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Abstract

This paper reports research on the applicability

of the Wisconsin Model of adolescent educational performance

R

and aspirations in explaining developmént in a sample' of
3028 students enrolled in grades 8-12 in 23 public séﬁools
in Mississippi. Main and interaction effects of race and
sex are examined usingiquestionnaife data gathered in
1972. The initial an;lysis compares Mississippi results
for white males and femaies with results of three other
data sets: 1957 Wisconsin seniors, 1955 EEO sophomorés,
aﬁd 1964-65 High School Climate sample of tenth through
twelfth graders. A second phase of ahalysis employing
dummy variable regression assesses sex_and ra;e.interac-
'%Egﬁ with the vériables of the model. A sepaféte anqusis
for each tabe—sex subsampie is presented. Results of the
‘comparison of these data with other daté sets show impres-
sive consistency despite some méasurement and sampling
differences. The covariance analysis Shows hoth race and
sex effects to be consequential, with sex effects more
pronounced among whites than blacks. The.race—sgﬁggroup
,analjsis shows .the model to be much more effective in
predicting educatidnél and océupational expectations for
whites than for blacks. This differenée is due primarily
to the lesser dependénce of expectations on beginning

B

status among blacks than among whites.




Introduction

The purpose of this report is.to present a test of
the Sewell~Hauser Wisconsin model (Sewell, Haller, and
Portes, 1969; Sewell and Hauser, 1975) of adolescent edu-
cational performancé]and aépirations based on a sample of
3000 Mississippi schogi children. The original Wisconsin
anal&ses, as well as recent extensions and elaborations
(Alexander and Eckland, 1974?fAlexander, Eckland, and
Griffin, 1975, Wiison and Portes, 1975), have been based
on white students. Moreover, the original model was esti-
mated using data which are now almost twenty years 6ld.
Again, this is true of ﬁost ﬁﬁf%ivariate modeling studies
of adolescent school perfo'rmance.l Since our sample was
drawn in 1972 and is more than 30 percent black, our re-
sults should further assess the continuing utility of the
Wisconsin model for unravéling the dynamics of the early
achievement procéss (to the development of goai orienta-
tions) among recently enrolled,black and white, male And
female students. Through réplication bur results will |
add generaiity to or further ;pecify the limits of éarlier
findings.k.

Based on the seminal work of Blau and Duncan_(l9é7),

.,Sewell,‘Haller and Portes (1969) spebified and estimated




a "social psychological" model of educational and occupa~
tional status attainment. The Wisconsin model--as it is
now labeled~-includes academié ability, academic perfor-
mance, interpersonal influeﬁces of threé types of signifi~
cant others, and educational plans and odpupational aspira-
tions as variables?iﬁtervening between socioeconomic .
origins and socioeconomic achievement. These social psy~
chological motivations and experiences, or "school process"
Vafiables, generally register small.but significant effects
von adult labor market successes of males as well as trans-
mit most of the advantages or disadvantages associated
with parental statuses (Sewell,&

w."wﬁa Hauser, 1972; Alexander,
Eckland, and Griffin, 1975); mﬁégce, fhis conceptual and
analytical integration of social-structural and school
process variables has congiderably‘improved our under-
standing of the complexities of'the transmiséion 6f social
inequality from generation to generation, at.least among
white male cohorts. Additionally, these school process
and social psychological mechanisms have been shown to be
important for understanding white male-white female educa-
tional and occupational achievement differences (Cartér,
1972; Alexanderwahdlﬂgk;gpd,'1974; Haﬁser, Sewell, and
Alwin, 1974) and black male-white male differences in the
educational and occupational status attainment process

(Porter, 1974, 1976).

Although most.of the analyses of the Wisconsin model




have been restricted to males (seeﬁ«ﬁcWever,vSeWell‘and
Shah, 1967; 1968), recent egtensions or&variantshof.the
model have assessed sex main and/or %nteraction effects
(Hauser, 1972; Carter, 1972; Hauser,nSewell and Alwin,,. .
1974; Alexander and Eckland, 1974; Aleéander and McDill,
1976; Williams, 1972; 1975; Hout and Morgan, 1975). =
Generally, sex main effects are evidenced for several of
the school process variables, and meaningful and consistent
sex interactions with, especially, socioeconomic.status
and academic aptitude aiso have been reported (e.g.,
Alexander and Eckland, 1974; Sewell and Shah, 1967).
Unfortunately, our knowledge’of»the dynamics of
educational performance and aspiration—formation cf black
males and females, or of sex differences.aang“black youth,
does not equal what is known concerning‘their.white counter- .
parte. ‘This is true despite the fact that the academic
performance of blacks and black-white differences in school
success and ambition have been heavily researched (Bachman,
1970; Coleman, Campbell et al.,'l966; Kerckhoff and Camp-
bell, 1975; Mosteller and Moynihan, 1972; Gordon, 1972;
Jencks and Brown, 1975; U.S. Civil Rights Commission, 1967;
McPartland, 1967; Crain, 1971; Boaraman et al., 1973).
.,iThis limitation is érimarily due to-the shortccmihgs of .
most data se:s, very few of which have che social psycho-
lcgical and.academic'pecgofmance variables necessary to

““replicate the Wisconsin model for black students. Porter's
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(1974; 1976) recent reanalyses of the Project Talent

data repreéent an explicit attempt to explore the differ-
ing role of achievement-related school process variables
foriblack and white men. His analyses, however, were
limited to males. Bachman's (1970) sample, too, contained
only black and white males. Gourdon {1972), though basing
his reseafch on the "Coleman" data, which include both
boys and girls, nevér controlled for sex or even identi-
fied the sex composition of his subsam@le. Combiﬁed race-

sex effects, either main or interaction, therefore gener-

~ally have not been assessed in causal models of the sort
discussed here (the major exceptioﬁwafwﬁaﬁfwand Morgan,
1975; see below), even though the importance of such
-multiple ascribed statuses for adulf achievements is docu-~
mented (Epstein, 1973; Treiman and Terrell, 1975)f

In sum, the applicability of the Wisconsin®' model
to the schodling experiences of black students still re-

" quires assessment. Moreover, while there is a gréwing
body of literature on sex effects in the adolescent achieve~
ment process, this research.generaily is limited to white
;fﬁdents; hence, little effort haé been devoted to ‘a com-

J‘.

brehensive analysis of race and sex differences and in-~
e . o

fluences in social-psychological models of educational

performance and ambition. In the only structural modéling

effort to date which appraises first and second order race s

and sex interactions, Hout and Morgan (1975) found that -
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éigificant differences existéd among the four groups in
. the proceéses governing the formation of career expecta-
tions. The results obtained by Hout and Morgan are limited
to twelfth graders in.Louisvilié, Kentucky; moreover, the
number of blacks in their sample is rather small, 190 males
and 331 females. Thus, while the study of Hout and Morgan
has increased our knowledge about the stratification and
socialization differences which exist between race-sex
gtoups, further research is needed to assess the general-
e ity of their conclusions.
Since the mid~1960s public scrutiny, Supreme Court
‘policiéé;‘éﬁd QoVernmént_interyention osfénsibly have
resulted in appréciable changes in the structure and
L operation of some Americén school systems. - Remedial and
| experimental education programs, voluntary and involuptary
'busing,‘and other educational reforms,;many directed at
racial minoriﬁies, generally date froﬁ the publication of
the “Coleman Reportﬁ (1966) .. These modifications, or othér
unspecified alterations in educational theory and practice
over the past decade or two, conceivably may,haoefaltered
the relationships among the above sociai—structural and
social—psychological variables. While the Wiscoﬁsin ﬁodel,
or any of the achievement models utilized by thé researchers
cited above) may have accurétely reflected the aéolescent
e ,
achievement process és it Waéhoccurring ten or twenty years

ago, there is no assurance that such models still capture
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the most relevant parameters of educational performance and
ambition or that the relative influence of those variables
included in these models has remained constant over the
past two decades. Indeed, evidence presented by Wilson
and Portes (1975) appears to suggest that the imporﬁance
of such”social psychological-supborts as'éignificaht
others' influence has declined relative to that exercised
by more "structural” variables (i.e., status backgrounds
and aptitude). Finally, theqcbntinued existence of the
notable sex differences (among whites) in the efficacy of
status backgrounds and aptitude is an empirical question.
On thié point, Alexander and Eckland (1974), for example,
- 'hote the time-bound nature of'their results and arguebfor

awareness of historical change in even a twenty-year period.
The Model

The Wisconsin model to be ﬁtilizéd"he;e was spéci;
fied by Sewell and Hauser (1972; 1975) and is presented in
Figure 1. Given the nature of our samplé, adult achieve-
ments cannot be considered and thﬁs our ultimate endogenous
variables are educationél‘énd occupétional expéctationé. |
The.wisconsin researchers included.a fourth socioeconomid
status—érigin indicator, parental income as_obﬁainéd from
Wisconsin state tax records. No such measure was avail-
able in our data, and a.sﬁudent—réported proxy, parental

income relative to other students in school, proved

9




unsatisfactory and therefore was deieted from our analyses.

