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1. Introduction


The effect of parental resources, conditions and characteristics on individual educational attainment – inequality of educational opportunity (IEO) – plays a central role in the intergenerational reproduction of inequality in modern societies. Studies of IEO in advanced industrial societies (Mare, 1980, 1981; Shavit and Blossfeld, 1993) and in nations of recent industrialization (Park, 2004; Torche, 2005; Silva, 2004; and Fernandes, 2005) have confirmed a pattern defined as “persistent inequality” (Shavit and Blossfeld, 1993). There is none or only minor change across birth cohorts in the effects of social background on educational attainment. While these analyses suggest that this pattern persists in spite of massive educational expansion, industrialization, and many types of policy intervention designed to diminish inequality, some of their specific findings indicate that: (1) enrollment have increased dramatically across cohorts, (2) social origins affect completion of lower levels of educational system more than entry or completion of higher levels, and (3) the advantage of males over females have eventually disappeared, and in some cases reversed.  This paper presents the most recent analysis for the Brazilian case. Some features of this case are important both to expand the comparative scope of the studies of IEO, and to clarify questions related to rural/urban, class and race inequality of opportunity in Brazil. 


To date studies have focused on educational levels such as completing primary and secondary education, and entering the university or a technical school.  Yet, the Brazilian case asks for a different approach since inequality in transitions below the completion of primary education has been present until the 1990´s (Silva, 2004). Although a minimum of 4 years of education have been compulsory by law before 1971 and 8 years of primary education (complete primary) since 1971, it was only in the 1990´s that more than 90% of the pupils in relevant age have been enrolled in elementary school. Therefore, the study of the Brazilian case must take into account transitions such as completing one year and completing four years of elementary education. Previous studies of the Brazilian case were dedicated either to study this initial transitions in the 1980´s and 1990´s (Silva, 2004), or to study the trends using data from 1988 and, therefore, studying cohorts born until 1963 (Fernandes, 2005). In this paper I integrate these two studies by analyzing both all transitions of cohorts born until 1971, and initial transitions, completing one and four years of schooling, for cohorts born respectively until 1984 and 1978.  Moreover, I estimate pooled logistic regression models (which were not used in previous studies) that allow determining trends in the effects of social background characteristics on transition rates across cohorts.


The study of IEO in Brazil is also essential for the growing debate on race and class inequality. There is a long tradition of studies in Brazil indicating that the transmission of inequality is exclusively determined by socioeconomic disparities. In contrast, some studies have indicated that whites are better off than mulattos (brown) and blacks. The proponents of the long tradition of “no-race-discrimination-hypothesis” argue that racial inequalities are due to the fact that non-whites have lower socioeconomic origins. In order to verify the veracity of these claims it is important to analyze the intergenerational transmission of inequality. Some studies have been doing that, and this paper joins this tradition by expanding the analysis of IEO. Another fact that could be related to racial inequality is that most non-whites have been concentrated in the poorer regions in Northeast and in rural areas. These locations have been historically poor and suffered from lack of economic and educational resources. Up until 1960 more than 60% of the population was in the rural regions of the country. The analysis of IEO across birth cohorts implemented in this paper can help clarify some questions concerning the intergenerational transmission of racial and socioeconomic inequalities, since the data used have information on socioeconomic background and locations in which people grew up (previous studies did not have this last information). Although these types of analyses are more informative to the race/class debate than simple studies of inequality of conditions, they are not designed to unveil if there is racial discrimination, or of any other type.


The paper has three main tasks. First, it aims at including Brazil in the comparative project of studying the persistence of inequality of educational opportunities during the 20th century. Second, it intends to expand the analysis of IEO already done for Brazil by using pooled logistic regression models to determine the existence of trends over time and across transitions, and by combining the analysis of transitions below primary education for recent cohorts and at higher levels in the educational system for older cohorts. Finally, it intends to contribute to the debate about intergenerational transmissions of racial and socioeconomic inequalities. 


The paper is divided into seven sections. The first is this introduction. The second section presents the main theories used to explain educational stratification. Then section three presents theories about race and class stratification in Brazil. The fourth section describes the Brazilian educational system. Section five presents data, methods, and variables. Section six present the analysis, and section seven the conclusions.

2. Theories


The Brazilian case is relevant to discuss three main theoretical approaches used to understand trends in educational inequality: the theory of industrialization, reproduction theories and the maximally maintained inequality hypothesis (MMI). According to the theory of industrialization educational inequality would diminish wherever coutries experienced industrialization (Parsons, 1970; Treiman, 1970). Modernization of institutions, cultural values and economic activity would lead large proportions of the population to increasingly complete higher levels of education. These increasing rates of attainment would be more dependent on merit than on social background characteristics. The predictions of the industrialization theory have been questioned by studies of mobility and educational opportunities showing that in many industrialized countries the rates of intergenerational inequality continued high in spite of modernization. Instead of being increasingly meritocratic, reproduction theory affirms that educational institutions work as a powerful organization reproducing inequalities among social classes. Within educational institutions those students coming from privileged classes have highly valued cultural advantage, such as language ability expressing class differences, and cultural capital inherited from culturally sophisticated families (Bourdieu and Passeron, 1973).


Industrialization and reproduction theories conceive educational organizations as having opposing roles in modern society. A third alternative grown out of empirical research is based on rational choice theory and emerged as a way of explaining the empirical finding of persistent inequality. The “maximally-maintained inequality” hypothesis (MMI), formulated by Raftery and Hout (1993), was proposed as a way of explaining why inequality of educational opportunity does not diminish in many countries in spite of educational expansion and several reforms designed to equalize access to educational institutions. Since MMI is supported by empirical evidence in a variety of countries and periods, but disconfirmed in others, Hout (2003) claims that it should not be treated as an empirical generalization but rather as useful conceptual guide to research. According to MMI any expansion of the educational system that is not focused on the underprivileged classes actually gives opportunities to children from all groups. This is so because children from privileged classes are prepared to take advantages of new opportunities, and their parents also have more economic and cultural resources to support them to advance within the system. These children have better grades and higher aspirations to go to college. Children from less privileged groups will benefit from educational expansion only when practically all children from advantaged sectors have no demand for that educational level (transition rate close to 100%). For the two first educational transitions in Brazil, completing one year and, for those successful, completing four years of elementary education this process of saturation led to a diminishment of inequality during the 1980’s and early 1990’s.


Increase in inequality can also be explained by MMI hypothesis. For example, if educational reform leads to an expansion of secondary schools, but this is not followed by expansion of tertiary level institutions, the larger number of students completing high school will face a bottleneck and competition for vacancies in colleges will grow. Students with privileged background have advantages in this competition and inequality will probably grow. There is evidence showing that this process happened in Russia during the post soviet market opening (Gerber and Hout, 1995, and Gerber, 2003). In Brazil, as we will see in this paper, there is also an expansion of secondary level schools not coupled with expansion of universities. During the period of rapid economic growth before 1980 there was an expansion of secondary education, but the investment on universities and colleges did not increase since the late 1970´s. Although this crisis and the period of economic stagnation after 1980 are not as deep a transformation as the market opening in Russia, I show in this paper that it has consequences of increasing inequality of opportunity at higher educational level.

