ s identity depends on the match between own characteristics and behavior
and the ided of her category. A student i choosing category ¢, = H, M earnsidentity payoffs
IsTt(s ! ,) 1%4e ! ec))*for ,, # s.and earns |5 for ,, > s.. Burnouts earn the identity payoffs
of the previous moddl. We again consider students choices of effort and category for p = 0. There
will be (1/F)(m+ F/2 1s,) H students; (1/F)(s; Ysy + I/t) M students; and

(/F)(sy ! 1t ¥ m+ F/2) B's. Mean skillsasafunctionof s, and s, are:

) P= [l{%+m-‘n‘.@ +;4H+L‘l@d}

c o c-t

When stting s and sy, the school faces two tradeoffs. First, as with one category, raising
ideds s, and s, directly increases Kkill attainment, but increases the number of burnouts. Second,
there is competition between the categories. Increasing s, increases the kills of the honor students,
but more students will opt for the middle category, with lower educationd attainment. An gppendix
providesthe optimd s, and s asfunctionsof |, m, F, and t: sf, and s, areincreasingin m and F, and
decreasingint. Thedigtance (s !s,) increaseswith t and F.

Selection Between Single-s or Double-s School. Whenisit optima for a school to give

students a choice rather than to promote asingle socid ided? The results match the historical accounts.

8 An appendix available upon request gives the full specification and analysis of the model. In the analysis we
assume that all students located above s,, choose H. For s, = s,,, we assume that students |ocated above s, =s,,
choose H (and exert e(H)) and students located below s,, =s,, that choose to identify with a school choose M and
exert eM). Thisassumption prevents a discontinuity in the numbers of H and M studentsats,, = s,, . Inwhat is
written below, we assume s, > m ! F/2 + |/t. Thisassumption iswithout loss of generality becauseit is never
optimal for the school to set s, at alower level.
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Comparison of the total skills for one category, s*, and of two, sf, and s}, shows that when the socid
diginctions are large (t islarge or F islarge), the school achieves higher skills by providing two
categories. Two categories increases the number of students who identify with the school. When the
socid diginctions are smadl, (t issmdl or F issmdl), students are more likely to identify with the schooal,
and aschoal will maximize skills by diminating choice and providing asingle sandard. The events a
Hamilton High are thus conggtent with the modd. Initidly in the short-run while the Sngle initid vaue of
swas fixed there was massive disruption, which was eased as the schoal in the long-run moved from a

gngle-sided to adouble-sided with choice and tolerance.

V. Investmentsin Identity and School Reform

In this section, we review contemporary school reform programs and capture their basic
featuresin afurther adaptation of the identity modd. In the previous generation, educators promoted
large schoals to take advantage of economies of scde in ingtruction (Conant [1959]).  Schools should
be consolidated so that a variety of advanced courses could be offered. The current view of school
reform promotes smal schoals, with unified programs. School reform on both the left and the right can
be characterized in this same way. In this characterization, reformed schools use resourcesto cregte a
community, represented in the model as areduction in the parameter t.4° Students with low vaues of t
do not differentiate themsalves from each other according to their home background. Thisleaves

schools free to choose an s leading to high skill acquisition.

49 We could also model investments that change the distribution of students’ characteristics. Similar results obtain.
Reforms can also involve prescriptions for effort in school. We discuss disciplinary reforms below.
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A. Central Park East Elementary and Secondary Schools

Centra Park East Elementary and Secondary Schoolsis a poster child for school reform and
illugrates the vaue of creating a community and inducing students to identify with the school. Thereis
no doubt about CPESS' success. In East Harlem, a neighborhood where students are more likely to
go tojail than to college, this school has almost no dropouts; it sends 90 percent of its graduates on to
college of whom 90 percent graduate.®

Accounts of CPESS suggest that the success of the school liesin students' and teachers
identification with the school and its academic ideds. Thisidentification is no accident. From the very
beginning, school administrators set out to creste a new type of school, with a strong sense of
community. The unusud pedagogy and arrangements at CPESS, which we discuss below,
differentiate its sudents from othersin their neighborhood and public schoal system, enhancing the
group identity of the school. The school takes students out of their troubled community, and isolates
them in adifferent world. We thus see in CPESS a re-enactment of the Robbers Cave experiment on a
different canvas. There is anon-experimenta god, to give students an identity of achievement; and
CPESSisin ared-life neighborhood, one of the poorest in New Y ork City, rather than in arurd
Oklahoma park. The importance of creating anew, different socia category is apparent to Deborah
Meier, the founder-director. In her words. “We committed oursalves openly and loudly to being

different.”>! She further emphasizes: “We wanted no ‘we' versus ‘they’ in this community.”s

%0 | ndeed the school has been dubbed the “miraclein East Harlem.”
51 Meier [1995, p.30].

52 Meier [1995, p.20].
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The school’ s pedagogy, its Sgnature, differentiates it from other schools. The curriculum is
generated by the ideas of students themsdves, and examining these ideas systematicdly usng “The
Five Habits of Mind.” These five habits involve approaching issues by asking and answering: "How do
we know what we know?", “Who's spesking?’, "What causes what?", "How might things have been
different?", and "Who cares??

