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ABSTRACT. Race, social class, and gender tend to be treated as separate 
issues in education literature. We review a sample of education literature 
from four journals, spanning ten years, to determine the extent to which 
these status groups were integrated. We found little integration. We then 
provide an example from research on cooperative learning to illustrate 
how attention to only one status group oversimplifies the analysis of 
student behavior in school. From findings of studies integrating race and 
class, and race and gender, we argue that attending only to race, in this 
example, oversimplifies behavior analysis and may contribute to per- 
petuation of gender and class biases. 

Race, social class, and gender as issues related to schooling have received major 
attention from educators and social scientists over the last two decades. Although 
social scientists and educators employ various approaches to conceptualize educa- 
tional equity (see, for example, Bennison, Wilkinson, Fennema, Masemann, & 
Peterson, 1984; Grant & Sleeter, 1985, for typologies of approaches), the common 
aim has been to understand how education can be constructed and distributed so 
it does not discriminate against major social groups. This education literature 
includes case studies, experimental studies, and survey studies of what occurs in 
schools; it also includes reviews of studies, issue, historical, and theoretical analyses, 
and analyses of litigation. 

We applaud the attention directed toward race, social class, and gender, but we 
are concerned about education literature's failure to conceptualize these as inte- 
grated issues. We therefore argue that more attention needs to be paid to the 
integration of race, class, and gender. We mean, for example, that if one integrates 
race and gender, one recognizes each sex within racial groups, and different racial 
groups within each gender. This is different from treating race and gender as 
separate groups or issues, as if individuals had membership in only a racial group 
or a gender group. We will first briefly discuss the integration of these three status 
groups in American society, then examine a sample of the education literature to 
determine the extent of integration. Then we will offer examples of research that 
has integrated at least two of these status groups, to illustrate how integration can 
help our understanding of schooling. 

Integration of race, class, and gender in American society 

Race, social class, and gender are used to construct major groups of people in 
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society. Some members of these groups-people of color, women, and poor 
people-historically have enjoyed less power, status, and wealth. Struggle against 
oppression by these status groups has been a feature of the history of this country. 
Although such struggles are often interpreted separately (e.g., the women's move- 
ment as distinct from the Black Power movement), theorists are beginning to see 
them as inextricably related, and are recognizing that failure to understand their 
interrelatedness ultimately weakens the power of these struggles to effect social 
change. 

For example, Aronowitz (1981) has pointed out that many black freedom 
movement participants have adopted a Marxist perspective because of its analysis 
of the economic circumstances of most blacks. He stated, "Having succeeded in 
wresting important concessions in social and political rights, blacks have been 
obliged to face the reality that economic equality is no closer to realization twenty- 
five years after the historic Supreme Court decision barring segregation in educa- 
tion" (p. 96). He argued that struggles of people of color must include attention to 
class because most people of color are oppressed on the basis of class as well as 
race. At the same time, he argued, racism cannot be reduced to a class analysis. 
Similarly, the oppression of women pre-dates capitalism and is based on biological 
rather than material factors, but it is connected with oppression based on race and 
class, particularly for poor women of color. Aronowitz warned that, "Unless these 
questions [related to racism] are raised simultaneously with those of class and sex, 
the abolition of conditions for the reproduction of capitalist relations of production 
is beyond realization" (p. 97). 

Davis (1981) has offered a similar analysis of the history of emancipation 
movements in the U.S. Her analysis reveals divisions based on status groups within 
movements that eventually weakened the movements. Unlike Aronowitz's example 
of blacks who have recognized a connection between race and social class, she 
pointed out the failure of white middle-class women to recognize concerns of lower- 
class women and women of color, that ultimately weakened their efforts to combat 
sexism. She noted that "the convenient omission of household workers' problems 
from the programs of'middle class' feminists past and present has often turned out 
to be a veiled justification-at least on the part of the affluent women-of their 
own exploitative treatment of their maids" (p. 98). 