3. Class, Race and the Brazilian Stratification Structure


How can we relate the expansion of educational attainment and inequality of educational opportunities to the long lasting race and class debate in Brazil? This debate is marked by the idea that racial inequality is less a consequence of racial discrimination than of socioeconomic disadvantages. Although this paper cannot measure directly discrimination, its analyses are an important source of information about the differential opportunities people with different socioeconomic origins and skin color face when making subsequent transitions throughout the educational system. There are four main theoretical approaches to the race/class debate in Brazil. Each one of them makes a different claim about the evolution of race and class inequality coupled with the expansion of industrial society. Therefore, the analyses in this paper are highly relevant to discuss the validity of these different expectations, since the models are designed to analyze the changes and continuities in IEO over time. It is possible to distinguish four theoretical approaches about the roles race and class play in the Brazilian stratification system.


Some studies in the 1940’s, 1950’s and 1960’s argued that there was no racial prejudice, but only class discrimination. Donald Pierson, for example, affirms “there are no castes based on races; but only classes. This means that “prejudice” is not present, but only that there is a class prejudice not a racial one” (1945: 402). This interpretation follows the idea of Freyre (1973) about the relatively harmonic relations among racial groups in Brazil. Other studies in the city of Salvador (Azevedo, 1996) and in rural communities also followed and confirmed the idea of harmonic racial relations (Wagley, 1952). Some studies in this period, however, arrived at different conclusions. 


In a book on racial relations in Rio de Janeiro, Costa Pinto (1952) suggests that modernization led to an increasing relevance of class over racial stratification. However, he also argues that the expansion of social mobility opportunities due to changes in class structure would imply a return of racial discrimination in dispute for the growing opportunity. He used Census data from 1872 and 1940 to support his claims. Other studies also found situations of inequality in mobility chances among blacks, mulattos and whites in countryside São Paulo (Nogueira, 1952) and the South of the country (Cardoso and Ianni, 1960).


The study of Cardoso and Ianni (1960), however, offers a different interpretation, in compliance with Florestan Fernandes’s (1965) idea that modernization was creating a class society in Brazil, and any kind of racial stratification could only be a reminiscence from the slavery period that ended in 1888. Race would be gradually substituted by class as the main factor in the stratification system.  A fourth interpretation was formulated explicitly in opposition to Fernandes (1965). Hasenbalg (1979) affirms: “that racial discrimination would continue to work in modern Brazil in spite of the advancement of capitalism.” 


These four approaches allow the formulation of hypotheses about the effects of race and socioeconomic characteristics on IEO. The first comes from the work of Pierson (1942) when he suggests that “there are no strong racial barriers to mobility, but only class barriers,” The second is represented by Costa Pinto (1952) and could be summarized as follows: “with the creation of new opportunities non-whites begin to enter in privileged social positions and racial discrimination can rise again.” A third hypothesis is defined by Fernandes (1965) who suggests that “racial discrimination isn the mobility and educational process is going to be gradually substituted by class disparities, that is, racial prejudice is inherited from the colonial pass.” Finally, the fourth hypothesis defended by Hasenbalg (1979) is that “there is racial inequality and discrimination independently of socioeconomic backgrounds.” 

4. Brazilian Educational System


The Brazilian educational system passed through a major reform in 1971. Before this date it comprised an elementary level of four years of compulsory education, and an intermediary level divided between a first cycle of four years and second one of three years. Between these two levels, depending on their grades, some students had to be enrolled in a preparatory class that added one more year of education. In 1971, the reform instituted that the first eight years would be compulsory and named primary. The there subsequent years were optional and named secondary. Although some technical school of secondary level of four years existed since 1942, they are of high quality among the public sector schools and their students are, in general, headed to college. There are both public and private secondary schools. It is claimed that with educational expansion the quality of schools in the public sector declined (Castro, 1986), with few exceptions. The best schools are within the private sector, although many institutions in this sector are of bad quality. Colleges include four or five years of schooling depending on the field of specialization.


Although Brazil followed the universal trend of educational expansion in the second half of the 20th century, it presents some particularities when compared to other countries: the expansion of secondary and tertiary educational institutions was faster then the expansion of secondary and tertiary educational institutions was faster then the expansion of primary schools. During the 1960’s and 1970’s the system of basic education was growing very slowly, while the school of secondary and tertiary (university) level were expanding very quickly. For example, during the 1970’s the mean growth rate of tertiary education was 11.6% by year and of secondary education was 11.4% by year, while for primary education the mean growth rate was only of 3.6% (Castro, 1986). These unequal rates of expansion are in part due to the legislation of investment in education. While basic education is financed by municipal governments, most secondary schools are financed by States, and most universities are supported with federal government resources. In Brazil, the counties are in general very poor, the states usually have more resources and the Federal Government is the richest part of the public sector. This situation only began to be reversed during the second half of the 1990’s, when the Federal Government began to finance directly elementary schools. One of the consequences or the system of investment prevalent until then is that although primary education (8 years of schooling) has been compulsory since 1971 and afterwards four years of elementary education were compulsory, it was only in the 1990’s that almost all children within the equivalent age range were enrolled in primary school. In other words, primary education became universal only during the last two decades. In contrast, during the 1960’s and 1970’s before the total coverage of primary education was reached, secondary and tertiary educational systems were expanding in a very fast way.

Figure 1 about here

5. Data and methods

5.1. Data


The analyses in this paper use data from the Brazilian “Survey of Standards of Living Measurement” (Pesquisa de Padrões de Vida, PPV hearafter). The PPV is a representative survey of the Northeast and Southeast regions of Brazil and, therefore, representative of 85% of the Brazilian population. Collected in 1996 PPV is a probability, stratified, multistage sample of 4900 households. Information for all individuals in the household is collected and the total sample size for persons (children and adult) is 19400. The sampling is based on the 1991 Census distribution of municipalities and “census sectors” (“micro regions within municipalities”), and follows a three steps probabilistic selection procedure. First, counties are selected, then micro regions, and, finally, households within micro-regions. Information is collected for all people (10 years of older) living in the household. This paper restricts the analysis to males and females between 25 and 64 years old, but also use information for individuals between 12 and 64 years old to analyze the first educational transition (completing one year of elementary school), and for individuals between 18 and 64 years old for the second transition (completing four years of elementary education).


Missing cases represented between 3 and 13 percent for different variables. Using a multiple imputation algorithm developed by King et. Al. (2001) I imputed the missing cases. This procedure assumes that data is missing at random (MAR).

