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/in order tc. ach;e?e student integration in dé,.;fégated ucban hlgh -
| .

| schools. A research project corducted to study

'jcha;acte:;stics related to student outcomes i
| practices that were identified as sources of scgéilgintegtatienfare
| discussed including: ' ; , agulty integrationi (3)
school safety: (4) staf 1P| or inte pny (5) ]
| exposure; and (6) student perception of equal /treatment of all
" groups. School climate characteristics that were identified as

" ifcluding: (1)

[ faﬂllitating student lntegratién are also reviewed,

! school members' involvement in school activitYies: (2) staff
receptivity to student concerns; (3) an emphAsis on learning: (4)
friendship: (5) ability to solve problems: (6) yniformity of .
treatment and wopportunity: (7) positive groyp membership; (8) open

——Exp22551en of ideas and feelings:; (9) Est;b,lsheﬂ goals; (10) student . .

participation; (11) student choice; (12) ge#ir regulatlans_ and (13) a

‘challenging atmosphere. An improvement prigcess is autllned by wh;ch a

school can change its integration pract;:
chaPacterlstics- (AEE) :
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U T‘lus manegﬁapiﬁbleﬂds gfx:é gractme and scgmd research m foenngconstmctlve gmdehnes by -
whu;h practlncnel‘g can promote. student 1ntéganm\ in their'schools. In the authors’ yiew, the -
“what” of improved student mtegrauon is gmunde'd in-six. school practices and 13 “climate™ -
Eharactensncs ‘thdt: resea:ch has shown can be: altered by Pract-mone;s ‘The autﬁ@rs suggest
- 'specific school actmues thit can posﬂwefy affect theSe pfact,u:es and cgiaractensﬁcs, and offer a
_ mne—step prc:cess for puttmg these actmtle\s 1ntD prac;tme o S

i, ] 1 F) T Ut . g -
. The usefulness bf thJS monograph lies ms uﬂy in its nct-!gi/‘:o T "gn mmmarz sense. Alfhough
rnany practitioners rmght‘alre y know intuitiyely rnuch cg‘ what j¢ ,ont%lned here, ‘the monograph
can serve tD remfbrce thew erstandmgs of d commntm' {t (0 better mtegrated sc:hoqls

& - ¥

. ) - z
Different readers i ay ﬁnd Dne or anothgr aspei‘:t of the auﬂmﬁs ar'gume ts more Qr’less per-
sudkive;de peﬂgllng upoh their prevngus experience and: local school sitpation! They may also find
-+ . thatchangjng some vanables related 18] s&hool mteg,ratlon presents m@te of aj hallerge than does
». . changing L@rs [N tu» N *

=

Althpugh the rrlonmgraph is boﬂ] Gpnsg-ucnve and LlSEﬁ.ll Lhe thOu atful reader wlll want to e

carefully consjder certain points the authors havﬁnade t shoyld'be ber e in mind that the results . -
- of the authors' study are based on cor‘relatnonal analysm Although hlghl}k slgmﬁcant correlations
i, .. between the school practices/climate cha.raﬂsnsﬂcs entified by th‘é authors :apd student
T

- integration weré fbung , the reader st be cautioned that correlation does not prove causality,
' Further, the authors’ pr:»sals hinge irt Targe part upon-their. identification of sehool factors -
_6&31gxatedas altgrablé ‘that is, withip the;control of local’ schml authontles They suggegt that
", the most effective aven%e for local schi@l duthorities in improving student integration is to concen-

~ trate efforts and fundg on these alterab e elements and to avoid mvolggmentivl relements thal: are
7 beyi;md their comrol g )

g .- 4 . e : ‘
> =

Clearly, he author' are, ptlmlstlc about the future of desegregatlon in-American high schogls '
- They sincefély believ that no school gesegregatmn effort ¢ can be successful without the involve-
TN ment c:f lcx:al schaal *r'sorfne{ ﬁnﬂ \inthout tlus mvc:lyement no actlon of' the courts the school

s made{;a\fallable

- With regard to Lhe six school pragtlce‘s that are}dgsc:ussed the first practice, racial mixing, is
- extremely important, particularly since the authors recognize and contrdl for the possibility of re-
\;_?, -~ segregation within deségregated schmls (which can undercut the very intent of desegregation).

——— " Racial mmﬁg is something readily under the control of theschool - Multicaltaral & exposure through
- programs is also important, hiot only to'integration, but also to &ducation in general. [ believe that
staff niodels, on the other hand, is of lesser importance than the authors accord-it, because staff
- make-up and interpersonal behavior are frequently beyond the conitrol of a particular school. The
presence or absence of staff models should not be, in my opinion, a precondition for student inte-

H




' gration. Security is 'a;ij'impcrtantlpsyéhc{ogfcala‘iséi;é, but it must also be recognized as inereasingly - -

unalterable given the history of-segregation and_racist socialization that high school students
generally bring With them. This is probably why turmoil and.conflict are found most frequently -
when desegregatién occurs at the high scliool level, and it underscores the importance of early

. desegregation. Staff support for integration, although a significant factor, is also likely to be either

present or absent When desegregation ocgurs, and it thus may also be unalterable. Finally, racial
fairnéss as perceived by students; while a mice notion, may be approached but never reached, and -

_.even if reached, may never be perceived, The absence of a sense of being discriminated against - '
- may be a better way of presenting this idea. I o -
: . j f‘r 0 - : " . : i - svv '

. B | .

The 13 school climate characteristics, alse ¢onducive ‘to s¢hool integration (regardless of the -
racial or national origin minority-composition of the student body), may perhaps be more readily
manipulated. Such notions_ as involvement, expressiveness, goal direction,-order, challenge,
influence distribjution, and sense 6f community are essential to any good school and are precondi-

“tions for-a posifive-learning orientation. . .

“n my 6pinion, some of the authors’ “alﬁerablé”fat:;ors may, in fact, be unalterable, and some of
the authors’ *‘unalterable’ factors might be alterable on a systemwide basis. Although I fear that

sthere are more “unalterables” for children desegregated for the first time during the high school

ears, the steps and coricerns outlined here have increasing promise for junior high and senior high

'+ school integration, 3 . o

The'nine-step integratibn improvement process presented by the authors is a useful outline for

the implementation of change, although I believe it falls short on the potential problems in termis of

predispositions and organizational structures that would inhibit the quest for change. It also fails to

. address the issues of jnformed consent and-fhe problems of voluntary participation in surveys.

. 'Readers must keep in mind that each school district is a unique environment in which the six school

practices and 13 school climate characteristics interact differently. Readers wishing to use the

_nine-step process og%e‘d in this monograph must remember that they must apply the information

gathered to their unigle school setting. . .- .

It was my overriding infentior to be constructive in‘pointing out problems that I have with this
monograph. And despite my s¢ newhat negative tone, I firmly believe that this monograph, as is, is

" avery important document of {mmediate practical use to the field. Readers wishing to pursue issues

raised in this monograph in further detail should refer to the report on which the monograph is

- based, which contains the full research study, its technical appendixes, and a fuller description of

‘the improvement guidelines for practitioners, Thigfeport can be obtained by writing directly-to Dr.

#William J. Genova or Dr. Herbert J. Walberg, TDR Associates, Irlrci, 385 Elljot Street, Newtan,

Massachusetts 02164, or by. calling (617) 969-0651.
-~ - R - . Dr. Bruce R. Hare
* University of Ilinois at Urbana Champaign

e . Urbana, Ilinois
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.- 1. INTRODUCTION

Desegegated urban"hlgh schools vary conSIdérany in the extent and quallty Df rglatmns among
students of different races and national origin backgrounds. In some schools; race and national
origin diverse stugents interact freely and openly with one another in friendly and supportive ways:;"

in other schools, they tend to avoid one another, and: when they do interact, their contact often ig.

unfriendiyf hostile, or even v:olent Such dlfferences are dlfﬁcult‘to explaln As Nancy St. John
stated in 973 ' : :

_ isometimes reduces prejudice and promwtes interracial friendship and sometimes proemotes,
 ins\ad, ‘stereotyping and ml:errat:lal clgavagg and conflict. Afi outcome so vanable must be
. aff d by- clrcumstances ather than the mere fact of desegregatn@n 1

What are Some of those OthEi' cm:u;, ﬁtaﬂCESq And once identified, which ones can schools
_* manipulate in. order _to redus:e pre_juch E*ind P omote integration? o

. Some fadt
-neighborhooy ,
" interracial éxperiences $ave been found to be related to students’ racial attitudes and behavior. *

However, since these factors-are-beyond a school's control, for the purpose of'this discussion they -

are termed- ‘%malterable# S iilarly, student- teacher ratios, student racial percentages and scliool
+budgets usually are beydfi the control of urban desegregated schools, since typically they are
deterrmned by court order or. the district admmlstratlon These factors are —also terrngd

unalterable o : o T

Ih contrast, most schools do have controbcwer the use of multlcultural cumculum mtemal
groupmgs of students, and fair and equitable treatment of students réga,rdless of race or pational
" origin. These-fagtors are thus termed “‘alterable” characteristics of desegregaj:ed schoals and ifis
. these charactenstlcs that. are the focus of this monograph g v ’