L WP

We reanalyzed the Wisconsin (Sewell ahd Hauser, 1975) and

the Explorations in Equality of Opportunity data (Alexander,
Eckigﬁﬁﬂgﬁd Griffin, 1935)udéieting the pafental wealtﬁ or
income variable in each data set. The results showed that
the upward biases in estimatés of the effects of father's
occupation, father's education, and mother's education on
the school-process outcomes (rather than actual adult
attainments) yere,négligiblé}”lThereforé;VQéMAO‘ﬁét view

the absence of parental .income in our data as a serious

weakness,

Figure 1 here

For a detailed discussion of the rationale under-
lying the development of the Wisconsin model, the reader
is referred to the original research report§ (Sgwell,u:
Haller, and Portes, 1969; Sewell and Hauser, 1972;‘1975;
Hauser, 1973). The cross-sectional nature of most data
sets‘leads to some problematic specifications of the hy-

pothesized effects included in the model, and several

researchers (e.g., Hauser, 1973; Duncan,”Hallgr, andrRortes,v

1968; Hout and Morgan, 1975; Porter, 1974;-1976; Kerckhoff,

1974f have posited alternative orderings of these variables.
However, the Wisconsin model appears to be solidly grounded

in social~psychological theory (see especially the state-

ments of Sewell, Haller, and Portes, 1969), none of the

specifications is implausible, and the model has been

10
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replicated with two national data sets on adolescents'
school experiences (Alexander, Eckland, and Griffin,

1975; Wilson and Portes, 1975). Moveovexr, internal repli-
cations of the Wisconsin data suggest that the model is
applicable for.men from a variety of communities df origin
(Sewell, Haller, and Ohlendorf, 1970). And, finally,
Carter (1972) has compared the utility of the model for
Wisconsin men and women, thus providing benchmark estimates
of the influerice of sex in school-process models of the "~
so;t discussed here. Given the theoretical and empirical
support for Sewell and Hauser's fopmulation, it is useful
to apply the Wisconsin model in assessing race and sex
influences in the school process. Moreover, the generality
of past findings is best evaluated by first relating new
inquiries to existing knowledge before extending:or modi-

fying the model further.

Methodé
Sample
In the spring of 1972 questionnaires were adminis-
tered to all students enrolled in 23 northern Mississippi
public. schools. These schools make up seven individual
school systems, three of which are rural counﬁy\schdol

districts while four are urban school districts. With the

_exception of two of the rural school systems, all of the

districts are unitary; that is, all children of each school

. i3




grade in the district attend the same school. Though sdme
selectivity in desegregation remains due to the emergéhce of
private "academies," this is a significant influence in
only two of the systems‘studied (DeBord, 1975).

R Questionnaires were administered in schcol class-~
rooms by members of the research team with the assistance
of teachers. The instrument consisted of eight printea
pages, and the average administration time was about 40
minutes, although each-student was allowed as much time as
needed. Absentee lists were checked, andithevﬁecessary
number of questionnaires was left with the counselor for
administration when these students returned to school.
Several questionnaires were returned only partially com-
pleted. A check of responses indicated that this fesulted
largely from poor reading ability rafher than léék.éf“”A
cooperation. As a result, our population consists of stu-
dents (gradeé 8-12) enrolled in regular classes and read-
ing at a-level which enabled comprehension of the instru-
ment.

In all, 7009 students were enrolled in the 23
schools at the time o; the surbey. Of this number, dues-
tionnaires were completed by 6596, or 94.1 percent. The
remaining 5.9 pefcent either were rejecféd for the reasons
stated above or did not return to school beforé the seméster

ended.

The subsample to be analyzed here consists of the

-
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e
A




10

3028 students for whom complete data were available on all

variables employed in the analyses. Of these students,

1014 (33.5 percent) are wt i, 1025 (33.9 percent) >
are white females, 43¢ 9 ) are black males,
‘andjSSQ (lB,Znggcnv- v« black females. These respondeni=:

scoréd’slightly higher'on all variables included in this
analysis than did the total~sample.. Sample attriﬁion was
primarily due to the 2116 respondents (32.3 percent of the

total sample) who failed to state their occupational plans,

Measures

1. Three indigators, all based on students' re-
ports, are employed to measure socioeconomic background:
(1) Father's education (FAED) and (2) mother's education
. (MOED) are taken from a fixed-format item aﬁd range, on a
five-point'écale from eighth grade or less to college

graduate. (3) Household head's occupation (OCC) is based

on the student's response to an open-ended question and is
coded accordiné to“Duhcan's SIEfégbfesf We,use‘father's |
occqpatioh unlessvthe student failed to list an occupation
for father; in this case, hoﬁsehold head's occupation is
mother's occupation. We estimated all regression equations
to be discussed in this.paper:uging father's occupation
only rather than head's occupation in order to assgess the

substantive ramifications of this substitution procedure.

Although the use of father's occupation resulted in

1d-
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a considerable reduction in the sample size of blacks, tne

two occupation variables (head's and father's) "operate"
essentially identically.. Thus, head's occupation appears
to be a reasonable indicator of the student's occupational
status background. While we prese:t the estimates of the
effect of separate status origin variables, we also sum~
marize the influence of the set of status variables by a
;single coefficient through a procedure discussed.ﬁy Heise
(1972). |

We have no reliability data for the three indiceﬁn
of socioeconomic origins. It must be noted that'student
reports of parentai statuses may be reaéonably accurate but
are nonétheless faliible measures of true.parental educa~-
tion and occupation (Borus and Nestel, 1973; Jencks, 1972;
Harper and Summers, 1973; Kerckhoff, Mason, and Poss,11973;
Mason et al., 1974; Cohen and Orum, 1972; St. John, 1970;
Cook, 1976). Moreover, the work of Kerckhoff, Mason and
Poss (1973), Mason et al. (1974), and St., John (1970),
among otﬁers, suggests that the unreliability of blacks'
reports of parental statuses is somewhat greater than those
of whites.

2. Academic aptitude (APT) is based on the
respondent's decile rank for the total sample's distribu-
tion of mental ability scores. These'data were not avail-
able for 600 of the subsaﬁple of 3028 students; for this

group, the‘respondent's decile ranking within the total
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sample's distribution of reading achievement scores is used
to estimate academic aptitudes. All test data are taken
from school records. The substitution procedure is neces-
sitated by the fact that various school systems adminis-
tered different “ity tests and sohe low SES, primarily
white, syster:: adm stered achievement tests in lieu of
ability tests. Our use of this procedure is based upon the
assumption that.both mental ability and reading achieve-
ment tap the;same underlyingitrait, academic aptitude (see
Jencks, 1972; Carver, 1975; Humphreys, ;974). The pairwise
.present correlation between the two variables, .72, while
far from unity, is high enough to lénd strong empirical
support to our assumption.

In order to assess the famifications oﬁ our missing
data estimation procedure} we estimated ail regression
equations using mental ability (raw scoreg) alone. The
coefficienté of determination (R%) derived from a regres-
sion of mental ability on the three ;ocioeconomic indica-
tors differed at most by .029 (for black females) from
those presented in Table 2 and TaBle 4., More importantly,
our substantive conclusions, based on an interpretation of
all coefficients and R%'s for the remaininqwsix endogenous
variables, are the same regardless of which measure of
aptitude is used.2

3. Academic performance (GPA) is measured by the

average of all grades received by the student in social

15
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science, English, math;'and science from the fall of 1969
to the spring of 1972, These data were obtained from
school records and were scored on a continuum from 0 (F)
to 4 (A).

4. Teacher and counselor educational encourage-
ment (TEACH) ‘< A composite of the <tudent's reports of
dir. sGurs ,.ment or discouragement for college atten-
dance from both teachers and counselors and is coded on a
five point scale from both discourage college to both
encourage college. The two items correlate between .23
and .33 for all four race-sex groups;”MWe disaggregated
this measure into ifs constitueﬁt parts and found that
both indicators generally "operatéd" iy a unidimensional
manner. For this reason, and in order to insure compara—
bili -~ with past measurement strategi@s: ‘Alexander and
Eckiazd, 1974; 1975; Alexander, Ecklamd and Griffin, 1975),
‘we use the composite index throughout t+ 2 paper.