5.2. Method


In order to measure the effects of background on educational attainment, I employ a procedure developed by Hout and Gerber (!995) and Gerber (2003) to implement a model first pioneered by Mare (1980, 1981), which treats attainment as a series of transitions. Each transition has its own pattern of effects. The version I use estimate the sample of transitions in a pooled model, instead of the sample of individuals (Hout and Raftery, 1993). It also estimate linear cohort and transitions trends through a procedure described in detail by Hout and Gerber (1995). EXPLAIN BETTER THE MODELS


The data enable me to model five transitions: (1) completion of one year of elementary school; (2) completion of four years of elementary school, given completion of one year; (3) completion of primary education (eight years), given completion of four years; (4) conclusion of secondary education, given completion of primary; and (5) entry into college, given graduation in secondary school. I defined seven cohorts, as shown in table 1. The first five cohorts are used in the pooled model to analyze all transitions jointly. The sixth and seventh cohorts are used in the analysis for the first transition (completing four years of elementary, given entrance in school), which was also affected by the expansion of primary education in the last two decades. The use of these two youngest cohorts in the analysis is granted because all persons older than 12 years who did not make the first transition will not make it later on, and all those older than 18 years old who did not complete four years of elementary will not complete them latter on. Figure 2 presents the evidence about this last claim. (EXPLAIN BETTER). Table 1 also presents other covariates used in the analysis. The first is sex coded 1 for women and 0 for men. The second is mother’s education in years of schooling (since the effect of father’s education is similar to that of mother’s I excluded the variable because it has more missing data), this is in general a variable considered to be measuring “cultural capital”. Race is classified in two dummies one coded 1 for whites and 0 for others; and another coded 1 for mulattos and 0 for others. In Brazil, racial classification conventionally refers to three categories, and is based on skin color. The difference between black and mulatto (brown) is minor, as we will see in the effects estimated. There are two other variables describing the situation in which people grew up: region of birth, and rural residency until age 15. Southeast (coded 1) is the rich region and Northeast (coded 0) is the poorest region in the country. Rural area (less then 20000 inhabitants) is coded 1 and urban areas 0. Rural areas have been extremely poor during most of the period covered by the cohorts we are analyzing. These two situational variables were not present in surveys previously analyzed in Brazil. Finally, the variable “class of origin” which is orders hierarchically fathers’ occupation according to the mean levels of income and years of schooling characterizing each position. I have also tested other forms of hierarchy among fathers’ occupation (such as the “International Socio Economic Index”, ISEI, and Treiman’s prestige index) but the one used gives the best estimates predicting educational transitions.

Table 1 about here

Figure 2 about here

6. Analysis of Trends in Educational Stratification in Brazil

6.1. Changing Transition Rates


The expansion of the Brazilian educational system can be accessed by observing the educational attainment across cohorts in our survey. Figure 3 shows the educational attainment of each cohort, and indicates a significant increase over time. The figure displays the percentage completing one year of elementary for seven cohorts, completing four years of elementary schooling for sic cohorts, and completing eight years of elementary, secondary and at least some college for five birth cohorts. 

Figure 3 about here

The proportion completing one and four years of elementary school increases constantly across cohorts and even faster after the second oldest cohort (1940-1947). The percentage entering in school reaches more than 90% for the two youngest cohorts, whose educational career began in the mid 1980’s and early 1990’s. The rate of completion of primary and secondary education increases the fastest from the second oldest cohort (1940-1947) to the fourth cohort (1956-1963) and then flattens for the fifth cohort (1964-1971). A different way of examining educational expansion is through the analysis of conditional educational transition rates, that is, the transition rate for each educational level conditional on the transition of the previous levels. Figure 4 presents these transition rates for the cohorts studied in this paper.

Figure 4 about here

According to figure 4 there is increasing transition rates across cohorts for completing one year (transition 1), four years (transition 2) and eight years of elementary school (transition 3). The picture is different at secondary (transition 4) and tertiary education (transition 5). The rates of completion of secondary education (transition 4) fluctuates around 67% and 69% and suggest that there is no significant change across cohorts. For tertiary (transition 5) there is an expansion from the oldest (C1) to second oldest cohort (C2) then a constant decline until the youngest cohort (C5). These rates of constancy for secondary education, and decrease for tertiary education transitions rates across time do not mean, of course, that the absolute rates are constant or declining. On the contrary, as it is shown in figure 3, secondary and tertiary education significantly expanded over time, pushed by expansion of lower levels in the system. The pattern of constant transition rates for completing secondary indicates that, having completed primary education in larger numbers than before, this increasing number of students finishing primary face a constant difficulty of finishing secondary education. The pattern of rates for entering college does not mean that less students are completing tertiary educations, it rather indicates that the increasing number of those completing high school (as displayed in figure 3) are facing greater difficulty in entering in the university. 

6.2. Change in Educational Stratification Over Time


In this section I move to the core of the analysis. Beginning with an interpretation of results of the pooled model estimating probabilities of making each one of the five transitions for the five oldest cohorts, I will then present the results of the models for the first transition (entering school) across seven cohorts and for the second transition across six cohorts. The results of the pooled model in Table 3 show the changes in the effects of each background variable across cohorts, and through transitions. As a first step, I evaluate the changes across cohorts in the effect of social background on the probabilities of making each one of the five transitions. The parameter estimates in table 3 were calculated based on the preferred pooled model given in table 2 in the appendix. (EXPLAIN HOW ESTIMATES N TABLE 3 WERE OBTAINED)

Table 3 about here


The most salient feature of table 3 is the incredible constancy of the effects across cohorts. Although there are some changes in the first two transitions, I will interpret them only when presenting the models including more cohorts in the next section, since the tendencies expressed in table 3 are confirmed and more evident when we analyze the youngest cohorts not included in the pooled model. There is minor change in transition 3. Until the third cohort men had advantages over women on completing primary, given completion of four years of elementary education, in cohort four women have higher probabilities then men of making this transition. This pattern, as I explained in the introduction, was found in many countries around the world. 


There is no change across cohorts on the effect of social background variables on transition four (T4), completing secondary school. However, in the last transition (T5), completion of the first year of college given conclusion of secondary, there is a clear pattern of increasing inequality of opportunities. In the two oldest cohorts men and women had very similar chances of making the transition, from cohort three onward the gap increased in favor of women. In addition to that, the effect of mothers’ education increased from cohort 2 to 3 and then again from cohort 4 to 5. In other words, those people having a more educated mother have increasingly more chances of entering college across cohorts. This pattern of change is better observed in the predicted probabilities displayed in Figure 5, which were calculated based on the parameter estimates of table 3. These are the predicted probabilities  for men and women having a mother with no education and those having a mother with 16 years of schooling (with all other variables at mean value) completing one year of college, given  conclusion of secondary school.

Figure 5 about here.

According to Figure 5, it is clear not only that women increased their advantages over men, but also that those with very educated mothers (16 years of schooling) have increasingly better chances than those with uneducated mother to enter college. This expansion of inequality happened between cohort 2 and 3, and again between cohort 4 and 5. There are two ways of interpreting this result. The first is to consider the “mother’s education” as a “cultural capital” variable and then suggest that there was an expansion of inequality confirming the predictions of “reproduction theory”. This explanation is, however, too vague and general for it does not specify the mechanism leading to the expansion of inequality. A better explanation, I believe, comes from “maximally maintained inequality” hypothesis. 