The speclﬁc puUrpose ¢ of this monogra‘ph then, i5 to ldentxf'y alterable cﬂaractenstlcs of urban
desegregated high schools that are related to student mtegratlén Student integration‘is defirred here

as the extent to which students of different race and natjonal origin backgrounﬂs know and get -

along with each other. More PFECISEly, %ldent mtegratlon consists Qf‘ () the extent to which
students are correctly informed about significant aspects of people of other race and national origin

groups; (2) the extent to Which students have positive feelings toward interracial association; and -

' (3) the extent to whlch students report positive mter‘facla] assomatlon

' The-research on which-this- maonograph s bHSEdﬂdentrﬁes’Emch vol practices (racial-mixing;
staff' modeling, security, staff support for integration, multicultural exposure, and racial fairness)
and 13 schbol climate characteristics (involvement, accessibiligyand receptjwty, learning orienta-
tion, sense of community, dealing with problems, equal treatriferit, grouping, expressiveness, goal.”
* direction, influence-distribution, options, order, and challenge) as: sources of school integratiof,

E : .

=L research on raclal attltudes and behawor in schools indicates that desegregatlon'

) t?aﬂ‘ect racial attxtudes and behavior in schools are tied to home,. -
thunity experiences.? For ekample, family socioeconomic status and prior



T’l”lese practl;:‘e\s and characteﬁstms are chscussad in chaptar 2 a::f thls Fﬂnn@graph Chapter 2 also”
_-offers a nine-step | rokess for those interested in improving high school integration. This process
involves: (1) taking the initiative; (2) forming a representative school improvement team: (3)

developing -a team work plan; (4) setting a clear purpose; (5) collecting assessment data; (6)

analyzing and intetpreting assessmént results; (7) deyeloping a school improvement plan (8)

" itnplenienting the school improvement. plan; and (9) evaluanng the impact of the. effort on“the -
- school. Chapter 3 of this monograph presents some background data on the research study from -
which the school praa:txces and climate charactensur:s were develnped and on Wthh Lhe suggested'

1mpmvement precess is based

");g‘.";r'
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2. MEASURING AND IMPROVING
STUDENT INTEGRATION IN SCHOOLS

identifjed as alterable factors related to positive race relations. The appendi¥ lists the sources of o
- evidence for the effectiveness of these practices. The extent and quality of student integration also - o

appear to be related to the general “*climate™ of a school.** The concept of school climate, often

used by educators, is defined in this-<chapteras 13 specific aspects of a school, These 13 “school -

climate characteristics’’ have been derived from StlelES of dlfferent types of Qrgamzatlons and therr g

adapted to the scha@l enwronrnent 5 : '

The schml integration practmes and school chmate gharactenstlcs all of which are SIgmhchntly
 related to student integration, are alterable; that is, they are under the control of Rﬁchml to improve

and maintain-at high, positive levels. The magnitude of their association with positive student h .
attltudes and behaviors varies, suggestmg that efforts in some will have greater effect than in athers P

mleg,ratlon These school prac[u:es have been denved fr-m emstmg research where they were .

. school. The pmcess as descnbed herﬁ is car’ned out bya studem staff parent team that warks in

~concert with the school -administration and with established student, teacher, and- parent :
organizations. These procedures_ place the locus of change for improved integration within a .
school, and Spgc;lfythepature Géuppﬁﬁand Fesources necessaryﬁ The limiting conditions are the”
degree of concern and mterest by the schmls in |mprov1ng studentmtegratlon and schcml chmate o (

1mprovaments 0 ,; -

'SCHO@L INIEGRATIDN PRACTICES

Sy

! Racial ang “the extent to. whlch students Df dlﬂ'ererlt racial and natmnal Qrgm mmnr}ly_

o ~ groups’associate in lesmmg, ‘social, and reereatmna! activmes.

S

such contact is prolonged. is between equals in the pursuit of common goals, and is sanctioned by
those in authotity, Since 1954, others have also demonstrated that racial mixing promotes positive
"interracial attitudes and behaviors, and in sorie cases, promotes improved stiudent achievement.”
_Schools: can establlshior maintain constructive _racial mixing through the use of Looperatwg

Allp@rt (1 954) demonstﬁtgd that contac:t bttween racial gmups leads to reduced’ prejudice if 8 X

learning ‘teamns.®” Successful approaches each contain the essential elements of multjracial
cooperative learning teams interacting for an extended period (at lgast 6 weeks) on learningptasks, - -
" with rewards bemg given to-team members for Lhexr group product, : -




athlegﬁ teams, in sc:gal and recreatloﬁal actlvmes ‘and in f‘acxally mlxed one- tnxane actlvme?i*”

Cocperative léarn&!g teams and these other*acnwﬂes that promote student mtegratmﬂ allshare'the

.. characteristics referred to by, Allpgrt Théy al'sc structure interdependencies among students from *

" “various race apd national origin, minority groups, and they feature cooperative group rewards.

: . Thus, students share in task-oriented efforts on equal- opportumty terms,and they anUlrE mh::rmas AR
. my - tion that enables them to mdlvxduafhzé rather than stereatype - . R

. : Slmply desegregauﬂg schools and classrmms does not in itself create such interracial depen- o

T ‘dencies and shared rewards. ?ut creatig learning teams that are mixed by race. national’ origin, ¢ " ;

© sex, and varying _achlevement evels and thalh ncorparate Qonatrucﬂve cmPeratlon does promote .

)

L Istudent mtegaéxon L. .
. n ,/i; i_ . ) , B . - uA; _hVA R -- : ‘ 7 ' \ ! |
o BECISI Falmess- -The extent to whlch students. peree:ve ‘that people of dlfferent racﬁ and '
) . o Lnatmnsl urlgm mmgmjr groups are treated equally in the school.” . .

«Most students eriter school with the expectation, dérived from and reinforced by their parents,
_ that they will be subject to a uniform application of school ruJes and disciplige regardless of their
- ~.__ race or national. ongxr;backgmunds Ther‘e are, no doubt, many instances wherc sugh c-xputas
tions are reasonably met. . .
_ . However, in many urban desegegat’d Sécondaﬁ_/ schools minority students as well as dﬁad—'
v vantaged white stiudents, are overrepresented in lower a:hxevmg and lower status “tracks,-are
.. “disciplined” more, have higher suspension rates, réceive less positive réinforcement, receive” " (’
' lower average course grades and are S[E‘El’td into lsss prommng futu}’es by glf da:u:e peﬁsannel g A
whu:h eventually worsen as Students who act out their fmstratxons are pusht:d far’ther to thc
: !“bcttom of a school’ S‘many ladde:rs 10 - o S : o P

— Indeed studenits’ percemlan; of racial faxmess are *a[l’Oﬂeg assocxated wah p@smve attitudes
. and behavxorg toward other race and national origin minority groups. A sclfool can gauge the extent -
~of racial ‘fairness #y sxamining the distribution of students of varying race and natienal-origin
L ‘minority groups according to: (1) géurse grades, (2) disciplinary action, (3) service by guiddnce=
—=——— "personnel, (4) types (and status) of programs efjrolled in; -and (5) membershipin:school activities:——— — -
. If the percentage of students in each of these ca ggories is wxdgly dlspmpumonate to their pcrcc:nt
dxsmbuuan by race and ‘national origin minorily groups in the school, it is ha,rd to 1magme that

. - ]
R If racial unfairness prevails, and if higher levela of fairness are desxrgd the teaghcra and -7

' administrators of the school must place’a high value ‘on improving the situatipn, be trained inthe -

- skills and understandings. required to bring about improvement, and support an argamzatxon and . »
reward structure that reinforces racially fair practices. If constructive change is to o¢cur, .improved T
‘racial fairness must be treated as one, part of a total school improvement strategy, consisting of .. .

. several mutually reinforcing components. For Example the effective use of cooperative learning

-‘feams will contribute to imptoved racial fairness by giving equal opportunity, equal statds, and_ - -
. " equal rewards to- each team member! Prowdmg integrated staﬁ' quclm;:, SChDol sc::umty dnd{’

ERIC
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attempt simply to improve racial taimess, but to mclude itasa part ot a multiple LOI’HPOHEI‘I[
approach to school improvement : : _ . .

Staﬂ' Support for Integranon' The extent to which students perceive that their teachers and
.administrators - promote supportlve interracial association,
and acknuwledge and deal effectively with race and natmna]
origin minority diﬂ‘erem:es.