What writers such as these point out is that all people are members of not just 
one status group, but of all three, and these simultaneous memberships influence 
perceptions and actions. An example is a child in the classroom who is not just 
Hispanic, but also male and middle class. Thus he is linked with an oppressed 
ethnic group, but also with a gender group and a social class that historically have 
oppressed others. Therefore, his view of reality and his actions based on that view 
will differ from those of a middle-class Hispanic girl or a lower-class Hispanic boy. 

There is compelling evidence that young people construct views of reality within 
the material and cultural contexts of their lives, and that these contexts are shaped 
partly by the status groups to which they belong. For example, Willis's (1977) 
"lads" constructed a view of their opportunities by observing working-class men in 
their community, and drew on working-class male cultural themes to define a value 
structure that made sense to them within the limitations of those opportunities. 
What Willis explored only slightly was how the lads' race affected their views and 
actions. The black students studied by Ogbu (1978) constructed beliefs about their 
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job opportunities by observing what jobs were held by blacks in their communities. 
Ogbu argued that the behavior of black students depends in part on their perceptions 
of the opportunity structure, that is shaped in part by the caste-like position of 
people of color. What Ogbu did not examine was the role gender played in shaping 
the realities of male and female black students and how students perceived the 
opportunities open to their race, social class, and gender groups. 

The education literature tells us little about how and when the integration of 
these status groups is important. Race, social class, and gender tend to be examined 
separately. As a result, Davis's distinction, for example, between affluent women 
and their maids, becomes lost. Connections Aronowitz cited between black and 
white members of the lower class are blurred when students are examined only by 
race, and racial distinctions are blurred or lost when students are examined only 
by social class. A failure to consider the integration of race, social class, and gender 
leads at times to an oversimplification or inaccurate understanding of what occurs 
in schools, and therefore to inappropriate or simplistic prescriptions for educational 
equity. 

Race, class, and gender in education literature 

To determine to what extent race, social class, and gender are integrated in the 
education literature, we examined a sample of literature published over a ten-year 
period (1973-1983), during which these issues received considerable attention. This 
sample included all issues of the following journals: American Educational Research 
Journal, Harvard Educational Review, Review of Educational Research, and Teach- 
ers College Record. We included all articles that focused directly on race, social 
class, equal opportunity, and/or gender in U.S. schools, grades kindergarten-12; 
articles that did not directly relate to schooling were not included. We excluded 
articles focusing on methods for evaluating intervention programs, articles on legal 
or funding issues that did not discuss programs, and articles reporting studies in 
which race, social class, or gender were variables but were not discussed substan- 
tively. 

A total of 71 articles were analyzed. Thirty clearly focused primarily on race, 15 
on social class, and 18 on gender; five articles focused equally on two of these, and 
three focused on all three. We will briefly describe how the articles treated or failed 
to treat the intersection of race, social class, and gender, the area of study (e.g., 
desegregation), and the kind of article (e.g., experimental study). 

Race. Thirty articles focused primarily on race, or on school issues related directly 
to race, such as desegregation. As Table I shows, few of these articles gave substantive 
attention to gender or social class, although class received more attention than 
gender. Twenty-four of the articles made little or no reference to the social class 
membership of the racial group(s) being discussed. We classified an article as giving 
little attention to class if class was only mentioned but not discussed. For example, 
Harber and Bryen (1976) occasionally referred to speakers of black English as low- 
income blacks, and Otheguy (1982) included a few statements such as "For 
Hispanics who are poor..." (p. 314); neither author explored ramifications social 
class may have for their discussions. 

Five of the 30 articles on race mentioned social class as a variable but did not 
discuss it much. For example, Bradley and Bradley (1977) mentioned social class 
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TABLE I 
Articles with Primary Focus on Race 

Attention to Attention to gender 
Attention to 
social class 

Article Kind of article Area of study 
Inte- Inte- Amount Inted Amount Inted 

grated? grated? 
Abrams (1975) 
Banks, McQuater, and Hubbard 

(1978) 
Beady and Hansel (1981) 
Bradley and Bradley (1977) 
Cummins (1979) 
Engle (1975) 
Foster (1973) 
Hall and Turner (1974) 
Hannafin (1983) 
Harber and Bryen (1976) 
Hernandez (1973) 
Jackson and Cosca (1974) 