Accordingly to MMI, an increase in inequality can happen if the expansion of a lower level of education is not coupled with an expansion of the level just above it. For example, if educational reform leads to an expansion of secondary schools, but this is not followed by expansion of tertiary level institutions, the large number of students completing high school will face a bottleneck and competition for vacancies in colleges will grow. Students with privileged background have advantages in this competition and inequality will probably grow. If we look at figures 1 and 4, we conclude that something along these lines happened in Brazil. Across the years there was a significant expansion of the percentage of people completing primary education, secondary education enrollment also expanded. Figure 4 indicates that the completion of secondary given conclusion of primary (transition 4) continued constant across cohorts. In other words, those completing primary were not finding extra difficulties on completion of secondary, since this educational level was also expanding coupled with lower levels. The same did not happen with universities, that is, the increasing proportions of those finishing secondary school were finding less and less opportunities to enter college, since this last educational level was not expanding. This type of situation, according to MMI, can lead to an expansion of IEO, because those with more advantageous backgrounds would use their resources in the competition for the scarce college vacancies. The Brazilian increase of inequality of opportunities to enter university clearly confirms MMI hypothesis. 

These results, however, do not indicate that class and/or race are among the resources used in the competition to secure entrance in the decreasing supply of university vacancies. The effect of race (to be white or mulatto instead of black) and class (as measured by fathers’ occupation) do not change across cohorts, but only through transitions. Figure 6 displays the trend of standardized parameter estimates of race and class on each one of the five transitions from completing one year of elementary education to completing one year of college. Figure 6 is relevant for the race/class debate in Brazil, since it clearly indicates that the effect of class (fathers’ occupation) is higher than the effect of race for the first four transitions, that is, from entering in school up until concluding secondary education the effects of class is higher than that of race or skin color. For entrance into university the effects of race and class are practically the same. This confirms other research indicating that inequality of opportunity in terms of race is more salient on higher levels of the educational system and occupational distribution. (Costa-Ribeiro, 2006). The growing inequality to complete one year of university, however, is associated rather with “cultural capital” (mothers’ education) than with race or class.

Figure 6 about here

6.3. Change in Early Transition Rates over Time: Entering in School and Completion of four Years of Elementary Education.


In Brazil the transitions before completion of primary education have been of crucial importance during the second half of 20th century. This fact on its own testifies about the lower level of educational attainment in the country when compared to other developed and Latin American nations. The aim of this section is to analyze the changes in IEO for the two basic educational transitions: completion of one year of elementary school, and conclusion of four years, given the first transition. As stated before the expansion of elementary education reached more than 90% of the relevant population only in 1980’s. Therefore, we expected that the decreasing of inequality of opportunity would be expressive only for those entering in school after 1980. In order to investigate this expectation, I estimated models including cohorts born between 1972 and 1984 in the analysis of the two first educational transitions.


The results for the first transitions, completing one year of schooling, are presented in table 5 below, and were calculated based on parameter estimates for the model in table 4 in the appendix. (EXPLAIN BETTER HOW ESTIMATES WERE OBTAINED).

Table 5 about here


According to the parameter estimates displayed in table 5 there is a clear trend of diminishment of inequality, in special after cohort 5. Cohorts 6 and 7 are affected by many important changes that occurred in Brazilian society. The youth in these cohorts are mostly offspring of urban dwellers, and entered in school when the elementary school system was mostly developed (1980’s and 1990’s). Table 5 indicates the following patterns: (1) increasing advantaged of women over men; (2) decrease in the effect of mothers’ education from C1 to C2 and then a significant decrease from C5 to C6; (3) a constant decrease of the advantage of people born in urban over those born in rural areas; and (4) a decrease of the effect of class of origin on successful transition from C5 to C6. These patterns support MMI hypothesis, since inequality diminished in particular for the two younger cohorts that entered in school during the 1980’s and 1990’s a period in which elementary education reached more than 90% of the relevant population (see figure 1 and 2). Figure 7 indicates these tendencies by displaying the predicted probabilities for offspring of rural workers and routine non-manual workers with mothers having 0 or 4 years of education (keeping all other variables at mean level). These predicted probabilities were calculated based on parameter estimates in table 5.

Figure 7 about here.


This tendency of diminishment of inequality is also observed for the second transition: completion of four years of elementary education, given the first transition. Table 7 presents the effects of social background on completion of four years of elementary education based on parameter estimates displayed in table 6 in the appendix.

Table 7 about here.


Table 7 indicates that there was a significant diminishment of inequality across birth cohorts: the advantage of men over women was reversed; and the effect of mothers’ education and class origin decreased. This pattern of diminishment in inequality are well represented by the predicted probabilities of men and women having mothers with 0 or 4 years of education and fathers who were rural workers or routine non-manual workers (keeping all other variables at mean level) presented in figure 7.

Figure 8 about here.


The diminishment of inequality in early transitions is also evidence confirming the predictions of MMI in Brazil. Inequality diminished significantly only when saturation of educational supply was reached for these two initial transitions.

7. Conclusion

The analysis of early transition rates (completion of one and of four years of education) confirm MMI, since inequality seams to decline consistently for younger cohorts entering in the education system after the 1980 when the rates of enrollment were higher than 90%.


At the other extreme of the educational system, MMI seams to be the best explanation for the growing inequality since the expansion of secondary was not coupled with the expansion of the tertiary what created a bottleneck. Facing this situation those individuals coming from better off families have more necessity to use their social, economic and cultural resources to guarantee vacancies in the university. In fact, the effect of mothers’ education grows across cohorts.


Finally, the evidences about skin color and socioeconomic effects on educational transitions across cohorts allow us to evaluate the four hypotheses about race relations in Brazil. If we only consider race (skin color) and class (fathers occupation) the interpretation should be that summarized in figure 6, that is, the effects of class are higher than those of race for all transitions except for the last transition (completing one year of university) in which both effects are very similar, and these effects do not change over time (across cohorts). This interpretation would lead us to confirm the expectations of Hasenbalg (1979), but require some qualifications to his theory. As he claims, race is an independent factor of educational stratification and its importance persists over time in spite of modernization. We should add, however, that class is more salient at higher levels of the educational system. If we consider class in a more general sense of socioeconomic conditions then we should add the effects of “mothers’ education” to that of “fathers’ occupation” in order to determine the socioeconomic background. Doing that the picture that emerges when we compare race and class or socioeconomic background is a little different. Across cohorts the effect of class diminishes and that of race continues constant, but the effect of class or socioeconomic background is always higher than that of race or skin color. This interpretation would lead us to conclude that class is a more important stratification principal than race. Even accepting one of these two interpretations we still have to consider which would be the reasons for the continuity of race effects across cohorts. Is it the consequence of non-whites low self-confidence, discrimination within the educational system, or unmeasured variables? These questions still have to be answered.
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0.50

0.47

0.49

0.50

0.50

0.49

0.47

0.45

Classe de Origem (escore padronizado de renda e anos de educ.) (%)