. [
T

Support for, neutrahty toward or opposition to desegregation and mtegratlnn is demonstratcd to

students repeatedly by what the school staff say and do on a day-to-day basis. Support, neutrality,
.or opposition is also demonstrated by the board of education, parents, and the surrnunding

'community. The positions taken by these various groups are mutually influential, and may form a

chain of’rea"ctions 'from the “top’* down. .

The extent and quality of student integration depends, in part on ¢lear pdlicv in support ot

" peaceful school desegregation from boards of education, superintendents,-and principals.’* Top-

level support for desegregation assures that stafT wm be backed up when fELEd with resistance or

student integration There is also some eVidence that broad based 1nvolvement of staff and com-

, munity in the planning of desegregation and integration practices is required.?

PrinCipa}s attitudes and efficacy seem especially critical as models for 5upportive: teacher
attitudes and efficacy.'® In newly desegregated schools, many white teachers tend to be over-
whelmed by race and national origin differences; socioeconomic differences. and disparities
between the achievemenit levels of minority and middle-class WhltL students. In this situation, it is
critical that the principal: '

. Clearly establish and communicate acceptance of dc;sc;gregatlon
e Set student integration as a high priority goal; and
e Translate that support-into effective school programs.

- A program that will promote student integration must have several coordinated thrusts that are
deliberately: planned, monitored, and altered as the situation demands.'® Teachers,-upon whom
the burden of Carrf/ing out speciﬁc activities of the program comp@nems falls typically require

‘minority students

Continuous. visible support and guidance for the activities in a student intégration program are
requnred of the principal if‘the effort is to be successful.'” Turnage advocates a school improve-
ment role for the principal that includes training and skills in human relations, group process, and

A
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ag;nt role requlrc. pow;r 5tatus, derived from either court Drder or the dlStl’lLt admmlstratmn.

Security: The extentto which students feel safe in and around the school in their associations

5 with students of different race and national origin mmnrlty back grnunds.

The principal’s role appears also to be cntn;al in establishing security, dc:hned here as safety
from harassment, threats, theft, or bodily harm. Students who report feeling safe in their
associations with students of varying race and national origin minority backgrounds also show

- more positive interracial attitudes and behaviors than do students who report feeling unsafe.

According to a major congressional study, student crime and disruption are more likely to occur in
large urban semndary schools, especially those in cities and neighborhoods s having high crime

: ratea. 19 Yet evenin these setnngs the sc:hools found to be most ef}ectlve in providing security and -

. ® The principal establishes an eqmtable structure oforder and is visible, active, and effective
m dealing with v1ole:m:e and dlsruptlon

. A highly representative governance system fosters au:eptanu; Df rul:::s and regulations by
the majonty of school mc;mbers and

e An incentive structure exists in which students perceive and value the rewards provided
for learhing,. ' . :
Order, reijresentative governance, and incentives for learning are all related to school security;
which in turn is related to the extent and quality of student integration. The typical response to

‘student disruption and violence is, however, to focus. primarily on tightening controls. Because

such a limited appma_c;h is likely to make the situation worse, a more extensive explanation f@llows,

poln;y and procedures ragardmg aCLEptablE and una;geptable behawors 20 Where a schuol draws
the line is a matter of local judgment and values, based on humanistic and legal principles. In an
Education U.S.A. special report,?' a survey of 400 school districts revealed a wide variation in
what are considered acceptable and unacceptable behaviors in schools across the country.
According to the responses to the survey, the type of behavior that warrants “extreme disciplinary
measures’ varies from district to district, Despite lpcal variation, however, the degree to which the.
policy and procedures are *'firm, fair, and consistent™ appears to be the key to the reduction and

managemant Df disruption and wolence in schools.??

B

Thaugh essential, the: eatabhshment of a sound discipline program is, by itself, not only incom-

. plete, but can be dangerously misléading. Many schools create a “*myth of coercive control 23 in

ovéremphasizing rules and regulations and in swift and efficient pumahment of all infractions.
Likewise, many educators unwittingly adopt-a “repressive approach’ that traps them into a self-
defeating cycle.?? The danger isthat a school can appear to be “successful” in controlling student
behavior, yet actually create an environment OFoppres%ion that “alienates the students yet further
from the school and its educative purposes.'25 Typically, the result is a- Sc:lf defeating cycle in
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which overemphasfs on rules breeds more resentment andefiance; this leads to more rules, which,
in.turn, breed more defiance—until the school’s main ﬁrecgcqpatian is with control rather than
teaching and learning. '

Staff Modeling: The extent to-which adequate ratios of white and minority adults make up.
the school staff and associate openly, cooperatively, and with equal status,

1
i
=

Clear guidelines as to what **adequate” ratios of white and minority staff might be are not pro-

vided through research evidence 2% although some researchers suggest 20 percent to 80 percent -
white as anouter range.?? It appears that, at some point, having too few staff members of any

group can promote isolation and stereotyping.28 - Ci
: 1 _ _ : v
Beyond the sheer ratios of white angd minority staff, the extent and quaiity of their interactions
appear to have profound effects on student integration. Specifically, staff providerole models that
students imitate. For example, if white and minority staff avoid each other, argue.or ate in conflict,
or ignore student racial conflict, students will likely follow their example.2° Likewise, lack of after-
school interaction among students of different races often mirrors that practice among teachers. 30

T 2 - - i i & s = — i 3 M I =
Further, minority staff need to have equal status to the majority staff in the school. Minority

“students need to see adult members of their own race’ and national origin minority group in

positions of power and authority. If they see adults of their own race and national origin minority

“group mostly or exclusively in low-status jobs, they will see themselves as having low status in the

school. Thus, it appesdrs that when the majority staff have more power and ‘prestige, they tend to
adversely affect the self-esteem, confidence, and anxiety levels of minority students. Without
adequate staff role models, minority students are less likely to integrate with majority students on
an ei’;ual plane. . -

1

Typically, an urban school has limited control over the proportiori of minority group staff that it

has because such decisions are often shared with district-level personnel. However, a ‘school can
evaluate the extent and quality of interracial association among its existing staff and can make
improvements where warranted. Such changes are unlikely to occur by chance, and, like the other
improvements advocated here, require leadership, training, and persistent effort,.

Multicultural Exposure: The extent to which students stuﬂy and - discuss unique and
common aspects of the history and culture of various race and
national origin minority groups. _

-
i

. An "Anglocentric™ focus is traditional in American public schools. This focus derives from a
long history in which the public schools were viewed as a primary mechanism for socializing
immigrant and. lower class children to conform to the norms and expectations of a society
dominated by Anglo-American institutions and values.3' However, the omission of the histories

and achievements of American minorities from school texts and curriculums is now generally |
recognized as inappropriate to the goals of integration. Many schools have introduced multi- -



Lultural materials and studies into their regular program, but the effec.ts of su;h materldls hav; not
been claa:ly or mmlsttntly dtmonslratc,d EL

= il

r

mutual respect and to minority students’ sense of 1dennty and sulf worth.?3 However, rhany

differing approaches to multicultural education are in practice, with differing effects. If the

Several researchers have shown that a mulu;ultural curriculum Lah contribute to a Lllmdtc ﬁf

appmach is pnmanly cogmtwe tocused on h]StDFy and knowledge l[S cf'ﬁzct on student a[[ltUdESs’ '

from Llaszs discussions of race, 34 Dthg:rs have fDund Lhat multlcul[ural e*{posure can hav; posmv;

effects on students attltudeg Emd behawors 1f it also mvalv;s dxré;t mtcrmcml mntau m .-_1_!

dlrm;ns,lgn to the U{pem.nu; more closcly dqsauatcd W1th Elttl[leEEp and bc:hg;vmrs 36

£ a
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* * SCHOOL CLIMATE CHARACTERISILCS o
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Schoal climaté has a. madsrate to lDw—but still significant—relationship to student: interracial
attitudes and behaviors.37:School climate has also been shown to relate to studefit achievement,

attendance, intefest in school, vandalism, and staff morale.3® Thus, efforts to |mprovg school

climate’i in the interest of bétter student integration are. llkc—:ly to 1mprow. other aspects of the school

as well, : ) .
- N . . B ' v -

S

The key 1o 1denl1tymg school=specific lmprov&ments in school climate is to evaluate each

.element of climate. and then to identify the¢ reasons (causes and contributing factors).for the

ruﬁultmg assessments. [tis extremely 1mp@r’tant to baae 1mpravcm;nts ona thorough dmgm%ls Df}

the reasons for a poor ;hmate

In the following dlSCLlSEalOﬂ Dt school climate gharagtemtlgs some examples are E.l\’i‘l'l fmm
actual school cases. These experiences come from widely varying schools, and thus their
wholesale adoption is not suggested. They do. however, illustrate what can be done.