The school’ s other practices help students identify with each other and the schoal; in terms of
the modd, the school promotes alow vaue of t. Beyond the student-centered pedagogy, the school
has smdl dass sze, amd| overdl school size, multiple-year Sudent-teacher assignments, and, in higher
grades, relatively few period-to-period shifts between teachers — al measures to encourage familiarity
among students and teachers.  Qualitative aspects of the school, such as emphasis on student ideas and
student presentations and projects as well as lengthy open-ended teacher-parent conferencing, are all

designed to make each student fed asif she belongs, asif to afamily.

B. A Model of School Reform

Our interpretation of this educationa reform strategy as creating a community around a specific
ideais captured by a dight elaboration of the previous modd. The mode shows when resources
devoted to such reforms enhance educationa attainment. It thus bridges the gap between the
sociologica paradigm and economists emphasis on resources. In the model, a school has resourcesr

= 1whichit can divideinto two uses, those directly devoted to the teaching of skills, in proportion **,

%8 Meier [1995, p.50].
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with theremainder, 1 ! **, devoted to creating community and reducing t, the socid differences
between the students and the school.>* Skillsincreasedirectly in *": k; ="'sg (1 ! d,), a the expense
of socid difference: we havet(*"), whichisdsoincreasingin ™.

The school’ s objective function (for p = 0) isnow in the two-s and one-s case respectively:

1 msg . Sl R | -
© Eurx 45 - ‘o(.!b £ &y - vy o3 2-¢ Cocs
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In the two-s case, the school chooses s, s and **; in the one-s case it chooses sand **. Solving first
for the optimal ideds—s* inthe 1-scase and s, Sy in the 2-s case —we see that optimal ideds are
increesingin (1 1""), the fraction of resources devoted to reducing socid differences. As students
identify more with the school, the school can promote an ided that is more amenable to marketable
skills. With aniinternd solution, ** satifies the following condition, which show the costs and benefits of

such an investment:

I »
ﬂ- E-g-t’(‘:);[g'p(‘ﬂb] = 0 1-¢ Cacs
dx « o -t(e)

where st and s, are the optima choicesfor agiven **. In both cases, investmentsin reducing t result in

adirect lossin skills due to diversion of resources, reflected in the first term K/**'. The benefitisan

5t is possible that resources devoted to reducing t are also directly complementary to skill acquisition —as many
would argue that CPESS' specia curriculum enhances learning.
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increase in the number of students who identify with the school. The second terms show the skills of
these students.

Thereisan interior solution for ** when t(1) is suffidently high.>>  When studentsinitialy think
of themselves as quite different from the school, asmal investment to reducet can have alarge impact
on skills. Inthiscase, it isoptima to spend resources to change this social parameter. Furthermore,
with suffident invesment in t, it isoptimal for the school to promote asingle ided.

The mode suggests that there is much greater smilarity between the “liberal” and
“conservative’ reform agendas than is gpparent in the often shrill debate. Both emphasize specid
curricula that create school communities. That is, both invest to reducet in order to raisetheided s.
Both are then stark contrasts to the Shopping Mall High which makes no attempt to change socid
parameters. We have dready seen the distinct pedagogy and student idedl in CPESS. We see smilar
elementsin Core Knowledge Charter Schools, a prime example of conservative reform. In these
schools, students should learn what Hirsch [1996] identifies as “Core Knowledge.” The centrd idea of
the school — its sin the language of the modd — isthe role of this curriculum in “promot[ing] a
community of learners—for adults and children.”® The aim of the curriculum and other aspects of the
reform isto trump the effect of sudents backgrounds on school participation. The rules of aschool in
Parker, Colorado illustrate. Students must wear uniforms and obey a dress code so dtrict it details

socks, which “must be worn in a coordinated color with the school uniform and worn in amatching pair

%5 At ' =0, the condition is always positive, hence we must have'* > 0. At"" = 1, the condition is negative for tN(*")
sufficiently large (recall that tN(*") is positive).

%6 See: http://www.coreknowledge.org/CK proto2/about/index.htm#BEN.
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of the same color.” Furthermore, students and parents must sign an agreement to abide by the school’s
code of discipline®” These rules and codes of discipling, aswe shdl discuss next, ddlineste the

boundaries of aschool community and play important roles in reform programs.

C. Disciplinein Schools

In the non-economic accounts of schools and of educationd reform, rules and disciplinearea
common theme. This emphasis echoes Ka Erikson’s [1966] observations that by obeying the rules
one becomes a part of the community, by breaking them, one becomes an outcast. Schools rules and
disciplinary procedures therefore give awindow on school idedls and prescriptions for behavior.

The reforms by James Comer of two New Haven schools exemplify the role of discipline.>®
These reforms were designed to induce students to identify with the school and interndizeits vaues.
Comer describes the Situation when he arrived a Baldwin Elementary School as * shocking.”
Desperate teachers were unable to establish order. Children milled around, yelling and screaming,
calling the teacher and each other names™> Five years later order reigned, as depicted on the cover of

his book, School Power: a classsoom with dl students neatly dressed, smiling a their desks, eagerly

57 See: http://www.ckcs.net/.

%8 CPESS is another example of how a school’ s disciplinary procedures delineates the community. Students sent to
the Director’s office for misconduct are led through the Five Habits of Mind to sort out the problem (Meier [1988, p.
50]). Such amethod would be ineffectua if the students did not already identify with the school and its particular

precepts.