1

I - Prof e Adm, nível alto  (2.54)

2.1%

1.7%

1.6%

1.8%

3.0%

2.0%

3.4%

3.9%

2

IVa - Pequenos Propriet., empregadores  (1.65)

2.5%

2.0%

2.2%

3.0%

2.7%

2.4%

2.6%

2.0%

3

II - Prof e Adm, nível baixo  (1.52)

2.2%

1.5%

2.1%

1.8%

2.2%

2.9%

3.3%

3.6%

4

IIIa2 - Não-manual rotina, nível alto (supervisão)  (1.08)

1.4%

0.4%

1.9%

1.4%

1.1%

1.7%

1.2%

0.9%

5

V - Técnicos e supervisores do Trab. Manual  (1.07)

1.5%

0.7%

0.9%

1.1%

1.3%

2.8%

2.1%

2.4%

6

IIIa1 - Não-manual rotina, nível alto (escritório)  (1.05)

1.7%

1.0%

1.8%

1.5%

1.9%

1.9%

3.7%

3.3%

7

IIIb1 - Não-manual rotina, nível baixo (escritório)  (0.62)

1.7%

0.4%

1.5%

1.2%

1.8%

2.4%

2.4%

2.5%

8

VIa - Trabalhadores Manuais Qualif., Ind. Moderna  (0.59)

4.0%

1.4%

3.4%

3.9%

4.9%

4.4%

7.9%

7.9%

9

IVb - Pequenos Propriet., sem empregados  (0.41)

4.7%

3.9%

4.6%

4.4%

5.0%

5.1%

4.2%

4.5%

10

IIIb2 - Não-manual rotina, nível baixo (serviços)  (0.36)

0.6%

0.1%

0.3%

0.6%

0.4%

0.9%

0.9%

1.5%

11

VIIa2 - Trabalhadores Manuais Não-qualif., Serviços  (0.23)

3.9%

1.4%

2.2%

4.3%

3.7%

5.4%

6.3%

9.1%

12

VIIa4 - Trabalhadores Manuais Não-qualif., Ambulantes  (0.17)

1.3%

0.8%

0.8%

0.6%

1.5%

1.9%

1.4%

1.9%

13

VIc - Trabalhadores Manuais Qualif., Serviços  (0.14)

1.6%

1.5%

1.3%

1.9%

1.5%

1.6%

2.0%

1.9%

14

IVc1 - Pequenos Prop. rurais, com empregados  (0.13)

2.4%

1.4%

2.2%

3.4%

2.6%

1.9%

16.5%

15.0%

15

VIIa1 - Trabalhadores Manuais Não-qualif., Industria  (0.12)

4.9%

3.5%

2.0%

4.7%

4.8%

7.2%

8.0%

7.9%

16

VIb - Trabalhadores Manuais Qualif., Ind. Tradicional  (0.07)

8.9%

5.8%

8.5%

8.2%

8.9%

10.7%

9.7%

11.8%

17

VIIa3 - Trabalhadores Manuais Não-qualif., Serv Domest  (-0.09)

5.4%

3.5%

4.0%

4.7%

5.8%

6.8%

6.9%

6.8%

18

IVc2 - Pequenos Prop. rurais, sem empregados  (-0.37)

23.5%

32.6%

29.5%

22.6%

24.4%

17.1%

1.1%

1.3%

19

VIIb - Trabalhadores Manuais Rurais  (-0.37)

25.8%

36.0%

29.0%

29.0%

22.5%

21.1%

16.2%

11.8%

100.0%

Niveis Educacionais (%)

Nem um ano

18.9%

39.7%

30.5%

17.9%

14.0%

10.8%

1o ciclo elementar incompleto

15.7%

20.6%

20.6%

16.0%

13.5%

13.3%

1o ciclo elementar completo

17.3%

17.3%

18.5%

20.8%

16.8%

14.4%

2o cilco elementar incompleto

13.4%

5.9%

7.5%

12.8%

13.7%

19.4%

2o ciclo elem. compl. (1o grau compl.)

8.1%

5.3%

4.6%

7.0%

9.4%

10.7%

2o grau incompleto

3.5%

0.8%

1.5%

3.2%

3.6%

5.7%

2o grau completo

13.2%

5.9%

8.8%

12.2%

15.8%

16.4%

Entrou na Universidade

2.8%

0.7%

1.2%

2.3%

4.2%

3.3%

Completou a Universidade

7.0%

3.7%

6.8%

7.9%

8.8%

5.9%

N (listwise deletion)

12076

712

989

1539

1824

1994

2391

2627

Variaveis

Coortes

Estatisticas Descritivas, Brasil, 1996/7

Tabela 1


[image: image2.wmf]Figure 1. Gross educational enrollment rates, Brazil 1940 to 2000.
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[image: image3.wmf]Figure 2. Proportion of youths making transitins 1 and 2: Brazil 1996 (PPV)
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[image: image4.wmf]Figure 3. Educational Attainment by Birth Cohort, Brazilians Born 1932-1984
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[image: image5.wmf]Figure 4 . Educational Transition Rates by Birth Cohort. Brazilians Born 1932-1984
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T1 - Completar 1 ano de escola

Sexo (homem=0; mulher=1) (v02a04)

0.348

0.348

0.590

0.590

0.833

Area em que viveu até 15 anos (rural=0; urbano=1)

1.442

1.442

1.442

1.004

1.004

Região em que nasceu (N, NE=0; S,SE e CO=1)

0.817

0.817

0.817

0.817

0.817

Educação da mãe (anos)

0.605

0.384

0.384

0.384

0.384

Branco (preto=0; branco=1)

0.725

0.725

0.725

0.725

0.725

Pardo (preto=0; pardo=1)

0.235

0.235

0.235

0.235

0.235

Origem de classe 

1.052

1.052

1.052

1.052

1.052

Sexo X Região de nascimento

-0.147

-0.147

-0.147

-0.147

-0.147

Const.

-0.653

-0.329

-0.005

0.319

0.643

T2 - Completar 4a série primária

Sexo (homem=0; mulher=1) (v02a04)

-0.044

-0.044

-0.044

0.254

0.254

Area em que viveu até 15 anos (rural=0; urbano=1)

1.004

1.004

1.004

1.004

1.004

Região em que nasceu (N, NE=0; S,SE e CO=1)

-0.355

0.162

0.162

0.162

0.162

Educação da mãe (anos)

0.342

0.342

0.342

0.342

0.245

Branco (preto=0; branco=1)

0.402

0.402

0.402

0.402

0.402

Pardo (preto=0; pardo=1)

0.014

0.014

0.014

0.014

0.014

Origem de classe 

1.052

1.052

1.052

1.052

1.052

Sexo X Região de nascimento

-0.147

-0.147

-0.147

-0.147

-0.147

Const.