5. Paternal and material influences are derived
from two separate éuestions eliciting the student's pexr-
ception of the direct degree of college encouragement or
discouragement from both mother and father. The two items,
which correlate approximately .62 for black males and
whi*:® males and females and .46 for black females, Yere
simi .zrly responsive to status origins, aptitude, and
acawemic performance within each race-sex groﬁp. Prelimi-

nary regressions indicated that maternal encouragement

10
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registered the strongest direct effects on both educationalv
and occupational expectgtions for all groups but paternal
encouragement éléo.enhe;ced expectations. The two influ-
ences, therefore, were summed and the composite parantél
encouragement index (PAR) ranges from 1 (both Aiscourage
college) to 9 (both encourage college). 'Sewell and his
associates (Sewé]1, Haller, and Portes, 196§; Sewell and
Hauser, 1975), Alexander and Eckland (1974; i975;
Alexandéf)IEckland, and Griffin,-l9%5), ana Kerckhoff
(1974) alsc employ global parental encouragement mea;ures.3
6. Our last measure of "signficant others' influ-

college plans (PEER), is taken from the

ence," ‘f-ignds’

responses % the student's best friends (up to three) to
the follwwiiny guestion: "Which one of the following state-
ments applies wost to your future plans?" Seven response

alternatiwes are available, ranging from "I do not plan to

graduate from high school" to "I plan to enter a four-year

college -t university after high school." The index is
coded on a five point scale: (1) no friends plan to attend
college; 2?) wmne friend plans to attm=ad and two do n®% plan

”QSWgEtend; (37 one friend plans to a:tend and one does not
plan to ati=nd (us:d for responaents who listed only two
friends); {4} two friends plan to attend and one does not
plan to attensr and (5) all friends plan to attend college.
Codes (1) and (5) can be used for respondents who listed
only one frienrd, as well as fof those who listed three

friends. ﬁ_?
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This measure differs from the peer plans indices
used in previous studies (e.g., Sewell and Hauser, 1975;
Alexander and Eckland, 1974; 1975), which are derived
from the student's reports of friends' educational inten-
tions. Past research (McDill and Rigsby, 1973; Cook, 1976;
Rigsby ard McDill, 1972) suggests that the educational and
occupatiénél plans of the ;espondent will be more respon-~
sive to the "perceptual" measure than they will be to the
"objective" index. Although the 6bjective indices will
be more accurate, it ié not clear which variable is con-
ceptually most apptbpriate to tap normative reference group
pressures (see Sewell, Haller, and Portes, 1969; Hauser,
personal communicétion).4

7. $tﬁdent's educational expectations (EDEXP) are
assessed by the same question used above to measure peer
'plans and are coded on a seven poiht scale,

8. Occupational expectations (OCCEXP) are based
on students' responses to an open-~ended question concerning
the work they expect to do for most of their lives. The
occupations were assigned Duﬁcan's SEI scores.5 Our méasure
of this dimension of ambition probably,elicits.greater
realism from students than do the aspirational indices .
employed by Sewell and his colleagues and Alexander and
Eckland (seé the discussion in Kerckhoff, 1974). This is
also suggested by Porter's (1974; 1976) findings which

demonstrate that expectations are somewhat more strongly

L8
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linked to parental statuses than are aspirations.

Procedures
Our analyses will proceed in two stages. First,

we will briefly compare our results for white males and’
white females to those obtained with three other data

sets: the 1957 Wisqohs?n (WISC) seniors (Sewell and
Hauser, 1975; Cgrter, 1972); the "Explorations in Equality
" of Opportunity" (EEO) data, which pgrta&%’to a national
'sample of 1955 sophomores (Alexander -and Eckland, 1974;
1975; Alexander, Eckland, and Griffin, 1975); and McDill's
"20 High School Climate" (CLIMATE) data (McDill and Rigsby,
1973) on tenth through twelfth graders samples in 1964-65.
Since these three data’scurces'pertain to the schooling
experiences of high school students, we have selecteémtenth,
_eleyenth, and twelfth grade white males and females for
comparison purposes.6 These comparisons necessarily will
be somewhat crude because '0of differences in sample composi-
tion and measurement strategies. Moreover, we will have

to compare standardized coefficients, a practice which may
be misleading (Schoenberg, 1972; Blalock, 1967). At the
same timé, however, it will still be quite informative

to compare the behavior of wariables within models across
data sets. This exercise should prove useful in assessing
e applicability of the Wisconsin model to the educétional'

processes of our white Mississippi students.

L9
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The second stage of the analysis will emoloy the
entire Mississippi subsampie of 8—12 graders. One of our
primary purposes here is to assess syspematic;lly the im-
portance of Sex‘and race effects, ‘both main and interac-
tion, throughout the process of adolescent achicvement and
aspiration-formation. Accordingly, an analysis of covari-
ance will be conducted via dummy variable regression to
detérﬁine_whether sex and race categories interact with
the variables presented in }&ere 1 (Fennessey, 1968;
Gujarati, 1970; Milier and Erickson, 1974). The signifi;
cance‘of the main and interaction race-sex effects will be
evaluated by their mnique contributions to the explained -

variation of each endogenous variable.

Several different sorts of covariance analyses

uwere‘performed.' We eiacted to present the following co-

variance results because of their ready interpretation and
utility for comparison with past results. .Race main and
interaction effécts will be assessed separately for each
sex, while sex main and interaction effects will be
evaluated separately for each race. Significant inter-
actions imply. that the regression slopes differ among
groups. The meaning and importance of these interactions
will be suggested by parallel analyses for eachkracersex

subsample.

Al
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- Results

Due to considerations of space, the inter-ite
correlations will no! be presented. Means anu standard
deviations for all variables for each. group.are presented
in Table 1. We note that although bli.acks have lower levels
of the "resources" associated with achievement and ambi-

tion (status origins, academic aptitmde, and academic per-

.formance), their educational plans are slightly higher than

those of whites and the occupational status expectations

of black fem;l}s are second only to thoSg of white females.
These results, therefore, conform to the data presented by
other researchers 6n black-white similarities in career
expectations and aspirétions (Coleman, Campbell et al., 1966}

Gordon, 1972; Porter, 1974; 1976; Hout and Morgan, 1975;

' Rosenberg and Simmons, 1972; Bachman, 1970). As Kerckhoff

Table 1 here

and Campbell (1975) have noted, relafively high goal orien-
tations are unrealistic, especially -given our- knewledge
concerning the actual attainment gaps of blacks re}ative
to whites (see Duncan, 1969; Blau and Dunca~, 1967; Treiman
and Terrell, 1975; Porter, 1974; 1976; Blum and Coléman,

1970). We also note that the encouragemenz and influence

received by black students from their signmificant others

(parents, peers, teachers and counselors) are at least as

<
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great as sin. . :lial-psychologica Qorts received by

white adolescents. Hcat and Morgan (1975) report similar
findings. | »
Table 2 presents estimates of the Wisconsin mdéel~
separately by sex forg§our sets of white sfﬁ&gnts.“”Some
differences in the compositions of thHe samples afe worthy
of comment. Wi§pon§iﬂ (WISC) males are ;imitea tovthose
of non-farm origin, thle MISS, EEO, and CLIMATE maies and
.all four sets of females are of both farm aﬁa‘npn—farm
origin. Thé WISC sample is limited to Wisconsin seniors,
the Eéo data to a national samplé df'sophomores, and the
MISS and CLIMATE data includg;}@—{gmgrgders. The measure-

ment of most variables differs from saﬁﬁfé‘ib sample, and

to delineate these differences weuld consume far too much

e

space. We will, however, briefly mention the more notable:™ -

differences. GPA is self;;eported in the.EEO data and -
obtained from schéol-records in the othér sets. Parghtal
encouragement (PAR) is limitéd to that from the mother in
the‘CLIMATE sample. PEER plans are reported b, the student
in the EEO and WISC data and obtained from the students’
friends in the MISS and CLIMATE dat=. OCCEXP represent
expectations in the MISS sample and aspirations in the

WISC and EEO data. The reader is referred to the original
sources (reported above) for more imformation on the WISC,
EEO, and CLIMATE sampling and measurement strategies.

We will not discuss Table 2 in any detail. It is

b
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apparent that most of the coefficients are quite consistent
for both males and'females across data sets. More complex
comparisons, such as patterns of indirect influence and
‘estimates of total effects,7 which have been made but noe
reported here, would serve to strengthen our general con-
.ciusion of similarity. Given.the diversity in these studies,

in measurement procedures8

and sampling designs,~and the
- variation in schooling experiences represented by such’
sample differences, these findings afe genuinely impressive.
The_Miesissippi students, if shbuld.be-remembered, were
eurered in--1972 and were enrolled in schools quitehdif-
ferent frem those represented by the other daia'sources.

The results for these students, in particular, provide very

strong support for the enduring'usefulness of the Wisconsin

model of adolescent school performance for white high school

‘students.

Table 2 here

Having first ascertainea that the modei is useful
for understanding the dynamics of the early achievement
process for white Mississippi high school students, we now
examine race and sex main and interaction effects in the
entire Mississippi 8-12 grade subsample. The results of
the appropriate analyses-of covariance are presented in
Tahle 3. Ih panei I-A (labelled RACE EFFECTS-MALES), the

first row presents the explained variance in the seven

23
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endogenous variables for the male subsample. In the second
row, the explained variance is presented after the.race
dummy variable is entered into each structural equation.
The main effects (i.e., differences in intercepts) of race
are evaluated by testing the significance of the incrementsA
to the explained variance. Finally row 3 contains the ex-
plained vafiation-iﬁ each Qutcome after the further addition
of the race interaction terms. Hencé, a comparison of row 3
with row 2 will indicate whetheg\&he regression s;opes‘be-
~ tween a particular endogenous variable and one or more.pre—
determined variables differ between groups. The signifiv
cance of all of these incréﬁents in explained variancenis
asséssed by F tests (Cohen, 1968) .