59 Comer [1980, p. 76].
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raising their hands® Comer says that the success of his program comes from students’ interndization
of school vaues. Heilludtrates with the example of a student who himself acts as disciplinarian. This
student stopped a fight on the playground with the words: “we don’t do that in this school "6t

Comer demondirates the nature of the disciplinary process with the case of an angry fifth grader
who had attacked asmdler child with hisbelt. Rather than smply punishing the student who
misbehaved, the teacher, who had been trained to look for causes for misbehavior, wormed out of the
boy that he was upset because his father had been denied a pass from jail for Christmas. She helped
him write aletter to hisfather, but, a the same time, she aso made him understand he could not take
out his fedings on other children.%? A centra facility was aso established where children could take
hold of their fedings, relax and play, before being returned to the classroom, ready to obey. That is,
children were taught to obey the rules.

Just as sociologists view school’ s rules and disciplinary procedures as awindow on schools
ided, they dso view lack of rules and lack of discipline asindicative of the falure of aschool to
promote academic and other values. Grant’s description of the newly tolerant Hamilton High of the
1970s illugtrates. The old consensus on gppropriate behavior and rules had broken down with nothing
to replace it. The principa explained:

We assumed through the fifties and the sixties that we had a set of rules that gpplied to
everyone when in fact they didn't. The black community was basicaly compliant with the

80 The children also achieved higher levels of academic achievement. Prior to the reforms, the school had
performance ratings in math and reading at the bottom of New Haven’s public schools.

51 Comer [1988, p.219].

52 Comer [1980, p. 118].
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expectation of the white community. Then things began to change. Then you get into a

Stuation [where] you say what are the rules? When | sarted teaching at Hamilton the kids

were sent home if they wore dungarees. | laugh [to think we ever had such arule]. But [in

1970] there were no rules.®®
A teacher who caught a boy chesting was told that she needed awitness: otherwise it wasjust her
word againgt his® When the same conscientious teacher gave a student an F for a ghosted paper, she
was forced to hand over al her documents to the student’ s lawyer, who was seeking evidence of
prejudicia treastment.®® A student group, which caled itsdlf the Protesters, opposed al infringements on
students’ rights, including the school prerogative of searching student lockers®

Judicid interpretations of the law governing schools authority over students reveds changesin
atitudes regarding school authority that coincided in time with the changesin the disciplinary system at
Hamilton High. In the opinions of the landmark cases, asin our mode, public schools have only limited
authority to affect students’ identity (see Dupre [1996]).5” The Tinker v. Des Moines (1969) and
Goss v. Lopez (1975) decisons demarcate the break from the traditiona view of schools as agents of

parents (under the doctrine of in loco parentis) with the authority to enforce codes of discipline and

mold students’ moras and values. These decisions established that students are “persons’ under the

8 Grant [1988, p.40]

5 Grant [1988, p. 53].

% Grant [1988, p. 53].

% Grant [1988, pp. 60-61].

57 See Dupre [1996] and Essex [1999].
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Congtitution and do not shed their rights “at the schoolyard gate.”® Tinker v. Des Moines concerns
three students who were suspended after refusing to remove armbands in protest of the Vietnam War.
The Supreme Court ruled that the school could not punish the sudents, since “ Students in school as
well as out of school are *persons under our Congtitution. They possess fundamentd rights which the
gate must respect....In the absence of a specific showing of congtitutionaly valid reasonsto regulate
their speech, students are entitled to freedom of expression of their views.” Gossv. Lopez gave an

anaogous interpretation of students’ rights to due process.®®

D. Public versus Private Schools

The modeling above captures the sociologica perspective on private versus public schoals.
Economists and non-economists have both urged public support for private schooling; but their
reasoning has been quite different. In Free to Choose, Friedman and Friedman [1980] propose
privatization and school vouchers as an antidote to the agency problems inherent in governmental
monopoly schools. Chubb and Moe [1988], who are politicd scientists, advance a different argument
for privatization. They see private school adminigtrators as having greater freedom to set gods and
mobilize resources to achieve them. Chubb and Moe [1988, Tables 4 to 8] support their view with

datafrom the Teachers and Administrators Survey supplement to High School and Beyond. Batteries

% Dupre [1996, p.54].