Kennedy and Suzuki (1977) 
Kirk and Goon (1975) 
Kirp (1976) 
Kirp (1981) 
Kleinfield (1973) 
Maruyama and Miller (1979) 
Otheguy (1982) 
Pettigrew and Green (1976) 
Ravitch (1976) 
Ryan(1982) 
Schlossman (1983) 
Scott and McPartland (1982) 
Shade (1982) 
Sharan (1980) 
Slavin and Madden (1979) 
Sowell (1981) 
Teitelbaum and Hiller (1977) 
Willig et al. (1983) 

Case study 
Review of research 

Survey study 
Review of research 
Review of research 
Review of research 
Issue analysis 
Review of research 
Experimental study 
Review of research 
Review of research 
Survey study 

Experimental study 
Review of research 
Case study 
Analysis of litigation 
Review of research 
Reanalysis of survey data 
Issue analysis 
Review of research 
Historical analysis 
Analysis of legislation 
Historical analysis 
Survey study 
Review of research 
Review of research 
Survey study 
Issue analysis 
Analysis of litigation 
Survey study 

Desegregation 
Black achievement motivation 

None 
Little 

Teacher expectations 
Black achievement and desegregation 
Bilingual education 
Bilingual education 
Desegregation 
Black English 
Math concept attainment in Anglos and Hispanics 
Black English 
Mexican-American student achievement 
Teacher behavior toward Mexican and Anglo stu- 

dents 
Verbal behavior of Anglo and Mexican-Americans 
Desegregation 
Desegregation 
Desegregation 
Eskimo learning style 
Desegregation 
Bilingual education 
Desegregation 
Education of minority groups 
Indian education 
Bilingual education 
Desegregation 
Afro-American cognitive style 
Cooperative learning and student relationships 
Student relationships 
Ethnic education 
Bilingual education 
Achievement attributions and math performance 

None 
None 
None 
None 
None 
None 
Moderate 
None 
Little 
None 

None 
None 
None 
None 
None 
None 
None 
None 
None 
None 
None 
Moderate 
None 
Little 
Little 
None 
None 
Moderate 

None 
Yes None 

Yes 

Yes 

Moderate 
Little 
None 
None 
None 
Great 
None 
Little 
Moderate 
Little 

Little 
Moderate 
None 
None 
None 
Little 
Little 
None 
None 
Little 
Little 

Yes Little 
None 

No None 
Yes Little 

Great 
None 

Yes Moderate 

oo 

Yes 
No 

Yes 

Yes 
Yes 
Yes 

Yes 
No 

Yes 
Yes 

Yes 
Yes 
Yes 

Yes 
Yes 

Yes 
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as a variable that can affect desegregation programs; Kennedy and Suzuki (1977) 
used it as a control variable but did not discuss in much depth how it might effect 
their results; and Scott and McPartland (1982) reported data in tables by social 
class levels within racial groups but did not discuss these data in the article. One 
article implicitly equated race and social class: in their review of desegregation 
studies, Kirk and Goon (1975) referred to the mixing of black and white students 
and the mixing of lower-class and middle-class students as if the two were the same. 

Five of the 30 articles gave fairly substantive attention to social class. Two of 
these (Beady & Hansel, 1981; Willig, Harnish, Hill, & Maehr, 1983) reported 
studies in which subjects of various racial groups were divided by social class; both 
found some significant differences between, for example, middle-class and lower- 
class Hispanics, and middle-class blacks and whites. Three articles included sections 
that discussed relationships between race and class. Hall and Turner (1974) dis- 
cussed standard and nonstandard English usage by middle- and lower-class blacks 
and whites; Hernandez (1973) discussed social class as an important variable 
affecting the achievement of Mexican-American students; and Sowell (1981) dis- 
cussed class as an important variable affecting the use various ethnic groups have 
made of education. 