The'interpretation of the remaining panels in
@aﬁle 3 proceeds in exactly the same manner., Thus; in
panel I-B; Qe eGaluété‘ré§e main and interaétién éffeété
within the female subsample, while in panelé II-C and II-D,
the consequences of the addition of sex and sex interac-
tions to'the structural equations are appraised for the
white and black subsamples, respectively;

Consider first the male and female subsamples
‘(panels I~A and I-B). Significant race main effects are
obtained for all endogenous variables except GPA for males
and for all endogenous variableé'for females. With the
exception of APT,bthese main effects indicate that blacks

have significantly larger intercepts in all equations than

@4




22

" Taemeen.

Table 3 here

do whites (controlling for sex). There are three signifi-
cant race interactions within the male subsample, for
TEACH, EDEXP, and OCCEXP. Within the female subsample,
significant interéctions are evidenced forvPAR-and.OCCEXP;

Let us now turn > the assessment of sex effects
‘within the white'subsample-(ﬁanéi'li4é): Significant sex
main effects are eVideﬁéed for.allvvariables exgépt'TEACH
and EDEXP. Wﬂite females, when compafed to their male
counterparts, héve sigﬁificantly Jigher‘iﬁtefcepts for APT,
GPA, and OCCEXP. White males, on the other hand, have a
larger interdept for parental encoﬁragement (PAR). Sig-
nificant sex interactions are obtained for TEACH,"?AR,‘and
OCCEXP. | | |

| Turning now to the evaluation oflsex éffects within

the black subsémplé (panel II-D), iny'two signifiéantvéek
'Jmain‘effects are observed. ;For bqth'GPA ahd OCCEXP the J
'intercepts for -black women are higher. Thése‘"sex effects"
are consistent with the results obtained with the white
subsample. 'Only one endogenous vériable, OCCEXP, is sig-
nificantly affected by the sex interaction terms. The im-
portance of all of these interactions will be discussédlin
conjunétion with Table 4 and Table 5 below.

‘Although nbne of the interaction resuits'ére"

dramatic--the maximum increment to explained variance in
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anf endogenous variable is 2 percent--our interpretation
of these covarianée analyses is,that both race and sex ef-
fects are consequential at a number of points in the WiST
'cohsin model.9 These data suggest, moreover, that sex
effects, either main or interaction, are much more pro-
nounced among whites than blacks. With only one exception
(OCCEXP) , the pfaéeééés'determining educational performance
and aspiration-formation are very similar for all biack,
adolesdents. Race effects appéar abopt equally;important
for both males and females. A more detailed examinatidﬁb
of these race-sex effects, both additive and interaCtive,‘
is presented in Table 4, which shows the metric and.stan—

dardized estimates of the model depicted by Figure 1.

Table 4 here

We éee first, that while gcademic aptitude (APT)
is appreciably mbre:determined by sgééﬁé origins among
‘whites than among blacks, in all groups the ovéfwhelminé_
bulk‘of fhe variance in aptitude is orthogonal to socio-
economic background. These results are quite éonsistent
with past findings (see Duncan, 1968).

The processes governing academic performance (GPa)
are quite similar across groups. Between 25 and 30 per-

cent of the variance in GPA is explained by socioeconomic

origins and academic aptitude, and only the direct effect
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of the latter variable is statistically or substantively
important. Aptitude mediates most of the explanatory
power of parental status and uniquely explains between 20
and 26 percent of the variance in academic perﬁormance in
all gr ;ups. These results indicate that students of a
given race and sex and of equal ability receive virtually
the same evaluation of their academic performance, regard-
less of status o:igins. The consistently large aptitude
effects and negligible SES influences across all race-sex
groups are impressive and have been documénted by other
researchers (Sewell and Haﬁéer,.l972; 1975; Alexander and
Eckland, 1974; Hout and Mérgan, 1975; Williams, 1972;
Porter, 1974). We note, in passing, that the intercepts
for females (both black and white) are larger than fhose
of their male counferparts, suggesting that women are allo-
cated‘somewhat higher course marks even independent of
the other variables in the model. The positive consequences
associated with "femaleness" for overall academic per-
formance'also have be=n feported by Alexander and McDill
(1976), Alexander and Ecklagd (19745, and l!llauser, Sewell,
and Alwin (1974). | wwt‘uﬁ |

Moving now to the.first "significant others'
iﬁflﬁence," counselor—tegcher‘encouragement for higher
education (TEACH), we see>phat the explained variance is
very émall, under 5 percent, for all groups. Acadeﬁic

performance registers significant, though small, salutary

b
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effects for whites of both sexes. Moreover, white boys
and girls convert this "resource” into encouragement from
counselors and teachers at egual rates. Status influences,
both total and net, generally are small; head's occupa-
tion (for white boys) and mothér's education (for white
girls), however, do modestly'stimulate encouragement from
school personnel. No coefficient is statistically or
substantively important for black students of either sex.
Finally, we note that the total effect of aptitude, not
reported in this table, is quite small (beta is less than
209 in all groups). For a definition of total effect,
see footnote 7.

Let us now turn.to parental encouragement for
higher éducati?; (PAR), the second source of interpersonal
influence considered here. Parental encouragement, as
perceived by the student, is much more sensitive to the
status backgrounds, aptitude, and performance of whites
(R2 = .15 for both sexes) than blacks (R2 = .05 and .08
for females’gnd males, respectiyely). All variables ex-
cept mother's education modestly enhance the (perceived)
parental educationai encouragement of white boys, and;
for this subsample, no‘one variable is of overriding im-
poféahce. Among white girls, however, theteducation of
both parents is relatively more beneficial than academic
performance, the only other variable exercising a signifi-

cant direct effect. Comparing metric coefficients for

28
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white boys and girls, we note that the salutary effects
of parental education are much stronger for girls, while
the enhancing benefit of head's occupation, aptitude and
performance are larger for boys (for a similar finding
among whites, see Alexander and Eckland, 1974).

These sex differences are not maintained for blacks,
however. .Black females translate aptitude into perceived
parental encouragement more easily than black males. In-
deed, the salutary effect of aptitude is even greater for
black females than white males. There is, moreover, evi-
dence that direct and total status effects, which are
modestly significant for both sexes, are more pronounced
for black males than blacklfemales. Another noteworthy
racial difference is that, unlike the experiences ‘of whites,
parental encouragement is not dependent on the unmediated
academic performance (GPA) of black students.

As has been the case with the other sources of
support from significant others, the final interpersonal
influence, (actual) educational plans of peers (PEER), is
much more sensitive to the antecedent variables for whites
than blacks. The R%'s"are .15 and .09 for white males
and females, respectively, and only .04 and .01 for black
males and females.

Most of the variablés in the white equations
register significant but uniformly small salutary effects.

The metric coefficients assessing the net import of aptitude
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and p>rformance are larger for white males than white

femaless. Still within th= whitz subsample.. thers is nc

not=x™ Sex differ.uc¢:z ;o the net importaunce 6f status
ori T Moving now t3 ‘=2 blazk subsample, only head's
ccous 0 on significantliy enhances the 1 21ihood of asso-
cia:r ¢ with college-oriented peers for  _ack maleé,

althsu: .1 the metric estimate of the imp(*ance =f per-
formsr.:e (GPA) is lare=r for black male: .han any othér
group. No coefficigpt, assessing either the total or
direct influence of ;ny variable, is significant (or sub-
stantiveiy important) in the black female equation. The
generallyismaller coefficients in the black equations for
all three significant others' influence is offset, to some
degree, by tHe appreciably larger intercepts of blacks.
However, these intercept differences, suggesting the un-
mediated positive consequences of being black, must be
interpreted with extreme caution due to the interaction
of race and the other variables in the model (Fennessey,
1968; Gujarati, 1976; Miller and Erickson, 1974). Thus,
only when the independent variables have value of zero; a

.
subggantively implausible occurrence, will these intercept
differences}be observed.

Before concluding our discussion of tQé determinants

of these interpersonal influences, we should nbte that

for all groups the structural (direct) estimates of the

composite SES effects are relatively more importan® than

0
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eiths. ¢ Sagemic aptitud= or school ‘rformance., Thesge
net e ™, 2, mreover, are generally =zlmost as large as
their ecor re3pPrasiing reduced form estmates, or totakl ef-
fects (st Taib it 5). Status effects, therefore, on the
actual or nvr-o=ived support, encouragement or influerce
of signi: wril «thers are not appreciably conditioned by
the apti~* .ie ...+ performance of the szudent.