5 See Dupre [1996, p. 57 ff]. The plaintiffs participated in a demonstration in the school auditorium, and were
suspended after the fracas that developed when a police officer dragged one of them out of the auditorium. The
Supreme Court said that the principal had violated the due process clause of the Constitution, which entitled
students to either oral or written notice of the charges against them.
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of responses show that, compared to their public school counterparts, private school principals have
less interference from school boards and other administrators over curriculum, ingtruction, and
discipline. They face less congraints on school policy and procedures concerning personnel, and hiring
and firing. They have more support from parentsin setting their god's and set greater god clarity for
their schools, asthey aso have fewer outsde godsimpaosed upon them. In addition, Chubb and Moe
show that the private school principas are viewed more affirmatively by thar teaching saff, which is
just one sgn of aschool community. In terms of the modd, setting god's can be seen as establishing an
ided s; the mobilization of resources can be seen as the use of resources to establish a community that
will accept these gods. Private schooling is thus seen as rdaxing congtraints on investments to establish
identity.

Bryk and his colleagues [1993] describein detail how Catholic schools establish such a school
community where students acoept the school’s goals and ideals.”® These schools make their idedls
clear in their satements of philosophy. For example, one school defined itsided student, who “should
be marked by anumber of characterigtics....intellectually competent, ...loving,...a person of fath,...[and]
committed to doing justice.””* Each of the desirable characteristicsis described in detail. Bryk et al

describe the arrangements that foster students' acceptance of these idedls (in our modd investmentsin

0 Coleman, Hoffer and Kilgore [1982] show that Catholic school students have higher test scores with lower
standard deviations than public school students. See Table 6-1, p. 127. The question remains to what extent these
differences can be attributed to selection bias or school quality. Altonji, Elder and Taber [2000], who also review the
extensive literature on this subject, correct for selection bias by using the bias in the observables to correct for the
biasin unobservables. They concentrate their analysis on a sample of students who werein Catholic schoolsin
eighth grade, some of whom continued to Catholic high schools, and some of whom switched to public schools.

They find that those who continued in the Catholic schools had considerably greater chance of graduating and
attending college.

™ See Bryk et al [1993, p. 146].
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t). All the teachers assume responsibility for shaping student character and are supposed to be
involved in many aspects of students’ lives.”? Lack of speciaization makes this feasible, as the English
teacher of the morning is likely to be the counsdor at lunch time and possibly the soccer coach of the
afternoon.” Wide participation in school activities, including a greater fraction of students on athletic
teams and shared rdigious activities, foster the school community. This community blurs distinctions
between school and home: in the terms of our modd, it reduces the socid differencest. These
differences in community between the public schools and the Catholic schools are supported by
datigtical evidence. From High School and Beyond and the associated Administrator and Teacher
Survey, Bryk et al [p. 284] congtruct an aggregate index of school community from 23 sub-
components, including such items as the likelihood that a teacher will know a given student, an index of
students perceptions of teacher interest, and an index of agreement on god's between teachers and
adminigrators. The vaue of the aggregate index of community for Catholic schoalsis 2.35 standard
deviations from the public school mean, as, in fact, the Catholic schools were more commund than the

public schools for each and every one of the sub-components.™

2 Bryk et al [1993, p. 141]: “Teachers convey an intrusive interest in students’ lives that extends beyond the
classroom door into virtually every facet of school life. In some casesit extends even to students' homes and
families.”

" Bryk et al [1993, p. 141].

™ The sub-component indices measure : teacher agreement on student goalss, reported teacher consensus on beliefs
and values, teacher beliefs that students can learn, teacher and administration agreement that students can learn,
teacher and administration agreement on standards of discipline, student consensus about teacher role, track and
course-taking commonality of students, teacher knowledge of students (in class), percent studentsinvolved in
extracurricular activities, percent students in leadership roles, percent teachers who obtain help from colleagues,
teacher cooperation with colleagues, teacher time planning with other teachers, staff commitment to evaluation,
participation in faculty social events, teacher time in extended roles, percent of teachers involved in extracurricular
activities, teacher knowledge of students (beyond class), teacher contact with students outside of class, and student
perception of student interest.
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Peshkin's[1985] account of a Christian school in Illinois provides an extreme example of a
private school that reaches into al aspects of astudent’slife. Parents and children sign detailed
contracts, where parents not only grant the school the right to enforce a firm Christian code of
discipline, they promise to enforce the school’s code a home.” The mode characterized reductionin t
as narrowing the gap between school and home: this unusua measure brings the home closer to the
school idedl.

These descriptions of private schools are very different from the leading educators descriptions
of U.S. public schools. Powell et al. [1985] characterize the day-to-day interactions in the Shopping
Mall High School as governed by treaties. Teachers let students behave as they please, and sudents
reciprocate. Teachers must know the limits of involvement with sudents: In the new Hamilton High,
“Teachers should express a personal concern about student problems but should back down if students
fet that their privacy was invaded.””® Sizer [1984] explainsthat, in contrast to Catholic school teachers,
public school teachers are viewed as specidists. As aresult student-teacher relationships are limited.
Too many students pass through a public school teacher’ s day to take much notice of more than a
handful.”” Thislack of intensive contact may be mainly due to lack of resources, but it is dso
exacerbated by the philasophy of the public school high schools. Staff typically consder themselves

responsible only for the aspects of a student’ s devel opment that corresponds to their expertise. These