Gender received less notice than class in the articles focusing on race. Twenty- 
seven of the 30 articles gave little or no attention to it. Some of these mentioned it 
as a variable without providing much discussion; for example, Sharan (1980) noted 
that cooperative learning improves student relationships across gender and race, 
thus treating gender as a parallel but independent variable. Three articles reported 
studies in which gender was a variable integrated with race (but not with race and 
social class). Hannafin (1983) found gender to have no effect on math achievement 
in any of the racial groups of his sample (he surmised that this was because they 
were younger than the age at which gender normally begins to matter), although 
Willig, et al. (1983) found an interaction of gender and race to affect math 
achievement attributions. Finally, Scott and McPartland (1982) found an interac- 
tion of race and gender to affect students' perceptions about some racial integration 
issues. 

Social Class. Fifteen articles focused primarily on social class. We included 
articles in this section if the author(s) said the article was about social class or class- 
related issues. Articles varied widely in their definition of class, ranging from no 
definition to income, education, and occupation-based definitions. As Table II 
shows, articles gave little attention to race or gender. Thirteen of the social class 
articles made little or no mention of race. Two of these, on the "disadvantaged," 
implicitly equated race and social class: the sample in Becker's (1977) study was 
lower-class and predominantly of color, results were discussed mainly in terms of 
poverty, and very little attention was given to the students' racial backgrounds. The 
other article on the "disadvantaged" (Hodges, 1978) reviewed research studies, 
discussing them in terms of social class variables and failing to describe the racial 
composition of samples, which were likely predominantly of color. 

Three social class articles gave some attention to race, mostly discussing it as a 
variable related to school achievement or school processes (Duncan, 1973; Giroux, 
1983; Walberg & Marjoribanks, 1976). One article offered a substantive discussion 
of race in relationship to social class: Edmonds and colleagues (1973) critiqued 
racist biases in research methodology and result interpretations in Jencks et al.'s 
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TABLE II 
Articles with Primary Focus on Social Class 

Attention to race: Attention to Gender: 
Article Kind of article Area of study Inte- Inte- 

Amount grated? Amount grated? grated? grated? 

Anyon (1979) 

Becker(1977) 
Coleman (1973) 

Duncan (1973) 

Dwyer (1977) 
Edmonds et al. (1973) 

Giroux (1983) 
Haller and Davis (1980) 
Hodges (1978) 
Michelson (1973) 

Rivlin (1973) 

Schultz and Sherman (1976) 
Snow (1983) 
Steinitz, King, Soloman, and Shapiro 

(1973) 
Walberg and Marjoribanks (1976) 

Content analysis of text- 
books 

Experimental study 
Critique of previous survey 

study 
Critique of previous survey 

study 
Historical analysis 
Critique of previous survey 

study 
Theory critique 
Survey study 
Review of research 
Critique of previous survey 

study 
Critique of previous survey 

study 
Review of research 
Case study 
Survey study 

Review of research 

Ideology of school history books 

"Disadvantaged" 
Jencks et al.'s Inequality 

Jencks et al.'s Inequality 

Worker/labor studies 
Jencks et al.'s Inequality 

Social reproduction theory 
Ability grouping 
"Disadvantaged" 
Jencks et al.'s Inequality 

Jencks et al.'s Inequality 

Effectiveness of forms of reinforcement 
Literacy 
Ideological development of working class 

youth 
Cognitive development 

Little No 

Little Yes 
None 

Moderate Yes 

None 
Great Yes 

Little Yes 
None 
None 
Little 

None 

None 
None 
None 

Little No 

None 

None 
None 

Little Yes 

None 
None 

Moderate Yes 
None 
None 
None 

None 

None 
None 
None 

None 
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Inequality: A Reassessment of the Effect of Family and Schooling in America 
(1972). They argued that, by failing to consider race and culture seriously, the book 
assumed black children to be culturally deprived rather than culturally different 
and institutionally oppressed. 

Gender was given moderate attention in only one of the 16 social class articles. 
In critiquing theories of social reproduction and resistance, Giroux (1983) cited 
some problems that have remained unexamined when gender has been ignored. Of 
neo-Marxist works as a whole, he argued that, "The failure to include women and 
racial minorities in such studies has resulted in a rather uncritical theoretical 
tendency to romaticize modes of resistance even when they contain reactionary 
racial and gender views" (p. 287). He went on to point out that ironically much of 
this work, "although allegedly committed to emancipatory concerns, ends up 
contributing to the reproduction of sexist and racist attitudes and practices" (p. 
287). 