Involvement: The extent of school members' interest and participation in learning, social,
and other school activities. '

Th; school climate characterlstlg of involvement has two basic attributes, degree and
* investment, which are manifested in three basic school involvement patterns. :

‘i

e [n some schools there is little participation in out-of-classroom activities, and many
students simply go through dmly academic routines. Such schools are characterized by a
general apathy, reflected in a ““flat” school climate profile in which the ratings for the

_various school climate characteristics show little variation. In schools with an overall
apathy. improvement usually does not occur. ;

« b
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_board tests. . . :

~ coupled with a parent information program. . ,

® In other schools, there is high actual pa%mﬂpatlon In a variety -of school activities,

+ . accompanied by low psychological investment. In such schools. activities tend to be
* highly, teacher-directed, and interest and enthusiasm can be improved by increasing
-student participation in planning and conducting school activities. o

e Still other schools have high actual parti¢ipation and high, genuine psychological invest-

~ ment. In these schools, students tend to be highly involved in planning and conducting
* madny of the school’s activities. g e

- Accessibility and Receptivity: The avai!ability and openness of school members to conversa-
B ‘ tion, and assistance about concerns. N
 amsistan ) by

' In some schools, students feel that it is difficult to find teachers, administratots, or guidance
counselors who have time to provide assistance or are willing totalk about students” concerns. This
may reflect general avoidancé, or it may reveal other problems in the school. .

" For example, incone school, teachers, angry with the salary provisions of their new contract,
adopted an attitudg of minimal work. The prircipal, through extended negotiations with faculty,
found ways of reducing corridor and lavatory patrol duties in exchange for increased time for
teacher-student assistance outside the classroom. Y T

' '

- In another schoeol, the school-to-home bus schedule created a problem. Most students t('gok’the e
early bus, whichleft 10 minutes after the last class, and.avoided the'late bus, which left 90 minutes

after the last class. With only 10 minutes availablg, only a few students could see teachers for extra

“help. The majority, thus frustrated. rated the teéachers low on accessibility and receptivity. By .
_delaying the early b

us by 20 minutes, and advancing the late bus by 30 minutes, the situation was

vastly improved, : . L

; =

- Learning Orientation: The extent to which learning andéequiring academic, vocational, and

interpersonal skills are emphasized in the school.

In many secondary schools, students believe that getting gbod course marks is more important
than learning. In one such school, it was decided that the school’s reward system encouraged this
attitude, In this school, so much was made of'marks that students actually shoved each other to
view the rank-in-class list posted in a display case within hours of each grading period. Also,
elaborate drill sessions were conducted by teachers to prep students for the SAT and other college

Most of the pressure for good marks was traced to the families in this upwardly mobile town.

. Therefore, a parent-student-staff committee was formed to analyze and advise on the matter. The

¥

key element of its recommendation was a “learning ¢ontract” approach for individual students,

I
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Community: The level of friendship and mutual support school members feel toward each
other. . i

Séba@l size and sense of community-are closely related, and large schools tend to be seen as
imore impersonal than small schools. Recognizing this situation, maﬂll}lrgenschogls have grouped

students into smaller units (termed “houses™” or “clusters™). In som&schools, these smaller units -

s are made up of members of one grade level, while in othgrs, members from all grade levels are

represénted. Although forming subunits allows for more of a sense of community within the units.dt

could result in isolatibn from the total school community. Some schools have ameliorated this

problem by scheduling-mare activities that mix subynits, such as athletic andsocial activities.
In other schools. regardless of size, many tea/

unfriendly manner. This forces students and teachers to associate primarily with their pegrs. atd

results in a low level of community:spirit. Some schools have improved their sense of cgmunity

) by increasing student-teacher interaction in after-school activities that fostec.mere personal

associations. Other schools have improved their sense of community through more meaningful,

‘ " total school-community activities. ‘ ’ , ' -

‘ ! zgff . %
Dealing with Problems: The extent of identifying, analyzing, and resolving school problems
’ when they arise. - - o

ers conduct classes in a rather imﬁérsmna&r

o : : % . ;, f!} . e oy . g
. Scfools that have improved their capacity to resolve problems wher they arise have focused on
“gommunications and special task groups. Adequate communications among all members of the
) school are essentialin identifying problems before they grow more serious, irt developing a'sense of

_~ belonging, and in letting school members know what is happening. In many schools. word spreads

’ faster about problems than about solutions,-leaving one to-wonder if anyone is doing anything
about them. This adversely affects morale, and lowers the sense of community. '

If the Hurden of ,deaii‘hgﬁith ptoblems falls'exclusively on the principal and assistant princi-

pal(s). there is a severe limt to the possible responses and their effectiveness. A few people can do

&

only so much (especially administrators, who have innumerable other dut’ies), Some schools have

extended their problem-solving capability by forming special task groups to deal with problems

-and engage in future planning in such areas as curriculim and instruction, school governance and

discipline, athletics-and social affairs, guidance and counseling, and community relations. If the

- role of these groupd is carefully defined. they can be empowered to take action in some areas and to

make recommendations in others. As problems arise, the principal can channel them to these
groups for resolution or, gdvisement. ;

[ ! . .

o Equal Treatment: The uniformity of school members’ opportunities and treatment in the
school> : :

“Equal teacher treatment, focuses on equity in assigning student course marks, teacher
assignmients, and group status, irrespective of race or national origin. Schools with no regard for

. . \ i ) . ) ) ’ 41, sz
. , E 10.



A

‘which groups feel they are being differentialh

“heterogeneous classroom and

equal treatment typically have problems only with certain subg,mups within the school In some

schools, certain minority students feel especially ungqually treated. Ip other schools, female

students 8r students in vocationalprograms feel jaiStreated. An effort 1 ust be made to identify -

~ Once’ the mos dlsaﬁ‘e;ted student grc}.lps have been identified, a rEpresentatlve samiple can be

interviewed in dffler to gain a moye detailed undc;rstandmg of the Spemf" ic situations in which they
perceive inequity” These students can also be included when the school develops and 1mplemems
improvement ideas, which is’in itself a step I:c:)ward greater eqmty -

£

]

Y

‘Gro upmgs The extent to whlch group membershlp isa pasmve or negatwe experlem:e inthe
school, | _ .

&

Forming -groups is a natural human phenomenon that takes on added importance during
adolescence. Thus, schools should not try to eliminate groups—sg clique’s, but instead make it
possible for ﬂt}ilble group membership,-or not belonging to gmup$ I:D be acceptable.

Several schocsls cancerﬂed/ about frozen cliques have taken remedial action in the form of

g‘.ﬁstivity assignments, more public recognition of the accomplish-
meénts of students associated with lower status groups, and diminished competition‘over cldss rank.
But no appreuable 1mprovement has' been discerned. Either these interventions have, been
msg,lf'ﬁclent or the phenc&mcnon is particularly resistant to changt; or both '

=

If groups or cliques cannot mix w1thout conflict, group membersh!p ¢an be a neganve experi-

" ence. Schools concerned about negative groupings should probe carefully into the reasons why

gxclusive group membership may be especially functional or dysfunctional. It may well be that
“deviant” groups, in the face of being relegated to a lowstatus in the school as a whole, are forced
into exclusivity as a way of gaining peer recognition. ngEchmvmg students often group together,
especially in a sghool with a focus on academic rewards. In those cases, such cliques may- b
opened up through efforts to raise the achievement of their members and to expand the schoul

’ reward structure beyond ac:ademu: acc:omphshments .

Expressiveness: The extent of originality and open expressmn of ideas and feelmgs among
; school members,

[ - Cy

Schools have tound many ways ofim 1proving the “originality and open expressmn of ideas and
feelings among school membeis.”” Mpre student and staff art displays in the corridors, more-
classroom discussion of issues and problems, and increased opportunities for parti¢ipation and
leadership in student government and clubs are examples. This school climate chardcteristic
appears to be readily amenable to change, and school members have little difficulty in identifying

- and implementing improvement efforts in this area.® (TI’\

<
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Gogl Direction: The exterit to which school members understand and accept what they are
" expected to ac:omphsh and are provided a fFaglewmk for focusing-their
effnrls

- - g3 . "

¥ 1

Dt all the school cllmate ;haract;nstxua discussed here, goal direction is thc most difticult for
s;houl members to" mmprch;nd Twa major factors “‘contribute te this confusion. First, nmrﬁ'
stud;nts and even many teachers, do not have an operatiogal understanding of.the term goal.”
Su.ond many schools do not have widely acknowledged goal statemnents, and the existing poal

statements are primarily ceremonial. -~ o

direction.
" Volumes have been written on specifying instructional goals and objectives, but few have seen\tgdt _

1

Jlevel, has a dual purpose. Firstl ag
exercise self-direction, leadership, and l‘t’;Sponsxbxllty Suuh ucpem;m:es are vxtal to personal and :

In most schmls expected accomplishments are ;lmclf%ited and undgrstaod only by certain

‘school members. For example, almost any student can redite his-or her schedule or ;xpl::un the

rules for absenteeism. But how many students can explain why they have to take American history

or the reasons for studying foreign languaées‘
. y .