7 See Peshkin [1985, p. 90].
6 Grant [1988, p. 106].
" Eccles and Wigfield' s [2000] review of schools' influences on motivation and achievement discusses the

importance of close teacher-student relationships for a sense of school community and decreased student alienation,
particularly during the transition from elementary to junior high school.
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schools are then described by the modd in the previous section. Each school is divided into different
sections with different ideds.
V. Black-White Differencesin School Attitudes and Achievement

Our emphasis on socid categories and identity captures arguments by leading scholars of black
education such as Banks, Comer, Delpit, Ferguson, Fordham, Ogbu, and Stedle.”® In Hamilton High
we saw a clash between the socia backgrounds of the black students and the idedl of the school. Such
clashes gppear frequently in studies of black-white differences in educationd attainment.
Anthropologica studies show how school routines and curricula can convey to black students that there
is something “wrong” with them and their background. Delpit’s classroom accounts show, for example,
how teachers presumption of superiority of sandard English can (unknowingly) insult speskers of
black didect. Inareading lesson, agirl renders the text: “Y esterday | washed my brother’s clothes,”
as“Yederday | wash my bruvver close.” The teacher corrects her. But the student has done
something far more sophisticated than read: she has trandated the passage into her own diaect.
Instead of being praised, the girl istold that she has made amistake.” In microcosm, thisincident

captures some of the tenson between students and schools with socidly different ideals. According to

8 See for example: Banks and Grambs [1971], Comer [1980], Delpit [1995], Ferguson [1998a,b,c], [2001], Fordham
[1996], Ogbu [1971], and Steele and Aronson [1998].

™ Delpit [1995, pp. 58-59]. Delpit believes teaching standard English is especially important in poor Black
neighborhoods. She suggests, for example, that English be taught as drama. Delpit [1995, p. 51] also relates the
following interchange between a teacher and a four-year-old Black boy:

Teacher: Good morning, Tony, how are you?

Tony: | be'sfine.

Teacher: Tony, | said, How areyou?

Tony: (with raised voice) | be' sfine.

Teacher: No, Tony, | said how are you?

Tony: (angrily) | donetold you | be'sfineand | aint telling you no more.
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Ogbu [1997] in neighborhoods where Black didect isthe common language, use of the “ correct”
English of the schools is consdered demeaning to the spesker and also an insult to other members of
the community. In the words of one parent in such aneighborhood in Oakland, Cdifornia: “(We) get
very angry (when someone pretends) to be white by talkin' proper....and to see somebody else who's
black actually put it down and try to hideit.”®® These fedings, Ogbu argues, lead to an “oppositional
culture” on the part of black students®

Our interpretive modd captures this possibility of opposition but so suggests a potentid
answer to apuzzle regarding black students' attitudes toward school. If black students are angered by
school culture, they should have worse attitudes toward school than white students. The existing
evidence suggests the contrary. Cook and Ludwig [1997] have shown that, compared to non-Hispanic
whites, blacks have about the same expectations for educationd attainment (high schoal, college, etc.)
and about the same schooal attendance and levels of effort.8? Table 3, with dightly different tabulations
from High School and Beyond, shows blacks with better school attitudes than whites. On average
compared to whites, blacks are lesslikely to “dread English class” lesslikely to “dread math class”
more likely to perceive “school spirit as excdlent,” more likely to report a* pogtive attitude toward saif”
and much more likdly to “like working hard in school.”  These findings are surprising in view of the
literature cited above and the persstent black-white gap in test scores (Jencks and Phillips [1998]).

The possihility that schools adjust their curriculum and ided to their student body yields an

8 Ogbu [1997, pp. 29-30].
81 See al'so Fordham [1996].

82 See also Mickelson [1990].
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explanation for this seeming paradox that is consstent with the findings of Cook and Ludwig and the
tabulationsin Table 3. Inthemode of Section 111 schools adjusted s so that more students will identify
with the school. Inthiscasg, itislikely that schools with amgority white (black) student population
emphasize an ided that conforms to their white (black) sudents. In thiscaseit islikely that black
sudents, for example, are much more likely to “dread” English class and math class in white schools
than in black schools, with the reverse for white students. Table 4 shows that when we divide the High
School and Beyond sample accordingly, blacksin amogt totdly white schools are significantly more
likely to dread English and math than their counterpartsin al-black schools. Symmetricdly, white
sudents in dmost totaly black schools are more likdly to dread English; amilarly, they dso havea
positive (athough satigticdly insgnificant) coefficient on the likelihood of dreading math relative to their

peers at al white schools®

VI. Conclusion
This review brings together the economics of education with the sociologica perspective on the
same subject.  Sociologists see students motivations as related to identity and their behavior, which
includes tharr effort in academic pursuits, as dependent on the extent to which they identify with their
schools.  This pergpective focuses on variables — identity, socid categories, and school  prescriptions—
that have been beyond the purview of the economic theory of education. Regarding motivations, for

example, the sociologica perspective on education captures reasons why students from certain

8 There could, of course, be other theories, such as selection bias that could explain these facts.
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backgrounds tend to do poorly in school, as in the resstance of the lads and the vatos to their
respective schools. Regarding policies, this theoretical framework gives generd reasons why some
school reform programs work while othersfail. Our models provide a framework in which to compare
and contrast the economic and the sociologica views of education. This framework embodies many
facets of schools and of educationd policy that are beyond current economic modeling. It captures
eadly the sequence of events a Hamilton High, the implications of school discipline and changesin the
legd dtatus of students, the success of notable school reform experiments such as CPESS and the
Comer schoals, the tradeoffs in the Shopping Mall High, and arguments of non-economistsin favor of
school vouchers and charter schools.