Social class and race. Only one article gave equal attention to race and social 
class. Freijo and Jaeger (1976) examined teacher evaluations of students, integrating 
the race and social class of students in their analysis. They found that teachers 
respond somewhat differently to students of different racial groups but of the same 
social class background, and that they respond differently to students of different 
social class backgrounds but the same race. Gender was not a variable, although it 
was in a larger study that included this study. The authors did not say why they 
omitted gender here. 

Gender. Eighteen articles focused primarily on gender; these are summarized on 
Table III. Fourteen of these articles gave little or no attention to social class and 16 
gave little or no attention to race. Several of these were survey studies comparing 
male and female students or teacher attitudes toward male and female students. In 
most of the studies, the reader is not informed of the race or social class backgrounds 
of the students, although some authors stated that the sample was predominantly 
white (e.g., Sherman & Fennema, 1977) or middle- to upper-class (e.g., Benbow & 
Stanley, 1982). 

Social class was treated as a variable in three gender articles, and race was a 
variable in two. Fennema and Sherman (1977) and Haertel, Walberg, Junker, and 
Pascarella (1981) found middle-class boys to have higher achievement motivation 
than middle-class girls in math and science, but this pattern did not hold for lower- 
class girls and boys. In addition, Haertel and colleagues (1981) found an interaction 
between race and gender in some aspects of science learning. Pallas and Alexander 
(1983) included race and social class as independent variables in regression equa- 
tions. They found a greater gender effect than race or class effect on math 
achievement, until they factored in coursework students had completed, when the 
race effect became greater than the gender effect. However, race and class were not 
discussed, nor was any possible interaction between variables. 

Substantive discussions of the intersection of gender and social class were offered 
in two articles, and of gender and race in one article. Biklen (1978) discussed 
women's education during the Progressive movement, pointing out some differ- 
ences in affluent versus working class women's education. Marini and Greenberger 
(1978) found significant differences in educational aspirations of middle-class and 
lower-class girls and boys. Finally, Adkison (1981) reviewed literature on women 
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TABLE III 
Articles with Primary Focus on Gender 

Article 

Adkison (1981) 
Agre and Finkelstein (1978) 
Benbow and Stanley (1982) 
Benz, Pfeiffer, and Newman (1981) 
Biklen (1978) 
Dwyer (1973) 
Fennema and Sherman (1977) 
Haertel et al. (1981) 
Kedar-Voivodas (1983) 
Lee and Gropper (1974) 
Lyman and Speizer (1980) 
Marini and Greenberger (1978) 
Pallas and Alexander (1983) 
Pedro, Wolleat, Fennema, and Becker (1981) 
Saario, Jacklin, and Tittle (1973) 

Sherman and Fennema (1977) 
Stake and Katz (1982) 
Tobias and Weissbrod (1980) 

Kind of Article 

Review of research 
Issue analysis 
Longitudinal study 
Survey study 
Historical analysis 
Review of research 
Survey study 
Survey study 
Review of research 
Theory critique 
Survey study 
Survey study 
Survey study 
Survey study 
Survey study 

Survey study 
Survey study 
Research review 

Area of Study 

School administration 
Feminist school reform 
Math achievement 
Teacher sex-role expectations 
Progressive education 
Reading achievement 
Math achievement 
Science achievement 
Teacher attitudes 
Sex roles 
School administration 
Educational aspirations 
Math achievement 
Math course selection 
Content of textbooks, achievement tests, and 

vocational education tracks 
Math achievement 
Teacher attitudes and behavior 
Math anxiety 

Attention to Attention 
Social Class: to Race: 

Inte- Inte- Amount 
I 

Amount 
grated? grated? 