-0.071

-0.071

0.139

0.349

0.559

T3 - Completar o primeiro grau

Sexo (homem=0; mulher=1) (v02a04)

-0.124

-0.124

-0.124

0.254

0.254

Area em que viveu até 15 anos (rural=0; urbano=1)

0.566

0.566

0.566

0.566

0.566

Região em que nasceu (N, NE=0; S,SE e CO=1)

-0.165

-0.165

-0.165

-0.165

-0.165

Educação da mãe (anos)

0.245

0.245

0.245

0.245

0.245

Branco (preto=0; branco=1)

0.402

0.402

0.402

0.402

0.402

Pardo (preto=0; pardo=1)

0.235

0.235

0.235

0.235

0.235

Origem de classe 

0.649

0.649

0.649

0.649

0.649

Sexo X Região de nascimento

-0.147

-0.147

-0.147

-0.147

-0.147

Const.

-1.453

-1.453

-1.013

-1.013

-1.233

T4 - Completar o segundo grau

Sexo (homem=0; mulher=1) (v02a04)

0.254

0.254

0.254

0.254

0.254

Area em que viveu até 15 anos (rural=0; urbano=1)

0.128

0.128

0.128

0.128

0.128

Região em que nasceu (N, NE=0; S,SE e CO=1)

-0.165

-0.165

-0.165

-0.165

-0.165

Educação da mãe (anos)

0.107

0.107

0.107

0.107

0.107

Branco (preto=0; branco=1)

0.241

0.241

0.241

0.241

0.241

Pardo (preto=0; pardo=1)

-0.208

-0.208

-0.208

-0.208

-0.208

Origem de classe 

0.649

0.649

0.649

0.649

0.649

Sexo X Região de nascimento

-0.147

-0.147

-0.147

-0.147

-0.147

Const.

-0.282

-0.282

0.029

-0.178

-0.282

T5 - Completou 1 ano de universidade

Sexo (homem=0; mulher=1) (v02a04)

0.105

0.105

0.698

0.698

0.698

Area em que viveu até 15 anos (rural=0; urbano=1)

0.128

0.128

0.128

0.128

0.128

Região em que nasceu (N, NE=0; S,SE e CO=1)

0.489

0.489

0.489

0.489

0.489

Educação da mãe (anos)

0.033

0.033

0.098

0.098

0.164

Branco (preto=0; branco=1)

0.725

0.725

0.725

0.725

0.725

Pardo (preto=0; pardo=1)

0.235

0.235

0.235

0.235

0.235

Origem de classe 

0.649

0.649

0.649

0.649

0.649

Sexo X Região de nascimento

-0.147

-0.147

-0.147

-0.147

-0.147

Const.

-1.513

-1.513

-2.050

-2.586

-3.122

*Classe de origem (origer) são 18 classes egps hierarquizadas pelas médias de renda e educação em escala padronizada (z-score)

Table 3

Coeficientes da regressão logística por nível educacional (transição) e coorte de idade: Brasil, 1996. Dados da PPV.

Coorte

Variáveis independentes


[image: image7.wmf]Figure 5. Predicted Probabilities for Completing One Year of College, by Sex and Mother´s 

Education 

(keeping all other varible at mean value) by Five Birth Cohorts.
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[image: image8.wmf]Figure 6. Standardized parameter estimates for effects of Race (White vs non-white, and 

Brown vs non-brown) and Class of Origin across Educational Transitions.
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[image: image9.wmf]Effects on Transition 1 (completing one year of primary education) based on

prefered model 

c1

c2

c3

c4

c5

c6

c7

sex

-0.240

-0.240

0.081

0.081

0.403

0.725

0.725

edumae

0.589

0.473

0.473

0.473

0.473

0.357

0.357

branco

0.623

0.623

0.623

0.623

0.623

0.623

0.623

pardo

0.220

0.220

0.220

0.220

0.220

0.220

0.220

area15

1.434

1.434

1.434

1.050

1.050

0.667

0.667

regnas

0.779

0.779

0.779

0.779

0.779

0.779

0.779

origer

1.233

1.233

1.233

1.233

1.233

0.697

0.697

const

-0.481

-0.160

0.127

0.462

0.530

0.684

0.725

Table 5


[image: image10.wmf]Figure 7. Predicted Probabilities of Completing one year of Primary Education for People by Class 

Origin (IIIa and VIIb) and Birth Cohort (keeping other variables at mean value)
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[image: image11.wmf]Effects on Transition 2 (completing four year of primary education) based on

prefered model 
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1.034
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0.882
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0.882

const

-0.009

0.269

0.333

0.382

0.423

0.318

Table 7


[image: image12.wmf]Figure 8. Predicted Probabilities by Class origin Trans 2

0

0.1

0.2

0.3

0.4

0.5

0.6

0.7

0.8

0.9

1

1932-1939

1940-1947

1948-1955

1956-1963

1964-1971

1972-1978

Rural worker(VIIb), Mother 0 education

Trab. Rotina (IIIa), Mother 0 education

Rural worker (VIIb), Mother 4 years education

Trab. Rotina (IIIa), Mother 4 years education


References:

AZEVEDO, T. (1996), As Elites de Cor numa Cidade Brasileira: Um Estudo de

       Ascensão Social, Classes Sociais e Grupos de Prestígio. Salvador, Edufba.
BOURDIEU, P. and PASSERON, C. (1973). Reproduction in Education, Society and

       Culture. London: Sage.

BACHA, E. L. and Herbert S. Klein. 1989. Social Change in Brazil, 1945-1985: the

       Incomplete Transition. Albuquerque: university of New Mexico Press.

CAMERON, S. e HACKMAN, J. (1998), “Life Cycle Schooling and Dynamic 

        Selection Bias: Models and Evidence for Five Cohorts of American Males”. 

        Journal of PoliticalEconomy, vol. 106, pp. 262-333.

CARDOSO, F. H. e IANNI, O. (1960), Cor e Mobilidade Social em Florianópolis:

        Aspectos das Relações entre Negros e Brancos numa Comunidade do Brasil

       Meridional. São Paulo, Companhia Editora Nacional (Coleção Brasiliana, vol.  

       307).

COSTA PINTO, L. (1952), O Negro no Rio de Janeiro: Relações de Raça numa

        Sociedade em Mudança. São Paulo, Companhia Editora Nacional.

COSTA RIBEIRO, Carlos Antonio. (2007), Estrutura de Classe e Mobilidade Social

        no Brasil. Bauru, EDUSC. 

COSTA RIBEIRO, Carlos Antonio. (2006). “Classe, Raça e Mobilidade Social no 

        Brasil”. DADOS: Revista de Ciências Sociais. Vol. 4.

ERICKSON, R. and JONSSON, J. (1996). Can Education be Equalized? The Swedish

         Case in Comparative Perspective. Boulder: Westview Press.

FERNANDES, D. (2005), "Estratificação Educacional, Origem Socioeconômica e

       Raça no Brasil: As Barreiras de Cor", in Prêmio IPEA 40 Anos - IPEA-CAIXA

       2004: monografias premiadas. Brasília, IPEA.

FERNANDES, F. (1965), A Integração do Negro na Sociedade de Classes. São

       Paulo, Companhia Editora Nacional.