Furthermore, this framework synthesizes economic and non-economic perspectives on
education. Our last model focused on the use of school resources to change student identities. The
mode thus combines the fundamenta concern of economists — the allocation of resources—with a
basic concern of education scholars — the dependence of students' achievement on the gap between
their own sdlf-images and the person the school intends them to be. In our reading of the non-
economic literature, we were struck by the absence of comment on the role of resources in schooling.
Congder three examples. In Powdl et al’ s account of Shopping Mall High, a defining moment occurs
when a teacher fals to reprimand a student for complaining about an assgnment. The authors consder
this response as afailure to set sandards and change the student’ s own expectations of what she could
achieve: in the language of our models she failed to promote an academic idedl. But sraightforward
economics offers another interpretation: the teacher isincompetent or lazy. If incompetent, the school

lacks resources; if lazy, she lacks the right incentives. Descriptions of CPESS and the Comer Schools
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amilarly fail to congder the exceptiona resources available to these schools, not in terms of budget,
perhaps, but in terms of exceptiond teaching and adminigiration.

The perspective offered by our moddsis thus consstent with the view of Hanushek [1986] and
Ferguson [1998b] that resources, especidly in the form of high teacher qudity, are critica ingredients
for school reform. But the sociologica perspective says more. It saysthat the resource useislikely to
be ineffective when students' backgrounds are antithetical to the academic values that schools should
promote and the schools are constrained againgt investing in identity. 848

The synthesized economic-sociologica pergpective can help explain some surprising results
regarding resource use. Krueger and Whitmore [1999] examine the effects of smdl classsizein
Tennessee' s Star experiment. Studentsin grades K to 3 were randomly assigned to small classes.
During thistime, black and free-lunch subjects had large and satisticaly sgnificant gainsin the Stanford
Achievement Test. After returning to normal-sized classes, these gains disgppeared. But these
students must have been changed by their experience. In high school, blacks who had been in the small
classes were twenty-five percent more likely to take college entrance exams (ACT or SAT) than
control groups®® The perspective of this review suggests a possible explanation: the familiar
environments afforded by small class szes trumped these sudents' tendency to view school as a place

for others, rather than for them. Otherwiseit is hard to see why dmost a decade later they were more

8 On average teachers with greater academic skills will be better motivated themselves, and will thus more naturally
motivate their students.

8 Mirel [1999] has documented, in the case of Detroit, the decline in the resources available for an ever more difficult
task in maintaining a pro-education, pro-academic morale for the period 1930 to 1980.

8 40.2 percent compared to 31.7. Krueger and Whitmore [1999, p. 11].
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likely to see themselves as suitable candidates for colleges requiring entrance exams.  This interpretation
of therole of smdl class 9ze coincides with Sizer’ s[1984] claims about teachers and student sdlf-
image. Thetypicd U.S. high school is unable to affect student character when teachers meet with 120
students every day,®” making close student-teacher rlations al but impossible.

This synthes's between the sociology and the economics of schooling points to important aress
for economic research. Econometricians have used existing data to tease out the effect of changesin
resources on educationd attainment. These estimates, however useful for education policy, leave many
questions unanswered: especialy, why these estimates sometimes show quite Sgnificant and other times
negligible effects. Aswe have seen, the sociologica gpproach, based mainly on ethnography, suggests
that these differences in estimates occur because of the complementarities between school resources
and student identity. Thusthe sociologica gpproach offers an explanation, asit dso frames the possible
answers, for one of the leading questionsin the economics of educeation.

In closing we should mention two important omissons from this review and from its theoretica
framework. We have focused on the identity and behavior of students, but the motivations of teachers
and adminigtrators are also keys to the success of different schools. Aswe saw briefly in the accounts
of CPESS, the teachers and principa identified with the gods of the school. Indeed they created them.
The committed Catholic School teachers and adminigtrators, described by Bryk et al, contrasts with

the disengaged public school teacher, described by Sizer.28 Thus the extent to which teachers identify

87 Sizer [1984, p. 97].
8 See Bryk et al [1993] and Sizer [1984]. Parents and administrators’ identities also play arolein the operation of the

school. Comer [1980] and Ogbu [1997] emphasize the role of parentsin their children’ s identification with or against
school.
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with their school’s mission may be as important as differences in sudent maotivation in explaining the gap
in performance between the two systems.