,,Given theseambiguities, very few schools Have under‘takm an gffaﬁ to meré%t: the school’s goal
or have schools been .given guidance in this area by researchers or policymakers.

the school itself Canﬁand@hould develop ingtitutional goals. "Suc.h an t:f‘FDrt is very tithe
consuming and reqmres speglal training dl’ld skill. - ] :

\ ,

Wwhich school- megbers cnntnbute tuﬁde St}
procedures, and options.

Influgnce Dis tribution! The extent to
regarding rules,
. ¥

L3

Broad pamupatmn of studelfts m conducting the aff*ur&; of a school, especially at the secondary
developmg adults, most students want and need opportunitics ta

social development, It is, of necessity, a tr
tolerate occasional irresponsibility. Staf nd parﬂnta must also agknowledgt: students L.-ilpduty for
responsibility hy. providing opportumtles for them to EDﬂtl‘lbute to dgg%xonmakmg In appmpnate\

areas. o -
N : g Va j 4 -]

'ﬁle second purposc is to foster sufficient “ownership™ Df the goals of’ s;hool\lhg Shared power
and itfluenée afe more likely to lead to the developnn;nt of students who abide by the school rules
and regulations. mstead of “fighting the system ' 3y -

SLhODlS interested in increasing student influence cap broaden the pal‘tn;‘lpatlDﬁ of stu&; 1ts on

committees, in designing classroom activities, and in developing and monitoring the govefnance
systems. oo 5

12 __'jﬁ\ »
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Options: \The extent clfchmces avallable to schtml members regardmg gﬂals courses, levels of ¢ i’
v chsllenge and social opportunity. S e

1]

=

Lhan a small s;h@l Thé: extent ot optlons is also g@vemed by the school budget whf -h typn:ally is
_ decided for a SLhDDl by the drstnct admlmatrauon and bDard of educ.atmn - \

Wlthm su,sh constraints, how*ver schools have’ tau}ld ways to expand options as part of g"lf;ll'
efforts to improve their schaol climate. In some schools, additional courses.have been planned and
taught by teachers, students, or both together ona voluntary unpaid basis. H% ever, this strategy
has generated LlOl’lﬂlL,t regarding “‘extra” work in schools with tight union™tontracts.. In some
schools, tetachers have expanded the options within courses, developing learning contracts with
.~ students for individualized areas of interest or difficulty levels. Other schools have concentrated on
expanding athletic. social, and recreational activities, some of which involve holidays and
vacations. i =

Order: The extent to w u:h school rules, established to mamtam favorable learnmg
cﬂndltlans reflect estabhshed legal prﬂcedures and are accepted by schcml ﬁiembgrs

Students’ most frequent eumplamt in schoola rated lcw d;‘l ordu' 15 wnzh the inconsistent
application aof rules and regulations. If some students are punished for certain offenses where others
- are not. or are, but to lesser degrees, grave injustices are perceived. Such inconsistency undermines -
a student’s (and teacher’s) respect for authority in the school and, in some cases, contributes to
disorder. If the mgonsmtancy involves a “suspect” class of students (such as a dlspmpomondlly
hJE,h black student suapemmn rate), mtérgroup conﬂlc:t is encouraged. - -+ & .

I1 addition to consistently apﬁlied mlgs and regulations,—student achievement levels.and their
participation in dc;signing and Junducting school activities affect the level of order in agf‘:ool. IR
. These factors (discussed more extensively under security and influence distribution) govérn the

extent to which stud s b nderstand and at:c:t;pt Ihat contnbutmg to order sufficient for learning is

in their bast mtsrestvs

€
Challenge: The level of difficulty of school members’ gnals and tasks, and the pace ‘of effort
required.

. \ -
‘w  Ghallenge s a school climate charactgnstxc that is frequently and consistently perceived by bath

students and teachers as being absent in most schools. Many students want more challenging * .a.
cours;q but feel that teachers are ralu;tant to press Students tcnj far fDl’ fear of rebelhon Teac:hu:s

’
s
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Almost every school would like ta@sfgjc the lzv;l of challenge pmvlded to students. A few

-———-othexs-would-like-to-improve_ thpnhaﬁllengeipreaemgdtm;achcr‘ in ﬁ:EDEn]tlDﬂ that the two are,

proba y related. A critical first step to.accormplish this goal is for staff, students. and par;nt% each

" to come to aceept shared blame for low student challenge in their school. Without this LT!IlLdHlF%t
stg:p circular* blammg, rather th;m improvement would probably continye.- - ,

Oncea 5ubstantlalpoﬁu:m of the faculty accepts Shan;d blamé and désm,s. increased Lhﬂ”Lﬂ&,L to
¢ and faculty, there is, in some schools, sufficient momentum to reexamine course and

students\ hroug { indiyidual "*learning contracts,” more careful grading of homework asygnm;{la
. more detaited guidance regarding course-level selection cc:rqu:ﬂsurat; with abilitiés, and pz

education about a suppomve ‘hm& environment.

=

)

. o5

".NI STEP IMPRC’)V ENT PﬁQCEss
NE- STEP P;M

I A ,, e

=

A gredt deal has beer!
mixed schools in large ¢
the schonl or because of in
locus of change within a s
- assistance from consultang
qc;:ondary suhaols in thE: p_

tifig the diffieylty of br‘mgmg about improvement ip racially
. Often, atternpts at c:h;ige fail becausethey are imposed from outside
quate support or resources. The procedures described here place the
Yool and specify the nature of support and resources necessary. "With ;
', these procedures have Jbeen followed successfully in QYLF 20

st ? yearsr‘m

. =
i

Eneﬂy state:d the mné seps For 1dent1fymg :md 1mpi‘ovmg sczhcgul mtegratlon pl‘aLULC.‘: gmciu

" Sﬁhml ghmate\ar‘t

_l. Také tiz€ ifzz’tid}z'l . Someone in the SC:hD(‘)l whethcr student tuacher admmlstmtar

2. Form a @ ,,,,, ,
guided by an 8 to 12 member team Qf ﬁtudent teacher. parent commumty and

administrator representatives. To ensure maximum consideration of all important issues,
the school 1mp)r0vsmem effort ﬁmuld broadly and genuinely represent the major formal
and informal groupmws of ‘the whole school commumty \a

S,

’5 Develop a Team Work Plan. A’ detailed work plan for the team, to be shaged with the
" entire school community. should be developed. The work plan should inctude, at a

mlmmum tasks. respunslblhtles and a timetable.

4. Seta Clear Furpase The team should set f'or itself a clear purpose and outline pI‘Q(FEdLu‘ES
for collecting and andlyzmg data that will help the team achieve this purpose. The tcam
may wish to study fully the six school practices and 13 school climate characteristics pre-

. . s ’7)
L;! J.i,

14

requirements, conduct inservice work%hops for teachers on increasing challenge to .

k-2



beyond) should he devoted to implementing and evaluating the plan (S;eps: 8 and 9).

T e S —— - - -

5. Collect Assessment Data. Some method of collecting schooldata must be developed and
implemented. This could involve a questionnaire administered ‘to school members and

. - x . 5 . 5 .

" .scored according to set procedures. . %f ‘

6. Analyze and Im%rpré: Assessment Results. The school team can analyze its refults
singly, orinrelation to the rorges developed from the sample usedin the study described in
<hapter 3 of this monograph. The team can follow up on questionnaires with interviews
and observations to extend and refine its school diagnosis. ’ S

> ﬁqvelpp a School Improvement Plan. Based on the results of the completed assessment,

the team can-formulate goals and action steps for school impr@vement. -

8. [r@ememj the School [rﬂprovément Plan. Once the plan has been ratified, with the
. existing representative groups, it can be implementegl according.to the preplanned action .
ssteps. : - s R s .

: Era[z;gt’e‘the Effort’s Impact on the School. Progress in implementing the school :

improvement plan and its impact on .improving the -school should be evaluated

periodically. , ST . S S

1

. r‘,.;:..