© - now consider the ultimate endogenous variables,
educatic | a5 occupational expect;tions. Consider first
educatio:r .. j~_zns (EDEXP), The model appearé reasonably
successfi . is a2xplaining variation in this outcome for
whiteé, t.. 2gn this result is more pronounced for males
(R2 = .44) than females (R2 = ,38). The coefficients of
determinmation are again consideraﬁly lower for blacks
(R2 = ,24 For males and .19 for females).

Witih thet exception of father's education and head's
occupation, =i vafiables sighificantly stimulate the edu-~
cational exps=—-ations af both white males and white females.
For whites ©f both sexes parental encouragement clearly
exerts the greétest direct impact on plans, followed.in
importance by academic performance (males) or mother's
education andgpeei plans (females). The remaining sig-
nificant influwences are small. In the formation of col-
lege ‘plan=®, several notable white'male;white female dif-
ferences are evidenced; the net effect of performance is

twice as immortant for males, while the direct influence
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of mothér's educarion and peer plans are’ zupreciakiy
latger for females. Ohbe more, therefore ‘'ike grester
saliency of status origins for white fema =s and greater
impomrtance of academic aptitude or perforrsim—e for white
malas is suggested (see also Alexander anc .izxland, 1974;
Sewell and Shah, .1967; 1968).

Again, however, this pattern appez:r= =0 hold only
for white students. Althougﬁ black males more easily con-
vert academic aptitude into concrete experfzations than
black females, the opposite is true for academic per~
formance. Among blacks the net plans—performance coeffi-
cient is more than twice as large for girls. The direct
effects of aptitude and all“thrée'indicators of inter-

» personal'influenéé‘are significant for black boys, while
oqu parental encouragement and performancé significantly
stimulate t!:2 educational plans*oﬁ black girls. As is
observed for their white counterparts, parental encourage-
ment is, relatively, the most important influence on these
plahs foi both black boys and girls. It is intaresting

to note that of the educational plans of the four groups
considesred here, those of black males are mosi# sensitive
to teacher-counselor and peer influences.

Turning now to occupational expectations (OCCEXP),
we obsnge_that the coefficients of determination, though
lower, follow the same pattern as do those for edmc=tionai

expectations. That is, the model is most successful in

-
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amcounting for variar.~n amony white ‘males (R2 = .33) and
I==ast successful for black Zz=mzles (R2 = ,11). %ne coef-
£ -~iemts obtaimed for white fsmaies (R2 = ,20) =z=1 black
males IR2 = ,17) are reasonzkiy similar and £iz1Z -=n between

to= extremes established by white males and biack females.

Most of the variables in the structural equation
significantly enhance the occupational expectations of
white males, though their net effects are quite modest.
Aptitdde, performance, and two sources of interpersonal
support, that from peers and parents, are important for
the.formation of the work-reilated plans of white females \J.ﬂi .
With the exception of peer mlans, the influence cf all of
these wvariables is stronger for white males them wirite
females. The metric coefficients associated with academic
aptitude and performance, for example, are'almost'twice
as large for white boys.

Mother's education registers a direct salutary
impact on the occupational pl:ns of black males and females:
the corresponding partial'coefficients are much weaker fuoi
whites. Both bimck males and females convert academic per-
‘formance into orrupat-ional st=tus expectations at about
tke same fgié as do white maiss and much more readily thz—
do wnite females. Aptitude directly enhanzes +he cTcupa—
tional plans of black males, whough not of black females.
Imterestingly, the (net) metric coefficient aszociated with

aptitude is larger for black men than any rother group.
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Bisr=mrtzl encouragemezxt (for females) and peer plans (for
males) are the only cther significant influences on this
gcal cientation forﬁhl&cks. We note, finally, that the
relanograly high mean :=tmicational and occupational expecta-
tizm s —Ff blacks (ses TZ==bdle 1) are due, to a considerable
extzr==, not to the op=ration of the variables in this model
but +tc the larger iﬁt&fnepts in the black (especially
female) squations.

The addition oZ aptitude, performance, and the
thre: types of significant others' influence to the EDEXP
and OCC=XP equations mediates about half of the total im-
pact of status origins for whites. Slightly less, about
40 percrent, is so mediated for black students.. However,
e ambaticx of black,students, as indexed by these two
Swal orient=tions, 35 much less determinéd by socioeconomic
status origzms thun it is for white studen=s. Racial dif-
farences in +he £E5—"zmbition" linkage =xe the prime rea-
somx for the relative inability of the model to explain
#orre=ciabie portions of the variance;in ecducational and
cocupatiom=lk piams of Erlack students (see also the results
cremmarted in E=ble 5 below).

'ThE:resﬁlts of the analysis of covariance, aé well
as the parameter estimestes presented in Table 4, indicaté
the=t: the sbsolute and::elati;é import of status origins

and academic aptitude =nd performance differs for white
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males and females. The differential saliency of these
variables for blacks and whites was also suggested by the
above results. TFor ti= most part, however, we examined
only the structura’: coefficients. In order %o illuminate
these imgortant isi?ues, we present ~he reducsd-form esti-
mates—--or total effects—of SES, aptitude, and pexrformance
on teacher, parental, amxd peer influences and on educa-
tionmal amd occupational :expectations separately for each
sex~-race group. Only <= summary SES composite coefficient
is presented. Since SES is unmea=ured we assigned SES

the mean and standard @viation of the orcupational plans
variable of eabﬁ_race-sax group (Zor grezter detail on
this procedure se= Hauser, 1973). These results are pre-

sented in Table =.

Table 5 about hsre

Consider Flrsr whit= boys ang girims. Tae metric
coefficients, assessing the total impact of SES throughout
the system, .:re higher for females than mzles for every
outcame: variazle except:occupational expecrations. The
male SES oefficiients are, on the average, 26 percent
smallér £o5r the first four variables in column 1. Mome~
over, the reduced-form aptitude and perforwanve cueffi-~
cients @Are largsr for:malés than females for =il outcomss
exr=p= meacher—-counselos: influence (whick:is @f negligihils

importamce:y . The male—~“female differences there average
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36 (APT) and 40 (GPA) percent. %e also note tiat the
importance of academic aptitude an& academic performancé
relative to that of SES is greater for males than females.
These findings are gmite consist=nt with those of Sewell
and Shah (1967) and Alsxander and Eckland (1974)-10 Com~
pared to the educatinnal supports =nd career expectations
of white boys, thos= of white girls are more closely
linked to their social origins; moreover, white girls can-
not convert their academic aptitude or demonstrated past-
successes into thess impurtant sozial-psychalomical in-
fluences and orientations as readily as ban wirite hoys.

Black females, however, do no=x :share these parikicoliar lia-

-

bilities associated with "fem=mlemess," as 1la 5 clearly
demonstrates. Sociosconomic origins are comsiZErably more
important For black males than Zlack femalss; mor does
there appear to he = cumsist=xt ==x bias iz the social™
psychologic=zl "payoffz™ to aptitug= and perTormance among
blacks.

Table 5 also shows that the significant othérs'
influence and educational and ocrmpationml expectations of
blacks are much Isees degentten~ tu their beclnzing statuses
than are similarwsngpmxts‘ahd;c:ientatians == whites.
Additionally, these racial diFfesrences mairts=in across
both sexes. OQur results suggest t.erefore thazt black
families appezmr mmable to tramsmif much of the advantages

or disadvantages mssociated wizth —heir own achizvements to

£y
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either their male or female offspring. This parallels the
findings on the actual sociOeconomic'achieVements of black
and white men (Duncan, 1969; Blau and Dﬁnéan, 1967; Porter,
1974; Treiman and Terrer¢%jl97§; Blum and Coleman, 1970).ll
Another racial difference of importance is that the edu-
cational influences on black students from teachers-
counselors, parents, and peers are only trivially influ-
enced by tﬁeir academic aptitude and performance; this
too is in contrast to the experiences of white boys and
girls. Note, however, that standardized aptitude tests
have greater consequences for the career expectations of
Hhlack males than of white males, while school grades are
more influential in the development of "ambition" of
black girls than of white g‘irls.12
The presence of interaction between race and one
or more of the other variablestin'fhe model precludes a
satisfactory assessment of the "main" effects of race.
While several of the intercepts imply a positive coﬁse—
quence attached to being black, comparisons of intercepts
require extreﬁe.caution; An alternative procedure'for
evaluating the "cost" (if anY) of race can be made by
substituting-the mean values of the predetermined variables
of whites; or the regreésion slopés from the white equa-
tions, into the equations for blacks (for greafer detail

on this procedure, see Duncan, 1969; Althauser and Wigler,

1972; Winsborough and Dickinson, 1971; Iams and Thornton,
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1975). This yields an expected value for educational and
occupatlonal expectations based on one of two assumptions:
}l) that blacks, on the average, have fhe same distribu-
tions as whites but convert these status, aptitude, and
social—psychological resources into "ambition" at their
own rate; or (2) that blacks convert ambition-related
resourcesmaécording to the estimated functions of whites
but retain their own distributions for the explanatory
variables. It must be emphasized that these "statistical
experiments" or “hypqthetical interventiénsﬂ are inter-
pretable only‘af the average values of all variables. If
alternative values of the predictor variables were in-
volved in the calculations, such as the minimum.or maximum
observed values, the technique would produce different
expected values for edupéfionél and occupational expecta-
tions, as well as different estimates of the consequences
of being black or white.