Second, reflecting our own bias as economigts, our modds assumed that schools maximize thelr
sudents marketable skills. But skills are only one of the goals of some schools and of the parents who
choose them. Religious schools, for example, often eschew economic godsin favor of reigious gods.
In some cases, they view ther primary mission as the separation of the saved from the damned, as
suggested by the fears of the principa in Peshkin's ethnography: “ The devil’ s crowd [the unconverted]
is after our kids.”® A similar desire for separation lay behind the voucher-supported private academies
established (uncondtitutiondly) in the wake of Brown v. Board of Education of Topeka, Kansas
(Henig [1993]).%° The gods and curricula of public schools are the product of eected school boards;
the nature of these schools, their ideals, may then derive from the political economy of a community.®*

If schools godsinclude promoting certain ideologies, school choice may be neither skill-increasing nor

ideologicaly neutral %2

89 See Peshkin [1985, p. 289].
% Some African-American charter schools also have separatist teachings (George [1992]).

%1 See Foley [1990] for school board battles and the history of Anglo and Mexican-American relationsin the West
Texastown he studied. See aso the above-referenced material on “multicultural” curricula. Many current education
policies, including vouchers, sex education in public schools, bilingual instruction, etc. are being determined at the
ballot box.

92 The political economy model of Kremer and Sarychev [1998] deals nicely with the issue of ideological choicein
public and private schools. In their model parents choose among schools that promote different ideologies. After
their education, people with different ideologies have less gains from trade. Parents want their children to be like
them ideologically, but they also want their children to be able to communicate with others for economic gain. A
school’ sideal in our descriptive model is similar to school ideology in Kremer and Sarychev, and our model

produces arelated trade-off. Schools interested in students’ skills have areason to choose the ideology of the
dominant culture because that is the idiom of commerce, but they have reason to mirror their students’ preferences.
Our description of school reform which empowers investments in identity and relaxes the public school constraint in
these investments yields different analysis of the potential benefits and costs of school privatization. Consider the
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Tablel
Attitudes of Students by Social Category: Odds Ratio from L ogit Regressions

Independent | Positive Think School View Dread Dread Taken Bored Like Disappointed
Variable | Attitude Depres'sedf I Am Spirit School English Math ACT aLot™ Working if Do Not Go
Toward No Good  Excellent" Discipline Clasd Class or SAT Hard at to College®
Self © AtAll¢ asFair' School”
Dependent
Variable:
Social Category
Nerds® 1.32%* T4x* .80** .99 1.33** .64** .68** 2.24** .84x* 1.82%* 2.34%*
N=19018 (.03) (.04) (.03) (.02) (.05) (.02) (.02) (.06) (.03) (.03) (.05)
Athletes® 1.37** .65%* .95 1.33** 1.21** 90** .86** 2.79%* T7** 1.16** 1.58**
N=25528 (.03) (.03) (.03) (.03) (.04) (.02) (.02) (.07) (.02) (.02) (.03)
Leading Crowd® 2.09** A6** B50** 1.33** 1.19** J1x* .92%* 1.28** .58** 1.41** 1.50%*
N=42230 (.05) (.02) (.02) (.03) (.05) (.02) (.03) (.03) (.02) (.03) (.03)
Burnouts O3** 1.75%* 1.88** 90** JT6%* 1.75%* 1.50** .86** 1.47** A9** S4**
N=9279 (.02) (.08) (.07) (.02) (.04) (.06) (.05) (.02) (.05) (.01) (.02)

Source: High School and Beyond. Nerd: took advanced English or advanced math course; "Athlete: participated in varsity sportsin senior, in varsity or other athletic teams, if junior; Member of Leading
Crowd: Regards self as popular; “Burnout; had disciplinary problemsin school in last year; Positive attitude toward self: agrees strongly with statement “1take a positive attitude of myself” ; ‘Depressed:
Respondents (sophomores only) felt depressed or unhappy alot in past few weeks; “Think | am no good at all: Strong agreement with statement “ At times| think | am no good at all; "View discipline as Poor:
respondent rates effective discipline as poor; *Respondent rates school spirit as excellent; 'Respondent rates fairness of discipline as excellent; 'Respondent answers true to: Do you dread English class?
¥Respondent answers true to: Do you dread math class?, 'ACT or SAT: seniorsonly; "Bored a lot: Respondent felt bored lot in |ast few weeks; "Working hard at school: respondent likes working hard at

school; °Disappointed if do not go to college: agreement with statement “I will be disappointed if 1 do not go to college”.

a, b, c d, are the dependent variables; each of them is regressed on the independent variables (g, f, g, h, i, j, k, |, m, n, 0) one-by-one; standard errors are in parentheses; ** indicates significant at 1%
significance level. Exang)l e Odds Ratio (OR) = Odds for depressed(Nerd)/Odds for depressed (non Nerd)=.74; where Odds for depressed=probability of depressed/probability of not depressed;
logit (p) =a+bX; OR=¢€.
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Table2
Socio Economic Status of Parents and Social Category:

Odds Ratio from Logit Regressions

Dependent
variable: Social | Nerds® Athletes® Leading Burnouts’
Category N=19018 N=25528 CrOVVdC N=9279
N=42230
Independent
Variable:
SES by Quintile®
Top 2.07** 1.71** 1.56** .66**
(.05)* (.04) (.04) (02)
Fourth 1.17** 1.16** 1.29** .85%*
(.03) (.02) (.04) (.03)*
Third .93 1.03 1.06* 97
(.02) (.02) (.03) (.03)
Second T1x* .84** 92%* 1.11**
(.02) (.02) (.02) (.03)*
Bottom SrF* S7** 56** 1.54**
(.01) (.01) (.01) (.04)

Source: High School and Beyond. “Nerd: took advanced English or advanced math course. "Athlete: participated in varsity sportsin senior, in varsity

or other athletic teamsif junior; “"Member of Leading Crowd: Regards self as popular; “Burnout: had disciplinary problemsin school in last year . ®Duncan
index of parents’ socioeconomic status from parents' survey.