None Great Yes 
Little 
None 
None 
Moderate 
None 
Moderate 
Moderate 
None 
None 
None 
Great 
Little 
None 
None 

None 
None 
None 

Yes None 
None 
None 

Yes None 
None 

Yes None 
Yes Moderate 

None 
Little 
None 

Yes None 
Yes Little 

None 
None 

Yes 

Yes 

None 
None 
None 
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in administration, and included a section on career paths of black and Hispanic 
women. 

Race and Gender. Three of the 71 articles focused equally on race and gender. 
As Table IV shows, all three articles integrated these two status variables; two, 
however, gave no attention to social class, and Simpson and Erickson (1983) used 
it as a control variable but did not discuss it. Both survey studies found statistically 
significant results by integrating race and gender. Simpson and Erickson (1983) 
found that teachers praised as well as criticized male students more than female 
students, and criticized black males more than any other group. Hennessy and 
Merrifield (1978) found a few cognitive aptitude differences between race-gender 
groups. The third article, by Lightfoot (1976), reviewed literature on sexism, and 
criticized its failure to discuss race. Lightfoot pointed out that in most writings, 
"almost automatically, sexism becomes synonymous with the experiences of white 
middle class girls" (p. 257). 

Gender and social class. The only article to focus equally on gender and social 
class was by Apple (1983). He analyzed teaching as a profession, arguing that 
expectations placed on teachers and their responses to those expectations can be 
understood best by examining teaching as a proletarian profession for women, who 
usually must contend with domestic responsibilities in addition to teaching. 

Race, social class, and gender. Three articles focused equally on all three status 
groupings, but only one integrated them (see Table V). Kirp (1977) and Tollett 
(1982) discussed litigation and legislation at the federal level for equal opportunity 
programs. They discussed demands for equal educational opportunity made by 

TABLE IV 
Articles with Equal Focus on Race and Gender 

Attention to 
Race and social class: Kind of Area of en Article gender 

integrated? Amount Int 
grated? 

Hennessy and Merri- Survey study Cognitive attitudes Yes None 
field (1978) 

Lightfoot (1976) Research review Black girls Yes None 
Simpson and Erick- Survey study Teacher behavior Yes Little Yes 

son (1983) 

TABLE V 
Articles with Equal Focus on Race, Social Class, and Gender 

Race, 
Kind of Area of social class, Article article study gender 

integrated? 

Kirp (1977) Issue analysis Equal opportunity No 
litigation 

Rumberger (1983) Survey study Dropouts Yes 
Tollett (1982) Issue analysis Litigation and legislation No 

for equal opportunity 
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women, blacks, bilinguals, and the handicapped, in a way that suggested these are 
discrete, parallel groups. The third article (Rumberger, 1983) examined factors 
related to dropping out of school. By integrating race, social class, and gender, 
Rumberger was able to describe a complex pattern of factors associated with those 
who drop out (or are pushed out). For example, he found that the higher their 
mother's level of education, the more likely black and white females and black 
males were to stay in school, but the mother's education level had little effect on 
white males or Hispanic youths. Rumberger suggested that mothers are important 
educational role models for black youths and white females, that fathers are more 
important role models for white males, and that for Hispanic youths, other factors 
are more important in determining whether or not to stay in school. For lower- 
class Hispanic males, the main reason for dropping out was the need to work to 
help support the family. Economic reasons were important to members of other 
groups, but family responsibilities were paticularly important to the lower-class 
Hispanic male. 

Analysis of Relevant Literature 

Our analysis shows that most of the literature in our sample treated race, social 
class, and gender separately. To illustrate how this may oversimplify equity issues 
and mislead researchers, we examined an area of study in two of the articles. Slavin 
and Madden (1979) and Sharan (1980) wrote articles on school practices for 
improving race relationships among students. Both articles focused primarily on 
race, and both concluded that group work is an effective strategy for improving 
race relations in school. We will summarize their main arguments, then question 
them on the basis of studies that have looked at race and gender together, and race 
and class together. 