FREYRE, G. (1973) [1933], Casa-Grande & Senzala. Rio de Janeiro, José Olympio.

GERBER, T. (2000) “Educational stratification in contemporary Russia: Stability and change in the face of economic and institutional crisis.” Sociology of Education 73 (4): 219-246.

 GERBER, T. (2003) “Post-Secondary Education in Russia Since the Second World War: Growing Inequality due to Institutional Change and Economic Crisis” Paper presented at the ISA-RC28 Meeting Education and Social Inequality. New York, August 22-24. 

GERBER, T. and HOUT, M. (1995). “Educational Stratification in Russia During the

       Soviet Period.” American Journal of Sociology 101(3): 611-660.

HASENBALG, Carlos. (1979), Discriminação e Desigualdades Raciais no Brasil.

       Rio de Janeiro, Graal.

HASENBALG, Carlos e SILVA, Nelson do Valle (eds.). (1988), Estrutura Social,

       Mobilidade e Raça. Rio de Janeiro, IUPERJ/Vértice.

___. (1999b), "Race, Schooling and Social Mobility in Brazil". Ciência e Cultura:

       Journal of the Brazilian Association for the Advancement of Science, vol. 51, pp.

       457-463.

___. (2002), "Recursos Familiares e Transições Educacionais". Cadernos de Saúde

      Pública, vol. 18, pp. 67-76.

HASENBALG, Carlos, LIMA, Marcia e SILVA, Nelson do Valle. (1999), Cor e

     Estratificação Social. Rio de Janeiro, Contracapa.

HENRIQUES, Ricardo. (2001), "Desigualdade Racial no Brasil: Evolução das

      Condições de Vida na Década de 90". IPEA, Texto para Discussão, nº 807.

HOUT, M. (2003). “What Have We Learned: RC28’s Contribution to Knowledge”.

        Paper Presented at the RC-28 Meeting on Social Stratification and Mobility.    

        Tokyo, Japan, March.

KING, K., HONAKER, J., JOSEPH, A., AND SCHEVE, K. (2001). “Analyzing

       incomplete political science data. An alternative algorithm for multiple 

       imputation.” American Political Science Review 95(1): 49-69.

MARE, R. (1980), "Social Background and School Continuation Decisions". Journal

       of the American Statistical Association, vol. 75, pp. 295-305.

___. (1981), "Change and Stability in Educational Stratification". American 

        SociologicalReview, vol. 46, pp. 72-87.

NOGUEIRA, O. (1998), Preconceito de Marca: As Relações Raciais em Itapetininga.

       São Paulo, EDUSP.

OLIVEIRA, L. E. G., PORCARO, R. M. e COSTA, T.C.N.A. (1983), O Lugar do

       Negro na Força de Trabalho. Rio de Janeiro, IBGE.

OSORIO, Rafael G. 2004. "A mobilidade social dos negros brasileiros." Texto para

       discussão 1033. 

PARK, H. (2004). “Educational Expansion and inequality in Korea.” Research in 

      Sociology of Education 14:33-58.

PARSONS, T. (1970). “equality and inequality in modern society, or social

      stratification revisited”. In Edward Laumann ed. Social Stratification: Research 

      and Theory for the 1970’s. Indianopolis: Bobbs-Merrill.

PIERSON, D. 1945. Brancos e pretos na Bahia: estudo de contato racial., vol. 241. 

       São Paulo: Companhia Editora Nacional.

RAFTERY, A. and HOUT, M. (1993). “Maximally Maintained Inequality: 

      Expansion, Reform and Opportunity in Irish Education 1921-1975”. Sociology of

      Education 66(1): 41-62.

SHAVIT, Y. e BLOSSFELD, H. P. (1993), Persistent Inequality.Changing

      Educational Attainment in Thirteen Countries. Boulder, CO, Westview.
SILVA, Nelson do V.. (2003), "Expansão Escolar e Estratificação Educacional no 

       Brasil", in C. Hasenbalg e N. V. Silva (eds.), Origens e Destinos: Desigualdades

      Sociais ao Longo da Vida. Rio de Janeiro, Topbooks.

___ e SOUZA, A. M. (1986), "Um Modelo para Análise da Estratificação

       Educacional no Brasil". Cadernos de Pesquisa, nº 58, Fundação Carlos Chagas,  

       pp. 40-57.

TELLES, E. (2003), Racismo à Brasileira: Uma Nova Perspectiva Sociológica. Rio

      De Janeiro, Relume-Dumará.

TREIMAN, D. (1970). “Industrialization and Social Stratification.” In Edward 

      Laumann ed. Social Stratification: Research  and Theory for the 1970’s. 

      Indianopolis: Bobbs-Merrill.

WAGLEY, C. (1952), Race and Class in Rural Brazil. Paris, UNESCO.

Annex:

[image: image13.wmf]Logit estimates

Number of obs

=

24839

LR chi2(30)

=

7967.03

Prob > chi2

=

0

Log likelihood =

-10856.827

Pseudo R2

=

0.2684

Log-Lik Intercept Only:   -14840.344

Log-Lik Full Model:

-10856.827

D(24808):                  21713.654

LR(30):

7967.033

Prob > LR:

0

McFadden's R2:                 0.268

McFadden's Adj R2:

0.266

Maximum Likelihood R2:         0.274

Cragg & Uhler's R2:

0.394

McKelvey and Zavoina's R2:     0.585

Efron's R2:

0.29

Variance of y*:                7.935

Variance of error:

3.29

Count R2:                      0.780

Adj Count R2:

0.228

AIC:                           0.877

AIC*n:

21775.654

BIC:                     -229347.530

BIC':

-7663.428

Recodificação para níveis educacionais

Variáveis independentes

b

SE

z

P>z

e coortes (linearizações propostas)

transl4

(1 5=2) (2 4=1) (3=3)

Transições

-0.696

0.067

-10.450

0.000

Sexo (homem=0; mulher=1) (v02a04)

0.254

0.056

4.540

0.000

Area em que viveu até 15 anos (rural=0; urbano=1)

1.879

0.122

15.350

0.000

regnas

Região em que nasceu (N, NE=0; S,SE e CO=1)

1.144

0.099

11.590

0.000

edumae

Educação da mãe (anos)

0.523

0.028

18.470

0.000

branco

Branco (preto=0; branco=1)

0.886

0.114

7.800

0.000

pardo

Pardo (preto=0; pardo=1)

0.457

0.106

4.310

0.000

origer

Origem de classe 

1.052

0.079

13.360

0.000

ct1lt1

(1=1) (2=2) (3=3) (4=4) (5=5)

Coorte X Transição 1

0.324

0.024

13.420

0.000

ct2lt2

(1 2=1) (3=2) (4=3) (5=4)

Coorte X Transição 2

0.210

0.024

8.620

0.000

ct3lt3

(1 2=1) (3 4=3) (5=2)

Coorte X Transição 3 

0.220

0.039

5.580

0.000

ct4lt4

(1 2 5=0) (3=3) (4=1)