The results of a variety of "statistical experi-
ments" are presented in Table 6. These computatiions
strongly suggest‘fhat if.black males and females had
either (1) distributions on the explanatory variables
identical to those observed for the "average" white or,
especially, (2).a structure of achievement identical to
whites (i.e., the same regression slopes) the career
expectations and goal orientations of blacks would be

substantially higher than actually observed and somewhat

oz
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higher than observed for whites. The increase in "ambi-
tion" within this sample of black adolescents ranges from
a quarter to a full standard deviation, depgnding on the
specific career expectation and sﬁbétitution.procedure
employed. That black students have comparable levels of
expected career outcomes as do white students should not
be construed as a lack of discrimination in the schooling
process or a paucity of societal forces working to the
detriment of black students. Black adolescenfs develoé
and maintain high, though perhaps unrealistic aspirations
and goal orientations in spite of their disadvantaged
social origins and relative inability to convert their N

personal resources into important carseer motivations.

Discussion

The results presented in the paper strongly sdp-
port thé conclusions of the Wisconsin researchers gnd
others concerning the dynamics of educational perfofmance.
and ambition of white male and female students. Estimates
of the parameters of the Wisconsin model for these white
Mississippians were quite consistent with those obtained
for white students énrolle@ in educational institutions
of the 1950s and early 1960s. This replication, therefore,
documents- the gontihuihé utility of the Wisconsin model of
adolescent aChieVémént.;'MoreOVef;:ouf'results also~sup-

port past research findings on the pervasivé influencé‘of
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sex throughout the e=rly achievement process among white
students (e.g., Hauser, Sewell, and Alwin, 1975; Alexander
ar 14 Eckland,.l974; Sew=11 and éhah, 1967, 1968; Carter,
1972).“ While we have no direct data on sex differences in
college enrollment, retention, and graduatidn, we can con-
clude that ever =2s of 1972 consistent sex differences
existed for whit= students in the manner in which‘social
or¥igins, aptifude, and academic performance facilitate or
retard subsequezrt interpersonal and subjective schooling
outcomes . ‘

| Opr resmlts also demonstrate the pronounced im-
portance of race im the adolescent achievement process.
Race main effects——almost invariably positive for blacks-—-
were observed for ewery variable'in“the~model, while réce
'inieracticns were statistically significant for several‘
outcomes and consequential for the interpretation: of the
estimates of all equations. The equations for blacks
generally yieldf smaller regression coefficients, though
blacks do have some significantly larger slopes which I 5'5ﬁ
were discussed in the text. These generally smaller co-

. 1

efficients were reflected in appreciably lower coefficients

of determinz=tion for all variables in the mbdel for blacks'.

except acadz2mic performance. Hence, the Wisconsin model

yields poorer explanations of interpersonal influences

and career expectations for blacks than it does for whites. .

This is consistént with the results of Porter (1974, 1976),
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Hout and Morgan (1975), and Gordon (1972), all of which
were derived from models similar to the one estimated in
this paper. Clearly, then, supplementary variables, such
as "achievement orientation," or "fate contrbl," are
necessary for a more complete understanding of how black
students form their post-high school plans and expectations.
Thus far, however, the explanatory power of such variables
has not been particularly impressive (see Gordon's (1972)
results with "self-esteem").

Race aiso intrudes in the interpretation of sex
differences in this mddel. Although sex effects among
white students are quite consequential, such effects,
either main or interaction, generally are of negligible
importance among black studeﬁts. With the exception of
occupational expectations, thenproceéses determining these
achievement-related outcomes are essentially similar for
black males and females. Moreover, the consistent and
pronounced sex differences among whites in the efficacy of
status origins, academic aptitude and academic performance,
so thoroughly documented by several researchers, do not
exist for blacks. We can at this time only speculate on
the reasons for the relative unimportance of "sex" among
black students. Perhaps the experience of being a black

high-school student transcends ‘categorization by self and

~others as being-either male or female. As (and if) the

nature of the black student's participation and experience
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in schools change, we may expect ser differences among
black students tq begin to parallel those which currently

exist among white students. .
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Footnotes

lThe Equality of Educational Opportunity data
(Coleman, Campbell et al., 1966- Gordon, 1972) were col-
lected in 1965; the Mchll "20 High School" data (Mchll
and Rigsby, 1973; Alexander and McDill, 1976) in 1964-65;'
the Project.Talent data (Porter, l974,ul976); in‘l960'and
1965; Williams'e (l972,_l975)rdata on Canadian‘youth,in
1959-60; the Wisconsin data (Sewell'and Hauser, 1975) in
.1957; the Davidson County-Nashville data used by Hauser
(i97?) in 1957; and the Explorations in Egquality of Oppor-
tunity data (Alexander,fEckland, and Griffin, lQ?Sﬁquex-.
ander and Eckland, 1974> 1975), though oollectedv(the. »
second wave) in 1970, pertaln to a 1955 cohort of high
school sophomores. There are, of course, some exceptlons
to this general pattern (e. g Kerckhoff and Campbell
1975; Kerckhoff, 1974; Bachman, 1970- Hout . and Morgan,
1975); however, with the exception of Hout and Morgan's
Louisville,.Kentucky,.data,'these data are limited_to
males, |

2The coefficients asseesing the "mpact of mental
ability‘on the six variables followin- t in the model
(see Eigure 1), differ, on the average, from those pre-
sentedbin Table 4 by .031 for white males, .021 for white

females, .026 for black males, and .042 for black females.
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Most of these differences appear to be 'random, with the
following exceptions: compared to mental ability, our
“academic aptitude measure slightly underestimates the in-
fluence of ability-aptitude on academic performance (GPAa)
for whité'males and black females and on educational and
occupationai expect itions for black females. It must be
remembered, however, that the use of,the mental gpility
variable entailed a highly nbn—random loss of approximately
25 percent of the white éubsamble and 12 percent of the
black subsample} Thus the small discrepancies noted above
could quite easily result from differences in our sub-
samples.

3Some recent research ke.g., Peterson and DeBord,
1966; Hauser, 1972; Kerckhoff and Huff, 1974; Cook, 1976)
suggests that student reports of paréntal encouragement
are not entirely adequate substitutes for direct informa-

tion elicited from parents.
4

The pairwise present correlations between actual
and student-reported peer plans are .44 (white males),
.51 (white females), .23 (black females), and .31 (black
males). Slightly higher correlations are reported for
whites in Cook (1976).

5. Evidence on the.utility of Duncan's SEI index
for the occupational aspirations, expectations, or acfual,
attainments of womén is presented in Treiman and Terrell

(1975) and Bose (1973). For a study employing prestige of
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(prcspective) husband's job as an'indeX'of female ambition
see‘Turner (1964);

OKkerckhoff (1974) has suggested that the relation-
ship among these adolescent achievement Variabies'ﬁay
differ b; grade in echool. In order to ascertain the
homogeneity‘of fecression slopes acro§s grades in the MISS
sample, an analysis of covariance was conducted separately
for each face—eex group. For the 10—12 subsampie ofcwhite
boys and girls, no endogenous variable was significantly
affected at the .Ol'levei by the addition of grade inter-
action terms. For the entire 8-~12 subsample, grade inter-
actions were not sicnificant (at the .01 level) for any
outcome variable for black males and'bleck_females. Only
TEACH was significantly influencedvby the inclusion_of the
grade interaction terms‘for wnite males, while GPA, TEACH;
andeCCEXP were SO affedted for white.females. However)
an inspection of all regression coefficients at each‘grede
level indicated no meaningful pattern acroes gradee;
Additionally, the inc;emental explained variance.wes small
andl. very few specific interaction terms were significant.
Of the 32 interaction terms involving grade in the dC&EXP
equation for white females, for example, only two were
significant at the .05 level. Because of the general.non;
significance of the interaction effects, their extremely
modest statisticel importance, and their apparent random-

ness, we ignore grade interactions in this paper and rely
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on the ponled (i.e., common) within grade regfession
slopes. |

7The total effect is defined as the sum of the
direct (net) and "nonspurious" indirect effécts. The
latter are effects which are mediated by intervening,
rather than antecedent, variables (Finney, '1972; Lewis-
Beck, 1974; Alwin and Hauser, 1975). Throughout the .
remainder of this paper we Will occasionally tefer to.
;i"pptal.effects" but only in Table 5 are such effects pre-
sented.