“tine it takes a team to complete the nine steps will vary from s¢hool to school, but most
schools ;should plan on about 2 years. In following these-steps, the school improvement tedm
should'plan to~devote at least 2 hours a week for the full 2 years if the effort is to have significant

effect onthe school. Whether or not the team members are paid for their time will vary according to

.. the setting, The team should have a budget of $1,000 to $2,000 for materials and dgfa processing,
: ) Pélalysis (orthe
team should have access to such a person). During the first year,.the team should collect and

and at least one team member should be skilled in data processing and statistica™

analyze data regarding all six school integration practices and all 13 school climate characteristics.

and develop an improvement plan (steps 1 through 7) based on its findings. The sécond year (and

- © g

Unless aschool and the team are willing to make these minimal investments, it is recommendéd-

that the school not initiate the process described in gﬁ%méﬂgg;raph;WithQutﬂ}fz appropriate Jevel

of commitirient, a schgol improvement team may fail to accomptishits goalsor'may bungle the job
and antagonize the school community. Worse yet, the effort may serve to intensify intefgroup or -

organizational tensions that may already exist in a school, The process described here is-not a
panacea—no one can guarantee success iri the sensitive areas of integration and school climate.
But based on the success of other schools, and given a committed and supported team, school
members should proceed with optimism, conditioned with a healthy respect for the risks. And
although it is unreasonable to expect instant, revolutionary change, they can reasonably expect
modest, incremental improvements in many aspects of the school’s pperations. :

Y
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Step l,, 7Take the Initiative . " . . - o

In initiating an effoet-aimed at improving school integratfan practices and school climate. some-
) one’must take the lead, and that person’ will have to find other people who are also enthusiastic *
" about the idea. Some members of a school community will welcome a look at the climate and
integration practices of their school; others will consider it inappropriate, unnecessary, or *
potentially-dangerous. Consider, for example, these situations. If students or parents try toinitiate .
an improvement effort, some teachers and administrators may feel that the advocates are out to
find fault with them.If administrators initiate the effort, teachers may suspect that a purge of some
. sortis mt;ﬁded A typlc.,al form of resistance is to try to discredit the motives of the advocates of the
’ cﬂort o ¥ . . _ ' : :
B i k3 . =
- To- d;'al‘with these factors effectively, the advocates. should ask thnmsglvgs the . tollowmg
qUESUOHS and take the following steps before attempting to initidte such an effort.

[ [

. Examine your own reasons for wanting a study QF the integration prdgtiggs and climate of
: © yourschool. If you are interested in using an-assessment-to discredit. another group in the
., -+ school, or for other negative reasons, forget it] Ifyou are genumf;ly mterested in improving
. " these aspc;c:ts of your s;hml find D[hEI’S whb share this interest.

. Who else mlght be mtereste,d in Studymﬁ and improving these tactars’ Why? . 'T

L

- ® What are the pm;ntlal btnehts and risks o t such a fﬁ:)rt" l X _ _ ~

Discuss the potential advantages and dﬁadvantagﬁs of ‘;Lth an effort with members of IhL

~, school’s established representative groups (Fg the’ 5tudent and taculty assmuanom thc,
’ ;‘:ldmmlstratlon the sch 31 board the parent assou‘mnn) . v e

S0 e ! ‘ :
T e Dol really want to advo\;at; a pruject and who else should bs involved?

&

“tive groups The br@adzr ‘the supp tcn‘ the effor‘t the mor¢ LhaﬂLC it ll hav; tu
overcome resistance and to have a pbsitive impact.

- ®

Step 2:;. Form é.Regresentatjge School Ii%pmveme;ﬁt Team ,

— — — — - T —— e

Those who put together a school’s 1mprovcmmt team will have to bf. 5cn§1t1ve tothe part;gular
_needs and customs of their SChDDl , . y

O
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Aruitoxt provided by Eic:

Flrst try to select a team that wxll represent thc: various toqual Erﬂupmgs in the school —

B kS
students. (@achers. parents, administrators, and support staft (such as custodians and cafeteria
. workers). In some areas, Lommumty represe
- ~clergy) might be invited to join, By all means, m;u\t: certain that-the team reffects thc race and.

ntatives (such as business and industry leaders and

nanonal origin mmunty mmp@sxtlon at the ,sghoul o ¥

C)m.g you dLCld; onthe groups that Should bc; represented, turn to the elected rep resentatives of
each group for. help i in chposing the persons who might best Jrepresent them. In some schools, the.. -

" elected representatives pf the student association may, -in reality, I‘Lprc}.cm only the “best™

students®Additional students might be chosen who will Help widen the ) representativeness and.:
credibility of the team/ To the extent possible. select a team that will be’ bfbadly and g.num;ly
representative of the whole SLhDDl ca'mmumty The size of the team shcnuld be relatwely small*n@f
more than 12 members, g : ‘ : o - "ﬂ

Indxvﬁiuals who are mterest;d in workmg on the schaol 1mprovgment team should have tmu“
possess analytic and problem-solving skills, and be known for being fairminded. Prospective team
members should expect that approximately 2 hours a week-will be required for most of the school

year, Unless grie. team member understands data progegsmﬁ and statistical analysis, the team
should have access to such a person. Lot . .

Team members will work hard&r';at their tasks if incentives are provided by the school. For -

" . example, students could receive course credit: that'is, their'work on the school lmpmvemem

project could be recognized as equivalent to an electivé course, Teachers could receive inservice
credits. And-both teachers and students could have a description of their work writtenrup as part of
their expetiengeTecords, In addition, team mcmbarq shouid be g EWCQ visibiTity~and recognition in

,omﬁmmty for their WOfk

A team leader should be snle;t&d This person 5hauld convene meetings, set a;ﬁcndas serve

te:am spgkgspersan smd ;mrdmate the team’s work plan _ Lo, e
o ’ ‘W ! “v"':' :"7 . = -ﬁ r V c.
Step 3: Develop a Team Work Plan ' SN ,
¢ :' o - S

-An effective team requires a'detailed work plan and a dnvnsxon of'labor. The stgps presented here
provide general guidance, but the team will need to lay out its own list of specific tasks to be done by
certain team members within an.agreed- upon txmetable : :

Asa staﬁ rﬁéiké up a calendar for the school year. Decide where you want to be by the end of the -
year and work backwards, writing i target dates next to the major tasks to be a;comphshgd Then,-

- determine gssignments and reportmgpm;edurgg The schedule for the team’s meetings should be
announced to the entire school. All team meetings shauld be¢ open to the publlc and all members of

the ‘%Ch(}ﬂl community should be mv’,,ed and enmuraged to attend..

LY gl AT e
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Make sure the wm'k plan, mgludes frequent Lhec:\<'in§” with the larger school community. The ©--" "~ °
ways of gheckmg m wlll mry wn:l&ly tmm ‘%LhOQl to SChDQ] Som; schools are mﬂall and close knit,

E.roups about thexr ECIIVIUES Whether close-knit or lrnpﬁ:rsonal no - sc;hml c:oxiji umty will
' meerate thh the schOOI lmpI‘QVEment team and he:lp it to ac:hn:ve: Fi.‘a anla unlgag. people knaw -

L

pecsple are saymg abOut 1t5 work and about the chmate and mtégratlon practmea of the school., Thg -
mcre the te:am can «jpeh its dellberatmns to all and tbe more 1t can make itself influenced by the " . -

Tcam lTlE‘T'ﬂbEl’S must next:

. Dev;lop a clear understandmg of the purpoaes of the eﬁoft in ﬂ‘xeu’ schml o

0

' ¥
* . Devel@p or select appmpnate data gathenng m&.tmm;ntg or progedurea

Y

. Selegt the le:vc:l of analyms Lhat w:ll me;t thexr purposes. - R

N RO . .
! .:r":. PR £

Ky Chm*;e an appmpnate sampie e Ly
) ThL s;houl 1rnpmv;m;nt téam Ehould seta Llear purpose and develop steps that will hclpth;m to
. achieve that purpn*ae Dn;e“ a :comm pur’pcm: is agreed upon, it is recommended that a
. -’questionnaire be given to a student sample and all staff, both for data collection"and:to begm t;r
create general awareness of and interest in the effort. The ;spasoﬁ‘fcr giving the questionnaire te all - . |
staffis to avoid the suspicion that Gften accompanies sampling in~staff surveys. -

2

The rc::%:ults of the sutveys can then bé pursued at four levels of ahalysi_si ce

a

e The descrzptwe level of analysis deplcts how members of the schaﬂ! ccmmumty feel about Lo
' the various aspects of their integration practices and schotl climate. For this purpose; - HECER
students and-teachers “describe” the school as 1t affects them by rating questlonnalre

. items.~ .