Slavin and Madden (1979) reported findings from a survey of 51 schools regarding 
practices for improving race relations among students. Questionnaires were sent to 
teachers and students. Students were asked about behaviors with peers of another 
race, attitudes about other races, and participation in school activities attempting 
to improve race relations; teacher were asked about their use of different activities 
to improve race relations and their participation in workshops designed to change 
teacher attitudes. The strongest finding was that activities in which students work 
with members of other races correlated with positive interracial attitudes and 
behavior for both blacks and whites. In analyzing the data, gender and SES were 
two control variables. However, the article did not mention whether there might 
be an interaction of race and gender, or of race and social class, leaving the reader 
to assume that there is not. 

Sharan (1980) reviewed studies on the use in desegregated schools of various 
forms of cooperative learning designed to improve ethnic relations, achievement, 
and attitudes toward self and school. This article was similar to the Slavin and 
Madden article in that it concluded that cooperative learning does tend to improve 
ethnic relationships, and that racial groups are discussed as if they were internally 
homogeneous. Sharan criticized these studies on several grounds: most investiga- 
tors, he stated, did not report data separately on each ethnic group, so it is not 
known whether only one group changed its attitudes and behavior; some investi- 
gators reported changes made by one ethnic group only; several investigators did 
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not use measures that would indicate whether improved relationships transferred 
to situations outside the intervention; and most conclusions about improved 
relationships were derived from sociometric questions alone. 

Sharan pointed out that most of the studies did not help clarify which features 
of cooperative learning actually make a difference. In Sharan's reporting and 
discussing of the studies, students were consistently aggregated by race. Sharan 
noted that "most investigators reported increased cross-racial selections without 
indicating...whether the change was evenly distributed among members of both 
ethnic groups named in the selections" (p. 259). He followed this with a discussion 
of the pitfalls of assuming that both or all ethnic groups changed equally as groups, 
but he did not discuss the pitfalls of assuming that change was evenly distributed 
within groups. 

These two articles do not tell us some things that would be helpful. We do not 
know whether boys and girls within racial groups experience cooperative learning 
in the same way. It is possible, for example, that reported gains are modest because 
white girls and boys of color develop more positive interracial relationships than 
girls of color and white boys, but that these differences are not evident when data 
are aggregated. Further, we do not know whether cooperative learning affects boys 
and girls of different racial groups (e.g., black girls vs. Mexican girls) differently. 
We also do not know whether it affects members of different social classes within 
racial groups differently. For example, in a black and white student population, do 
middle-class blacks respond more favorably to cooperative learning than lower- 
class blacks? Finally, we do not know whether there might be an interaction of 
race, class, and gender. We now provide evidence from other studies to suggest that 
questions such as these should be investigated. 

Many desegregated schools attempt to mix minority students, who on the average 
are from lower or working class backgrounds, with white students who on the 
average are of middle-class backgrounds. Confounding race with class makes the 
development of positive race relations more difficult. This was certainly a problem 
in the school studied by Rist (1978), in which there was little overt attempt to 
improve race relations once the school was desegregated. It was also a factor in the 
school studied by Schofield (1982). The school did attempt to equalize status 
differences by reducing or eliminating tracking and ability grouping; many teachers 
did not deliberately use cooperative learning techniques reviewed by Sharan, but 
some features of cooperative learning were incorporated into school practices. 
These was some improvement of race relations, but a fair amount of social 
segregation and tension persisted among students. Schofield was unable to ferret 
out the role played by social class due to inaccessibility of school records on 
individual students' backgrounds, but she recognized that students were aware of 
differences in their economic status outside school. How cooperative learning might 
affect students in schools in which one racial group is of a higher social class is an 
important issue that is not addressed when class is ignored. 

Do students of different social class backgrounds perceive and interact with 
ethnically different peers of the same social class in different ways? An ethnographic 
study of a desegregated high school suggests that they do (Sullivan, 1979). The 
school had a multiracial student body, and most racial groups contained members 
of more than one social class background. Sullivan found that middle-class students 
interacted across racial lines much more readily than the lower-class students. He 
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suggested that this was due to two factors. One was that the middle-class students 
had more in common culturally with their ethnically different but same-class peers 
than lower-class students did with ethnically different peers, because the lower-class 
students were more strongly influenced by their ethnic cultures. A second factor 
was that the middle-class students saw the advantage of learning to interact with 
those of different ethnic backgrounds. They were thrown together in some of the 
more prestigious classes and activities in the school, and thus felt they received 
higher status and benefits by making use of these opportunities. The lower-class 
students tended to be placed in lower status classes that were less racially mixed, 
and they participated less in activities. 