8Differences in measurement techniques mzy =ccount

for at least one of the discrepancies observed for,mal;s
in Tabke 2. Had we substituted perceived for arcfual peer
plans in the MISS sémple the path from PEER to EDEXP would
have been .213 rather than .144 (as feported in Table 2).:
A similar substitution ih the OCCEXP'equation would have
increased the estiﬁate of PEER influences from .165 to
.140. Theseirevised estimates are closer to thdée obéainedv
with the WISC and EEO data, both of which also employ
perceived peer plans.

9Altﬂough these race and sex interactions make
only‘modést unique contributions to the explained variance
in the endogenous variables, they are very chsequential
for interpreting the estimates df fﬁe model, as Table 4

demonstrates.\"Moreover, as Alexander and Eckland (1974:

674) note, "This is a conservative procedure for assessing
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the sex (or race) effects, since the joint explanatory
power of sex (or race) covariance wiﬁh other predictor
variables is included in the 'sex (or race) free' equa-
tions." (See also the discussion in Werts and Link, 1971.)
- : loThese percentage differences in the sizes of
the SES and aptitude coefficients are véry similar to those
observed in the EEO data (see Alexander and Eckland, 1974).
For further evidence on sex-SES .and sex-aptitwmie inter- |
actions, see Hawser (1972) and Williams (172, 1975).

Mlrwo other interpretations of these racial dif-
ferences are pos=sible: (1) some evidance 'suggests that
black adoiescents report parental status characteristics
less reliablfmfﬁan do white adolescents (St. John, 1970;
Kerékhoff, Mason, and Poss, 1973) and, therefore, the .
regreSsion slopes are relatively more attenuated for biécks;"
While plausible, we lack the reliability_and validity data
on status—-origin variables necessary to explore thisl

' hypothesis; and (2) socioeconomic origin variables other
than parentél educatién'and occupatidn may be influentiél.
in the determination bf educational performance ambition
of black students., Such Variables could include parental
income, wealth or possessions, life-style, or ioéal com-
munity prestige and status. Again, such data are not
available to us.

12

Our reanalysis of the Project Talent data for

black and white men presented in.Portex (1974) supports
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most of these conclusions for men. The metric coeffi-
cients assessing the impact .of head's occupation, apti-
tude, and academic performance on. "significant others'
influence" ié larger for white males, while performance

is significantly more important for the formation of occu-

pational plans amoxg black men.

ot
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FIGURE 1--The Wisconsin Model of Adolescent Achievement

For ease of presentation certain variables in the diagram have been "blocked”
together; in the actual structural model and analysis,however, the separate
variables operate upon one. another as diagrammed. The sources for the Wisconsin model
evaluated here are Sewell and Hauser(1972,1975). Variable abbreviations are:

FatEd,father's education - TEACH, teacher encouragement

MoEd, mother’ education PAR, parental encouragement

0CC, head's occupation PEER, peer educational plans

APT, academic aptitude EDEXP, educational expectations

GPA, grade point average OCCEXP, occupational expectations
?academic performance)
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Table 1

Means and Standard Deviations by Race and Sex*

White White Black Black
Variable Males Females Males Females
(N=1014) (N=1025) (N-439) (N=550)
FaEd X 2.97 2.87 2.05 1.90
s.D. . 1.43 1.39 ‘ 1.29 1.09
MoEd X 2.91 - 2.77 2.30 2.19
S.D. 1.18 : 1.16 1.22 1.16
occ X 41,48 40. 86 25.18 22.15
S.D. 22,98 23.16 17.54 15.53
APT X 7.05 7.19 4.05 4.10
S.D. . 2.61 2.43 2.26 2.10
GPA X 3,23 3.63 2,72 2.91
S.u. . .88 . 7" . .85 .71 .73
TEACH X 3.42 3.40 3,58 3.52
b S.D. .68 .63 .78 .77
PAR X - 7.57 ' 7.21  7.46 '7.45
S.D. 1.86 1.90 1.83 1.73
DEER X 4.25 4.12 4.29 4.29
S.D. 1.24 1.34 1.18 1.20
EDEXP X - 5.23 5.08 5.41 5.28
S.D. 1.75 1.74 1.70 1.70
OCCEXP X 52.01 55.65 - 46.88 53.86
S.D. ©28.10 - 19.95 25,485 . 21.85.

*See note to Figure 1 for variable abbreviations.
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Table 2

Standardized Structural Estimates for Four Data Sets

Predetermined Variables

*Indicates coefficients at least twice their standard errors.

lThe"sample sizes are MISS (N=555, Grades 10-12), WISC (N=1789),

EEC. (N-618), CLIM (N=754).

58

Data Set
FaBd MoEd OoCC  “SES"  APT GPA TEACH PAR PEER  R°
white Malesl
MISS  APT .039 .193*  ,142* 316 .100
WISC .158% ,099% ,083* 272 .074
EEO .276* ,026  ,077 .332 .110
CLIM .109* .048 L159*% 270 .073
MISS GPA .054 .01l =-.012 .055 .460% .227
WISC -.004 .022 .027 .037 .549%* .312
EEO .081 -,027 .017 .078 L460* .241
CLIM .166% —,009 .082 L2222 ..248%* .139
MISS TEACH -.102 .043 .184* ,159 -,040 -.228%* .075
WISC .015 .038 .068*% ,096 L147%  ,317* . 200
EEO .023 .109* ,094* ,178 -.,038  .229% .088
CLIM .118* ,014 .001 127 .030  ,172% .063
MISS PAR .059 .061  .167* .246  ,109* .144* .137
WIsC .060* ,094* ,151* ,236 .191* ,166%* .194
EEO .020 .130* ,208* 287 .039  .278* .205
CLIM .142*%  ,134* ,070 .288  .094* ,120%* .146
MISS  PEER .098 .005 .170* .238 .180% .072 .136
WISC .087* ,08B1* _110* ,217 L117*  .203* .158
EEO .024 .147%  ,178* ,276  .072 .216* .174
CLIM .102* 067 .126* ,246  ,096  .278% .214
MISS  EDEXP .,088  .134* 063 .242 .110* .164* ,152* ,290* .l44* 461"
WISC . .025  .056* ,061* ,110 .105* ,166% ,132% ,245% ,238* .462
EEO .060 .068 ,054 .143 .072 .152* 046 .245% . ,295% 438
CLIM -.052 .069  .025 .063 .046  .118* 052 .287% ,253% 492
>

"MISS OCCEXP .024 .085 .188* 256 ,098% ,149% ,178* ,146* ,105* 325
WIsc .037 .032 .051* 094 .122* ,205* ,086*% .218* ,215*% 411
EEO’ .034 =-,018 .217* 214 .089%x ,171* 045 .168* ,157* 300
CLIM ~=NA~~




Table 2 (continued)

Predetermined'Variables

Data Set )
FaEd MoEd OCC  "SES"  APT GPA TEACH PAR ©EER R
. 2
White Females

MISS APT .229* ° 100 .128* ,389 .151

WIscC .117*  ,176* ,076  .299 .089

EEO ‘ .098* _126* ,128* ,286 . .082

CLIM .087 .090 .071 .207 .043

MISS GPA .006 .028 .003 .034 .456%* 219

WISC .039  .085* -,047 .087  .624%* .425

EEO .072 .006 .039 .104  .469* .257

JLIM .058  .055 .134*% ,210 .349* : .195

MISS TEACH ° .057  ,1il* ,004 .156 =-.038 .236* .083

WwIsCc . -~ .155% .049 -.,046 .,165 ,016  .383* .211

EEO .076% ,078 .01l -~ .144 -,014 .148* .049

CLIM .053  ,035 .112% ,172 ,055 .059 ' .048

MISS . PAR .225% _184* 028 ..386 .,006 .065 .166

WISC ,098* .161* ,112* ,296  ,120* ,162%* .200

EEO .104* .i26* ,105* ,277 ,010° .213* .151

CLIM .138* _141* ,075 .298  .111* .075 .139

MISS PEER .129% ,115% .087 .,278 .084 ~.009 .00

WISC .215* _080* .071  .307 .098*% ,179% .202 -

EEO .167* .185*% ,l46* ,410 .049 .182% .254

CLIM. .118* .144* .,073 .28l ,107% .238% ) .215
' 'MISS EDEXP - .068  .155% .019 .215 .045 .08l* .168% .335% ,160* .416 T
. WISC . .103* ,113* ..039 .209 .01l .119% ,072* ,350* ,125* .413°
. EEO .061* ,108* ,099*% ,226 .034 .090* ~,011  .233*% ,369* ,456

CLIM " -.051 .069 .025 .06l .047  .118* .052 .287* .253*% .492

MISS OCCEXP .034 .028 .073 .114 .098* .054  .121* ,206* ,110* .187
WISC .088* ,073*% ,054 .173 ,040 .194* .054  .247* ,063  .299
" EEO _ --NA--
- CLIM v : --NA-~

*Indicates coefficients at least twice theirvstandard errors.

o The sample sizes are MISS (N—521, 10-12 grade), WISC (N—730),;
EEO (N-854), CLIM (N-663) e '