Coorte X Transição 4

0.104

0.036

2.910

0.004

ct5lt5

(1 2=1) (3=2) (4=3) (5=4)

Coorte X Transição 5

-0.536

0.044

-12.080

0.000

tls3s

(1 5=1) (2 3 4=0)

Transições X Sexo

-0.149

0.068

-2.190

0.029

tla153a

(1=1) (2=2) (3=3) (4 5=4)

Transições X Area 15 anos

-0.438

0.041

-10.700

0.000

tlr3r

(1=1) (2=3) (3 4=4) (5=2)

Transições X Região nasceu

-0.327

0.029

-11.180

0.000

tle4e

(1=1) (2 3=2) (4=3) (5=4)

Transições X Educ. mão 

-0.139

0.011

-12.690

0.000

tlb5b

(1 5=1) (2=3) (3=3) (4=4)

Transições X Branco 

-0.161

0.036

-4.430

0.000

tlp5p

(1 3 5=1) (2=2) (4=3)

Transições X Pardo

-0.221

0.053

-4.200

0.000

tlo4o

(1 2=0) (3 4 5=1)

Transições X Classe de origem

-0.404

0.088

-4.610

0.000

sr

Sexo X Região de nascimento

-0.147

0.068

-2.170

0.030

cot1s5t1s

(1 2=1) (3 4=2) (5=3)

Sexo X coorte para T1

0.243

0.067

3.620

0.000

cot1a152t1a

(1 2 3=0) (4 5=1)

Area 15 anos X coorte para T1

-0.438

0.142

-3.090

0.002

cot1e4t1e

(1=1) (2 3 4 5=0)

Educação da mãe X coorte para T1

0.221

0.089

2.470

0.014

cot2s3t2s

(1 2 3=1) (4 5=0)

Sexo X coorte para T2

-0.297

0.090

-3.290

0.001

cot2r3t2r

(1=1) (2 3 4 5=0)

Região de nascimento X coorte para T2

-0.517

0.162

-3.190

0.001

cot2e3t2e

(1 2 3 4=1) (5=0)

Educação da mãe X coorte para T2

0.096

0.027

3.540

0.000

cot3s3t3s

(1 2 3=1) (4 5=0)

Sexo X coorte para T3

-0.377

0.083

-4.530

0.000

cot5e3t5e

(1 2=0) (3 4 5=1)

Sexo X coorte para T5

0.593

0.156

3.790

0.000

cot5s2t5s

(1=1) (2 3 4 5=0)

Área 15 anos X coorte para T5

cot5a153t5a

(1 2=1) (3 4=2) (5=3)

Educação mãe X coorte para T5

0.065

0.009

6.930

0.000

Constante

0.414

0.145

2.860

0.004

Coeficientes da Regressão Logística, Modelo selecionado (modelo 30 da tabela xx)

Table 2


[image: image14.wmf]Modelo para Transição 1 (completar um ano de escola primária) e para 7 coortes.

Linearizações

Coef.

Std. Err.

z

P>z

corte2

Cohort 2

0.321

0.121

2.650

0.008

corte3

Cohort 3

0.608

0.123

4.960

0.000

corte4

Cohort 4

0.943

0.123

7.670

0.000

corte5

Cohort 5

1.011

0.134

7.550

0.000

corte6

Cohort 6

1.165

0.169

6.900

0.000

corte7

Cohort 7

1.206

0.176

6.850

0.000

sex

Sexo (homem=0; mulher=1)

-0.562

0.145

-3.880

0.000

edumae

Educação da mãe (anos)

0.589

0.060

9.850

0.000

branco

Branco (preto=0; branco=1)

0.623

0.113

5.490

0.000

pardo

Pardo (preto=0; pardo=1)

0.220

0.108

2.040

0.042

area15

Area em que viveu até 15 anos (rural=0; urbano=1)

1.434

0.123

11.620

0.000

regnas

Região em que nasceu (N, NE=0; S,SE e CO=1)

0.779

0.069

11.310

0.000

origer

Origem de classe 

1.233

0.133

9.290

0.000

co7t1 (1 2=1) (3 4=2) (5=3) (6 7=4)

co7t1ss

Coorte x sexo

0.322

0.055

5.850

0.000

co7t1a (1 2 3=0) (4 5=1) (6 7=2)

co7t1aa

Coorte x area 15 anos

-0.383

0.096

-3.990

0.000

co7t1e (1=0) (2 3 4 5=1) (6 7=2)

co7t1ee

Coorte x Educação mãe

-0.116

0.040

-2.880

0.004

cot1o2 (1 2 3 4 5=0) (6 7=1)

cot1o2o

Coorte x Classe de Origem

-0.536

0.206

-2.600

0.009

_cons

Constante

-0.481

0.151

-3.180

0.001

Log-Lik Full Model:

-3487.283

LR(17):

3050.255

Prob > LR:

0

McFadden's Adj R2:

0.301

Cragg & Uhler's R2:

0.39

Efron's R2:

0.276

Variance of error:

3.29

Adj Count R2:

0.111

AIC*n:

7010.565

BIC':

-2889.318

Variáveis

Table 4


[image: image15.wmf]Modelo para Transição 2 (completar quatro anos de escola primária) e para 6 coortes.

Variáveis

Coef.

Std. Err.

z

P>z

Cohort 2

0.279

0.140

1.990

0.047

Cohort 3

0.342

0.153

2.240

0.025

Cohort 4

0.392

0.168

2.330

0.020

Cohort 5

0.433

0.167

2.600

0.009

Cohort 6

0.327

0.167

1.960

0.050

Sexo (homem=0; mulher=1)

0.367

0.080

4.610

0.000

Educação da mãe (anos)

0.234

0.025

9.450

0.000

Branco (preto=0; branco=1)

0.374

0.067

5.590

0.000

Area em que viveu até 15 anos (rural=0; urbano=1)

0.793

0.073

10.920

0.000

Região em que nasceu (N, NE=0; S,SE e CO=1)

-0.785

0.288

-2.720

0.006

Origem de classe 

0.882

0.113

7.780

0.000

cot2s (1 2 3=1) (4 5 6=0)

cot2ss

Coorte x sexo

-0.564

0.131

-4.310

0.000

cot2e (1 2 3 4=1) (5 6 =0)

cot2ee

Coorte x Educação mãe

0.102

0.037

2.780

0.005

cot2r (1 2=1) (3 4 5 6=2)

cot2rr

Coorte x região de nascim.

0.547

0.157

3.490

0.000

cot2o (1 2 3=1) (5 6 7=0)

cot2oo

Coorte x Classe de Origem

0.152

0.066

2.290

0.022

_cons

Constante

-0.009

0.146

-0.060

0.948

Log-Lik Full Model:

-3173.197

LR(15):

1687.728

Prob > LR:

0

McFadden's Adj R2:

0.206

Cragg & Uhler's R2:

0.292

Efron's R2:

0.187

Variance of error:

3.29

Adj Count R2:

0.013

AIC*n:

6378.394

BIC':

-1551.543

Table 6