There is evidence from other studies that middle-class people of color see 
themselves as having much in common with middle-class whites (e.g. Banks, 1984), 
but that lower-class racial groups are often antagonistic toward one another because 
they feel they are competing for a limited share of rewards (Hill, 1982). These social 
class dynamics may be very important to understand when working with race 
relations in a school. It may well be that in many schools cooperative learning 
would have less impact on race relations among lower-class than middle-class 
students because of the cultural perceptions and experiences of students. By failing 
to examine relationships between race and social class, the literature cited earlier 
does not even suggest this as a possibility. 

There is evidence that boys and girls within racial groups experience somewhat 
different social relationships in desegregated schools, and this may affect their 
responses to cooperative learning interventions. We will cite findings from three 
recent case studies, which do not suggest a coherent pattern as much as they raise 
questions. L. Grant (1984) found that black girls in six first grade classrooms played 
a much more active social role among their classmates than any other race-gender 
group, and crossed race and gender lines more than any other group. She also 
found some tension between the black girls and white boys, who put black girls 
down with racist remarks if they felt threatened by the girls' accomplishments. 
Schofield (1982) found friction between black and white middle-school girls from 
competition over black boys; she also found that white boys felt somewhat threat- 
ened by black boys and acted defensively toward them. Both researchers noted that 
white girls were somewhat passive and acquiescent in social relationships. Fuller 
(1980) found that a sample of lower-class black girls in Britain distanced themselves 
from black boys and white students because of their high aspirations for themselves, 
their concern about not wanting their peers to ridicule them or try to hold them 
back, and their desire not to be viewed as acquiescing to whites. 

It could be that the black girls in Grant's study developed an interracial social 
network more than girls in the Schofield and Fuller studies because they were in 
the distinct minority in the classroom (2 to 3 in four of the six sample classrooms), 
and felt they needed to cultivate relationships to survive. Neverthelss, these three 
studies suggest that different race-gender groups may react differently to cooperative 
learning. The black girls in Grant's study could react very favorably to it, but it 
may pose a threat to the white boys attempting to prove their superiority. Tensions 
could continue to erupt among students such as those in the Schofield study, in 
spite of cooperative learning interventions, with tensions among girls relating 
primarily to racial competition over boys, and tensions among boys relating to 
attempts to prove masculinity. The black girls in the Fuller study could well resist 

206 



RACE. CLASS. AND GENDER IN EDUCATION RESEARCH 

efforts to build interracial relationships if placed in a cooperative learning situation, 
seeing such relationships as useless and possibly a hinderance to their future goals 
and sense of identity. The point is that the cooperative learning literature reviewed 
earlier does not hint of such dynamics because it ignores gender. 

Conclusion 

Of the sample of 71 articles we reviewed that addressed equity issues related to 
race, social class, or gender, most treated racial, class, and gender groups as if they 
were homogeneous. For some purposes, this may be appropriate. But there seems 
to be a tendency to do this even when not appropriate. We suspect this is due in 
part to myopia of educators and researchers. Concern with one status group can 
lead to neglect of people's multiple group memberships that may relate to an issue. 
This seems to have been the case with our example of the two articles on cooperative 
learning. One could find additional examples, although attempts to do so would be 
hindered by the paucity of literature that integrates race, social class, and gender 
substantively. 

There needs to be more dialogue among those interested in race, social class, and 
gender. For example, those concerned with student social relationships in school 
across racial lines might work with those interested in social relationships across 
gender and class lines, because there is evidence that simultaneous memberships in 
these groups do affect social behavior in school. Very likely the same is true for 
achievement in math and science, for instance, decisions about higher education, 
teacher expectations of students, or achievement in learning a second language. 
Until integrations of these three status groups are investigated, we cannot argue 
that they are not all important in any issue or research question. We may 
oversimplify theory and perpetuate biases by failing to integrate them. 
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