Table 3

Sex and Race Effects in the Wisconsin Model

Depéndent variable Explained Variance C
apPT GPA - TEACH PAR PEER EDEXP'  OCCEXP

I. Race Effects

{A) Males (n=1453)

(1) Total model .2156  .3194  ,0223  .1106 .0892  .3487 .2740
(2) Total model, race = .3352% ,3200 ,0386* ,1256% ,1183% ,3773%* .2§32*"

(3) Total model, race, _
race interactions .3372 .3232 .0468* 1304 .1221 .3865* .. _2938*

(B) Females (n=1575)
(1) Total model .2333  .3950 .0125 .0802 .0354 .2918 ,1510
(2) Total model, race -3763* .3988% ,0295*% ,1145* .0622% . 3113% .1596*

(3) Total model, race, ‘ , .
race interactions .3788 .4020 .0358 .1222* ,0679 .3170 .1691*

II. Sex Effects

(C) whites (n=2039)

(1) Total model .1497 .2809  .0385 - .1372 .1137  .4081  .2642
(2) Total model, sex .1517% .3286% .0401  .1498* .1166* .4089  .2684*

(3) Total model, sex, o ' , ) o
=T interactions .1539 .3294 .0481* _1586* .1194 .4131 .2905%*

(D) Blacks (n=989)
(1) Total model ’ .0745  .2479  .00<6 .0568 .0230  .2020 .1266
(2) Total model, sex .0756  .2627* ,0061 .0569 .0230 . ,2037 .1439% ;

(3) Total modél, sex,ﬂ . o o i , _
sex interactions, .0759 . 2640 .0123 .0620 .0254 .2128 ’ .1632% . -

N *Effect is significant at p < .05.




Table 4

Estimates of the Wisconsin Model for Mississippi 8~12 Grade Students
Dependent ' Predetormined Variables
Variables Fabd  MoBd  0CC  "SES" APT  .GPA TEACH  PAR R K CONSTANT

Metric Coefficients

W10 AL 024l A

pp . VE 880t 297014013018 | 4,89262
BM -.00181 L34935% 02U 275615
BF  .05215 ,30428* ,01821* ‘ 2.93217
W 04419 .00977 00017 16501 186525
A W L0813 02677 -,00074 164114 2.18443
BY  ~.04707 ,02992 00109 15351¥ 2.10065
BF -.0543 00474 00251 17330% 2,236
WM -.01625 -.02214 00607 -.00470 09127 3.01792
meg T © 01910 .05455¢ 00069 ~.00209  ,10029* 2.81541
B -.02832 07767 00148 -.03899 03970 3.41397
BE ~.00639. 03043 -,00235 01905 ~,01140 3,47061
W L13337% L0431 01325t 06687 ,31625* | 5.01004
ap  WF 25169 20083 00009 02634 .23608* 4.62336
BM 04182 28829t 00675 04763 12602 5,99743.
BF.16025* 13137 00013 [09862% -, 11909... « 6,79920
W .09287¢ 05605 ,00768* A07723% 09806+ | .61
g W oMelr e omsd 05103 0489S S 80883
| BY 08433 -.03178 00727+ o, 03925 10614 3.56298
‘ 61 BF L0513 -.00226 00313 ¢ 03339 00550 3,96512
WL0787 16578t 00467 T L05248r  3BMEO+ L27512F 33082 LLI960F 124428
mpe VE 0922579800158 (05410 ,19500% ,29658% ,29646* ,22308* ~.94991
B 13375 .04912 -.0039%4 J3482¢ 15132 ,35668* 20823 23935 30979
BF 04416 11646 00526 0432238704+ 15239 27866+ 10154 4767
W 1.8187 138821 17405 1.83683¢ 4,63702¢ 4,56198% 2,84854% 1,04590  ~32.28827
g VF L0 L7404 034 (1.08420¢ 2,84841% 1,32446  1,57173% 2.02080% 16,9945
BM ~.89874 2,51227* ~.00180 2,47653¢ 4,17679¢ 2,59995 11129 2.9%664*  ~8.71620

BF 55207 1,86011* 02989 51890 4.85727% -.47999  2,65010% -.76478 17,01939




Table 4 {continued)

Predetermined Variables

Dependent
Variables  Tpps g C  'SES"  APT  GPA  TEACH PAR PEER  R°  CONSTANT
; Standardized Coefficients
W .067  .200% L 197* .3U 154
- W89 142t 1,390 152
B -0l 189t .64t 290 084
BF -027 -167* .134* .261 1068
W L0710 .02 004 003 488 279
- WE L4603 ~020 085  .528¥ 307
R BT 085 - 051 027 067 (486¥ . M5
BF -.082  .008  .054 076 .502¢ 257
W =03 =039 205t 174 .08 119 048
U Y0200 025 147 -008 134 048
- -0 20 0B 4 - 03 018
B -.009  .046  -.047 055 L0520l ) 005
O TRy R v S BV B 150
o WE L8 79t 00l L3290 .03 L0 151
B .09 .19 065 .46 059 050 081
BP0 .08  L00L 163 120+ =050 045
M 07 053 Jl42¢ (260 162+ 070K 152
g T 0 oo 019 .23 L0 00 088"
B L0920 -.033 .08t 52 075 .064 044
B 04 002 041 073 05 003 011
w060 b+ 061 203 L078x 194 Lloex  L3SLE 085 443
g T8l O 005 Llosr L R4t 1+ 38l
a0 .01 035 -.04 L1300 .179% 083 (ledx 22¢ Ll66* 244
B¢ .08 .09 .48 .12 053 .l65% 069 8 O 186
T O SN T I+ RN V) U L St | L 006 329
wp U000 1B 107+ L 042 150% 136+ 202
B =085 L1201 -.00L .00 L2200t LLL7F 080 080 . 3 L1
099% .02l .14 050 Lle2r -.017 209t -0 1

BF .028

*Indicates b's tW1ce *helr standard error.

See Figure 1 for variable labels

:‘ lzxv(j black females

WM whlte males WF whlte females BM = black males,




Table o

peduced Form Estimates by Race and Sex*

e ———————
h Black Females :

- TEACH

oo

"

White Males wﬂite Females Black Males
{i10M4) (~1025) (N-430) (4=550)
SES APT GPA SES APT GPA SES APT GPA SES APT GPA
Qo0 0l 09l 06 M 095 -.08 0% 0% 040 -0l
006 (0W04) [.0913)  (.00ST) (.0l64) (,1003) (.0029) (-.0298) (.0897) (0018} (,017A) (-.0LL4)
Cam a0 B0 a0 00 L6 L0 08 00 8T 09 00
L020) (USL) (316Y) L0352 (.0702) (2381) (0194 (,0673) ).1260)  (.0048) (.0780) (1181
WLA% 00 T A 0 U607 0 08 060 008
LOIS0) (.0934) (098  (.0186) (.0600) (.0490) (.0026) (.0855) (,10G)) (.0L15) (0343 (0088} ~ "
N I . I NN A aR a0 L AR
COPEE ) e L5l L0 (1090) (3063)LOLEL) (AT (220 (016 (138D (30),
B TS R N BT Y/ S V'-SY | ST ) RSk NS ./ N L R 1 N

Lot (.08 (6057 LASO) (L8Z) (3.455)  (2U0) (3.279) (4788)  (1870) (LB (4543

wMetric coefficients in parentheses,




Table 6 R

Expected Values for Educational and Occupational Expectations for
Black Males and Females, Given White Means or Slopes

X ag
Educational Expecﬁations Black Males
(1) Observed Mean 5.41 (1.7)
(2) Expected: Black Male Slopes, White Male Means 6.27
(2) compared to (1) , +.86
(3) Expected: White Male Slopes, Black Males Means 6.20
(3) compared to (1) +.79
Occupatioﬁal Expectations
(1) Observed Mean . . - 46.88 (25.48)
(2) Expected: Black Male Slopes, White Male Meang ' 56.68 ’
(2) compared to (1) . . +9.8
(3) Expected: White Male Slopes, Black Male Meaus 63.40
- T (3 compared to (1) +16.52
Educational Expectations ~ Black Females
(1) Observed Mean : - 5.28  (1.7)
(2) Expected: Black Female Slopes, White Female Means 5.80
(2) -compared to (1) : ' +.52
v(3)-Expe;ted:' White Female Slopes, Black Female Means . 6.13... . -
(3) cqmpared to (1) +.85
(4) Expected: White Male Slopés, Black Female‘Means 6.37
(4)'comparea to (1) ~ +1.09
Occupational Expectations . ,
(1) Observed Mean _ L 53.86  (21.85).
(2) Expectedi Black Femaie sibbes, White Female Means 61.86
(Zf'compared to (1) o : . 48.0
(3)'Expected:f white Female Slopes, Black'Female Means ‘ '59;10
o (3) compared to (1) - : . T o ;““'5;24'
(4) Eﬁpecﬁed:'-white_M;le Slopes, Biack Femalée Means - 88.90

' (4) compared to (1) S o +25.04 S AT