E-j;:i “The mmparanve level of analysm mcludcg deggnptmns but adds to ‘it by allowing three
-, kinds of comparisong student and teacher perceptiol comparisons (to identify areas of
) HETLE‘FHQFI[ or dlsag;c;emant) studént cx:.u,i}::gmup compan%ens (e.g.. by sex, race, achleve—

o N Ce et

ERIC

Aruitoxt provided by Eic:
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" ment levels, prngram and other student biographical lteme) and school-school compari- _
sons (e.g., by using the sample described in chapter 3-of this monograph).

e The diagnostic level of analysis identifies. factors that contribute ‘to high- or low-rated

- school integration practices. and school ellmate characteristics. This is done most
~ thoroughly by ‘first administering questionnaires to describe and compare the school. .
... -Members of the school imfprovement team then interview and observe rnernbers of the
school eon‘nntmuy, looking for feetore that r’mght help explain the ratings obtamed through
the’ surveys, :

. _,The,reletienel levelgof ‘analysis identifies Feetors that are related to the performance of
- - students in the school.. For example, student marks, test scores, and absentee or dropout
records could be related to student perceptions of school climate characteristics and

' ’tntegration preetjees Thie requiree statistieal eorrelational analyses that might reveal f'er

regerdmg eourees levels of ehellenge or sneral eppertunlnee Sucha correlation dees not
establish that low perceived options “cause” low achievement, or vice versa, but does
suggest that they are somehow related. The nature of this relationship might be further
revealed by interviewing and observing low-achieving students. Correlational analyses
require a high level of - technical expertlse f'or whleh the team w1ll need queltF ed

eesrstenee ¢

i

Should the questrnnnelre be administered to everyone in the school or to only a sample of people -

ehnsen to be representenve of everyene'? The major eonsrderatlone in deeldmg whether to use a

- not explamed properly Those whe are ehoeen rnlght wonder why me endthose who are not
chosen might wonder *‘why not me.” Others might questron the representativeness of the sample,
especially those who might feel threatened by the results. It is probably best to choose a sample of
students, but to administer the questionnaire to all teachers (eoneldermg their smaller numbers).

Studentscan be sernpled in avariety of ways. You can, forexample, select a sarnple to represent

selected subgroups of students (such as first year students, boys, high achievers, or low achievers). -
Another way of seleetmg a Semple isto aesrgn every student a number and te selecta Sarnple frem a

questtonnelree Adrnlmster the questtennetres in quret reeme to groups ef no more then 40 penple

19



DD not nge questmnna;res to people to take away to. Gbmplete for the retum rste even for
teachers, typically is low with this procedure. Members of the school- 1mpr0vement team might be
the m‘::st appropnate people to adrmmster the questlonnalre : »

E3

Step 6: Analyze and Interpret Assessment Results

4
£

School profiles can be drawn that display all of the factors investigated in your study, thereby’
showing the survey results graphic:'ally This is done simply by plotting on a graph the normalized
score of each factor derived in step 5. This type of comparison may be. c;onfusmg at first, but
with practlce one can begin to discover explanatory pattems

As schm] improvement teams analyze »Lhe suwey r’esultsi they will discover that some findings
merely confirm what is already known and that other factors offer clues to new insights into the
school. By way of example, the school profiles shown in figures 1 and 2 display all of the factors
investigated in the study described in chapter 3 of this monograph (i.e., the six school practices, 13
. school climate characteristics, and three aspects of student integration). In these: ﬁgures the .

student ratings are represented by Lhree racial categories (i.e., black, white, and other) '

The schmls represented in ﬁgures 1 and 2 show a marked contrast. The schoolin ﬁgure 1 is rated
generally lowest by black students, whereas the school in ﬁgur& 2 is rated generally lowest by white
students. The black students represented in figure 1 give low ratings to equal treatment, staff
models, staff support for integration, and racial fairness, yet their interracial attitudes and
behaviors are above average for the total sample. In contrast, the white students represented in
ﬁgure 2 show very poor interracial attitudes and below average interracial behaviors, yet they also
give a low rating to equal treatment. However, the white students represented in figure 2 rate staff '
models and staff support for integration above average. Furthermore, the white students in figure 2

rate security very low, whereas the black Students in figure '1 rate security above average.

These figures both show a I'f;latanShlp between how secure students feel in their schools (i.e.,
“safe” in interracial association) and their interracial attitudes. The white students represented i m
‘ hgure 2 are in a majority black school. They feel very insecure because black students control a =
“large portion of:the school turf (i.e.. places like corridors and lavatories). The black students

represented infigure | attend a’majority- white school but feel Sacure there, .and this shows in their

posmvg 1nterramal amtudes and behaviors. ‘ '

Another revealmg aspect of ﬁgure 2 is the high discrepancy between the white students’ inter-
ramal amtudes whlch are very low and Lht;lr reported behavmrs (mterraclal assoclatlon) whlch

:anci tEHEIOH for the WhltE studants whlch contnbutes to the fact that whlte stud;nts in thls school
- are the most disaffected and troublesome group (as cmnﬁrmed by thElI‘ lawer ratings of 11 of the 13
SChC}i)l cllmatt; factors). .

%
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Such a level of interpretation of a school’s ratings is possible only. by being familiar with the
history and unique context of thé school. Putting all clues together and discovering patterns is a -
- challenging task of interpretation that takes time and acquired skill. o Sl

=

[

Step7 Develop a School Impmvement?lan

By now, the school improvément team should be.in agreement about the areas of their school
that require improvement. They- should also be in agreement about:factors that contribute to

~ positive or negative ratings for each area. The next task.s to brainstorm ideas for reinforcing the
positive features and improving the less positive features. - o

Brainstorming, as a technique, encourages maximum participation by letting everyone explain
his or her ideas compl’et&ly before evaluating those ideas. Premature evaluation might silence some
team gaembers who have the germs of good ideas. Excessive competition for acceptance of an idea
by the team—excessive to the point' where the competition becomes more important than identi-
fying the best ideas—should, clearly, be avoided. When your team comes to evaluating the ideas
generated, judge them.in terms of importance and probable success in contributing to school
improvement. . - , ’ ) . o

Teams tend natutally to be concerned only with improving areas that receive the lowest ratings
and to neglect the moderately and highly rated areas. One simple way of reinforcing the more
-positively rated areas is to periodically inform the school community of the good job it is doing in
these areas. This should be done in meetings and through school newspapers or newsletter articles,
while the school team is discussing alternative ways of improving the areas rated less favorably,
which can also be reported to the school community. Done forthrightly, such an effort should help
to prepare school community members to accept the team’s improvement plan when it is presented
to them. e : : a

Prepare a brief (two- to three-page) statement of the goals and action steps of your plan to be
distributed in your school and at open meetings held to discuss the plan. Members of the school
‘improvement team can lead these discussions, accepting and recording reactipns and suggestions

and further explaining the rationale behind the plan. Often, many good suggestions are generated
by-this procedure. In conducting these meetings, team members should avoid béing too defensive
+ in the face of criticism or succumbing to the temptation to ‘“‘hard sell” the plan.

After the open meetings, the team should discuss the reactions and suggestions and then revise
the plan where it feels that revision is warranted. The revised plan should be written and presented
to the established school groups for approval and support—at a minimum, the student and teacher
associations and the school administration. ’ : : .

-
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) Infs:rm ﬂie:%chéal-memﬁég’ﬁ of the survey resylts and of"thé;éfforts:of the school -
"~ improvement tedm to develop improvemént plans. R .
® Brainstorm alternative ways of reinf‘o}cing highly ratéd, factors and impf«:sving the less

- favorably rated factors. - ... ey

e Decide on which alternatives to follow, based on the team's estimate of its relative chances

e Develop a written plan, in draft, that bﬁeﬂy describes the 'sé_hoc:l improvement goals and

* action steps. .o o - ’

—, . ) ¥ . . i,

-® Revise the draft plan based on reactions and suggestions of school members in open public .
" meetings to discuss the plan. s ' T :

5

) ] 7777 i [ 7 ;77_.7777 A = !J — 73 o
Step 8: Implement the School Improvement Plan '

A

- Imprévement plans can be as elaborate or as simple as the team feels is suitable to its manner of
working and to the complexity of the improvements it is tryirfg to promote. Whether elaborate or
simple, improvement plans must be specific about people -and times. Thus, improvement plans

must be organized to answer the following questions.
e Whar? This comes first, of course, and it is a list ol the i '1provementssele§ted. :

o Who? The team should look carefully at the skills and energies of its own members first. It
may Want to add members who possess special iryi%ementation skills (like handling
conflict in groups). Some original members may wantto drop off the team. In any event,
the team will need tf look carefully throughout the school community for individuals who

- can help it to impleXwent the improvements selected. It is essential at this stage to assign
specific people to specific improvements. It is also essential to provide adequate time for
people who were not part of the original team to become familiarwith the goals, personnel, -

and style of the core team. .~ g, ‘

e [When? This is the first major test of commitment to the team’s plan. If tgam members
resist specific work deadlines, the team should very carefully consider the reasons for
resistance. Unless the team is fully committed to the plan, it cannot expect others to
become involved and committed. . - L

e Who will be responsible to whom ? First, within the team: Is the leader of the team the
person respgnsible for checkirig on the progress of individual members? Or is some other
member appointed to fill that function? Or does the group divide into small subgroups for
specific taskg, each with a task leader? Second, outside the team: When does the team
report to the school community or to the individual or group that originally set it in motion?

' : 3 . 24 g)




. Repartmg? How will the team report its progressa—mtemally and extemallyr’ Some

. suggestions include: regularly scheduled show-and-tell meetings for the whole team; a
-~ wall-chart checklist; frequent progress checks with the team’s leader or task group leaders:

" and a written report to the team leader. The form the reporting takes is less important than
its regularity and thoroughness. When the team is involved in other school affairs, every

- meeting will be a major effort, and ehecking progress may become a sore subject, But if
reporting is not regular and is not subjected to hardheaded questioning, the team will -
‘neither improve its own performance nor enlist the gpport of the larger community.