Standard errors ar e reported in parentheses, *Significant at 5% level.;* *significant a 51% level.; example: Odds Retio (OR) = Odds for Nerd (bottom quintile)/Odds for Nerd
(not from bottom quintile) = .57, where Odds for Nerd = probability of Nerd/probability of not Nerd; logit(p) = a+ bX; OR = €.
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Table3
Attitudes of Students Black/White: Odds Ratio from L ogit Regressions

Independent | Positive Think School View Dread Dread Taken Bored Like Disappointed
Variable | Attitude Depres'sedf I Am Spirit School English Math ACT aLot™ Working if Do Not Go
Toward No Good Excellent" Discipline  Clasd Class" or SAT- Hard at to College®
Dependent Sdf © At AllY asfair' School"
Variable
Male
Black 2.27** 1.51** 112 1.13*%* 1.03 55%* .86* 90* 114 2.23%* 1.78**
(.09) (.15) (.09) (.05) (.07) (.04) (.05) (.04) (.08) (.09) (.08)
White A4x* .66** .89 .88** .97 1.83** 1.16* 111* .88 A5** .56%*
(.02) (.07) (.07) (.04) (.07) (.12) (.07) (.05) (.06) (.02) (.02)
Female
Black 3.65** 1.52%* 84* 1.15%* 1.28** B67%* T3 .86%* 1.39%* 2.04** 2.43**
(.13) (.12) (.06) (.04) (.09) (.04) (.04) (.04) (.08) (.08) (.10)
White 27 .66** 1.19* 87** 78 1.49** 1.37** 1.16** 72** A49** A1**
(.01) (.05) (.08) (.03) (.05) (.09) (.07) (.05) (.04) (.02) (.02)

Source: High School and Beyond. “Nerd: took advanced English or advanced math course; "Athlete: participated in varsity sportsin senior, in varsity or other athletic teams, if junior; Member of Leading
Crowd: Regards self as popular; “Burnout: had disciplinary problemsin school in last year; Positive attitude toward self: agrees strongly with statement “| take a positive attitude of myself” ; ‘Depressed:
Respondents (sophomores only) felt depressed or unhappy alot in past few weeks; °Think | am no good at all: Strong agreement with statement “At times | think | am no good at all; "View discipline as Poor:
respondent rates effective discipline as poor; “Respondent rates school spirit as excellent; 'Respondent rates fairness of discipline as excellent; 'Respondent answers true to: Do you dread English class?
¥Respondent answerstrue to: Do you dread math class?, 'ACT or SAT: seniorsonly; ™Bored a |ot: Respondent felt bored lot in last few weeks; "Working hard at school: respondent likes working hard at
school; °Disappointed if do not go to college: agreement with statement “1 will be disappointed if | do not go to college’.
*Significant at 5% level; **significant at 1% level. Example: Odds Ratio (OR) = Odds for Depressed (Black Male)/Odds for Depressed (non-Black Male)=1.51, where Odds for depressed = probability of

depressed/probability of not depressed; logit (p) = a+ bX; OR = €.



Table 4.
Coefficientsfrom L ogit Regressionsfor Dread English/Dread Math
By Black/White and Racial Composition of School

Dread Englisf  Dread MatIf Dread English ~ Dread Math
N=2995 N=3011 N=19727 N=19678
Black' White
All Whitein School? 76* T2* _ _
(.34) (.32
Few Black in School 24 -11 -.10** -.08*
(.15) (.14) (.04) (.04)
Half Black in School .18 .06 -.05 .01
(.14) (.13) (.05) (.05)
Mostly Black in School -.12 .02 .07 10
(.15) (.13) (.09) (.09)
All Black in School® B B 1.15%* 31
(.31) (.31
SES® -.48 -.50 -3.52** -1.52**
(.62 (.58) (.23) (.22
Constant -1.47%* -1.09** - 77T** - 77**
(.12) (.11) (.03) (.03)

Source: High School and Beyond. “No black studentsin respondents’ ninth grade; Pall black studentsin respondents’ ninth grade; “Duncan index
of parents’ socioeconomic status from parents’ survey (measure of SES isthe Duncan index times 10,000); o black students in respondents’
ninth grade; “Affirmative response: Do you dread English class?; ®Affimative response: Do you dread math class?; ‘Inclusive of Hispanics by
race.

Standard errors are reported in parentheses. ** Significant at 1% significance level; *significant at 5% significance level. Regressions for Black:
All black in school was omitted dummy. Regressions for White: All white in school variable was omitted dummy. Regression: logit(p) = a+ bX.