»i-Step 9 _Evaluate the Effort’s Impaet on the School

Whether your schgol improves as a result of 1mplementmg the team’s plans can be determined in
several ways. No matter what methéd of evaluation is selected =everjy effort should be made to
tallor it to the specific g0 oals of the improvement plan. ; ,

One way to evaluate the impacfof the effort is to readrmmster the same questionnaire(s) used in
collecting assessment data to the same or to different people 6 to 12 months after the improvement
plan has been initiated. By comparing the two sets of ratings, changes in people’s perceptions can .
be gauged. This can be done by simple mspectmn or by statistical analys.ls of the resultd, if this
resource is available to your team. Questnolmalre readministration is the more precise way of
gauging impact if your 1mpr0vement plan is based on the factors measured by the questionnaire.

If the improvement plan is based more on refinements gained thmug,h interviews and
observations, it would be better to evaluate its lmpacLby a new round of interviews and observa-
tions. For example, if your plan included increasing daily student attendance to improve the
level of challenge presented to students, attendance trends would be charted along with some
measure of the levels of student challenge o - :

. .

If the SEhDGl improvement team and the schaal community are satisfied with the improvements
made in the school, the effort might be halted for a year or two. Once such an effort is abandoned.
h@wever it is easxly Fmrgotteﬁ The team may consxder cyclmg back tQ step l and maklng the

Aespeclally in Drgamzatlons like sc:hcx:sls that have a substannal tummgr in then' membershlp

- Consistent with this turnover, it is recommended that a new school improvement team be formedto

bring a fresh look and new Eﬂergy to the considerable tasks involved.
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_ From' September 30, 1978 to July 31 1979, TDR Assaclates Ir)c was f'urlded by NIE s

~ Desegregation Studies Team to conduct a research study on the alterable characteristics of *
desegregated urban high schools related to student outcomes. All too often, desegregating and-

~ desegregated public' schools operate under certain unaltefable conditions. For example public
: school systems often can do very little about court-ordered staff assignments or the socioeconomic

¢  status and basic background skills of the student body they inherit during desegregation. But there . :
"¢ are some characteristics of desegregated publu: sc¢hools that are more malleable, such as the use of

a multicultural curriculum or the meéthods used to deal with race and national origin conflict among

and between students. Public Schml staff have the ability te~alter~these more ‘malleable

characteristics in order to improve ‘the school’s effectiveness.

: TDR’s researeh study focused on these more alterable charactenstlcs of desegregated high

- schools and examined the interaction betwéen those characteristics and such measures of school

' ffectwer&ss as student knowledge and acceptance of other races, athievement, and career and job

‘ z.;_pxratlons Desegregated urban hxg,h schools were chosen as the study sites because of the higher

incidence of race and national origin conflict in high Schcx:)ls and because the proposecl study
measures were: vahdated in high schmls ,

" The alterable school c:harac:_terisucsstudied Were derived from existing research on desegregated
schmls and f'rorn a study of- mag_net Education’al programs sp@nscred by the Massa«:husetts )

ldE‘ntlﬁEd as alterable school charactenstlcs and related to students’ level ofi mtegratlon career and
job aspirations, and reported achievernent (as measured by instruments developed and validatedin
the* Massachusetts study of magﬁ’et educ:atlonal programs). ;

Under contr@lled conditions, 1 484 juniors in 18 randomly selected racially mixed hl&‘h schools
in four cities inthe Northeast were adrm)mstered a questionnaire designed to elicit student attitudes
and behaviors-toward people of varying race. and national ongm minority backgrounds. The
reported attitiides and behaviors were then «:orrelated with the six school integration. practu:es and
13 school climate characteristics. :

-

e

" In sum, after sccounting for the effects of such control variables as family socioeconomic status
and the_students” prior interracial experience, all of the six school in dé‘eg,ratxon practices and 13
school climate characteristics showed significant correlations with studént interracial attitudes and
behaviors, but not with student interracial knowledge. Racial mixing and racial faimessshowed the
strongest correlation with interracial attitudes and behaviors. Blacks reported more positive
interracial attitudes and behaviors than did whites, and girls reported more positive interracial
attitudes and behaviors than did boys. The partial correlations between.school practices and
school climate were in the same direction for boyg and girls of separate race and national origin
minority groups and cities as they were for the total sample. This consistency suggests that
effective school integration practices and favorable school climate were generally beneﬁclal to all
subgroups in all Four cities. y

27 .
Iy




. Anote of caunon Tl'us study is based on correlational analyses and correlatlon does not prcwe '
%:acienshcs with student integration confirms other studies in which.these factors: have been

sutveyed or Expenmentally mampulated Furthermore, these characteristics are alterable—they

_are under the cantrol of a school to mjprove and mamtam at hlgh posmve levels R

Central office administrators in five city school systems in three northeastern states were asked
. to identify schools in their cities that were desegregated and that had a white student population
‘between 20 percedt and 80 percent. Twenty—three high schools met these criteria.4? Of-those,

three declined to partu:lpate in the survey becduse of recent racigl conﬂlcts and two declined
. because the ieachgrs union Ob_]ECtEd to the Study

TDR staff plarmed to administer questionnaires under uniform; controlled conditions to -
approximately 80 juniors in randomly selected English classes in the remaining 18 schools, foran -

expected sample of 1,440. In fact, an average of 84 students in each school (1,510 Smdents in

total) responded to the questionnaire, However, 26 questionnaires (1.7 percent) were missing

* more than 20 percent of the responses to items or contained evidence of set responses, and these.

' questlonna;res were therefore eliminated. These additions and. eliminations resulted ina sample
-size of 1,484, the compos;tlcm of which is shown in l:able 1.

TABLE 1
SAMPLE CELL SIZES BY ETHNICITY AND SEX
Ethnicity ‘ Bﬂys Girls ; Total
Asian 29 - 31 60
Black 3 275 - 225 " 500
Hispanic , 66 - 77 143 *
Portuguese - . - 20 _— 26 . 46 -
- White 294 - 340 634.
~ Mixed and Other 52 49 - 01
TOTAL : 736 748 1,484
4, :
28
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In- developmg the survey questlonnagre TDR grouped questu:)nnalre items accordmg to -

'mdependént variabies, (the six -school practices and. 13 school climate characteristics) and
dependent (@utcome) vanables (interracial k:lowledge, attltudes and repﬂfted behav:ors‘) These

. vanables and sample xtems are shownintable 2. - - - e

CDntml vaﬁable ﬁerns (such as par'ents Dccupancn aru:l educatxon and pﬁor mter‘raual ex-
penence) were derived from items used in previous research, The three “best” school climate -

items d251gned to measuré each of the 13 school climate characteristics were selected based on -~

-item variances, corrélations, and content from several items used in previous tesearch. Items for
the six school practice varitibles were derived from content analy51s of articles describing I:hesg-

prac:tlces And items for the three outcome variables were derived from an instrument developed in ,

_ previous research on the outcomes of magnet educational programs in Méssachusetts 2. ;
Before'it was administeréd,’:the questionnaire was tr:ans.lated into Spanish and Portuguese, and
the translated versions wer" used with students who were more adept in those languages.

b

B

- “Out- Qf=5(;hDDl Factors known to affect interracial attitudes and beha\nors were controlled in
the analysis in order to measure the “pure" effects of the school integration practlccs and %chool
climate characteristics on the outcome variables of interest to this study. This type of analysis. in
which the effects of the control variables are removed from the correlatmns between the vanablcs '
bemg studled is galled ‘partial correlation.” *

The 1mportance of %ovmg the ef‘f’ects of these out-of-school factors is illustrated in table 3,
which shows the effects of the control variables and the independent variables on the outcome
v*fmables The strongest correlatlon is between the c;ontrol \raﬁables 'and student mtegratlon
outcome vanables are 51gmf' cant at the .05 levélrrfl;lé ferlatlvely hxgher c:r:)rrelanons those betwecn
.15 and .40, may be summarized as follows. . - é : : :

L

e The number of years of past iﬁtegratcd schooling of the individual student predicts
mtegr*itmn knowledge. Past number of years of neighborhood integration, as well as
present neighborhood integration and present integrated friendships outside of school.
predict positive integration attitudes and behavior.

s Blacks express more positive, and whites éxpréss less positive, integration attitudes than
other groups, and whites report less positive integration behaviors on thmr own part than
do othe{.r-éroups ' :
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" o INDEPENDENT CDNTROL, AND OUTCC!ME VAR!ABLES

TABLE:’{,; : R

: Inﬂépendeﬁt Variables - » o

‘ Student Perceptions Df School *

Réczia

)' Staff quels?' ,
" Security
- ‘Staff Support for Integration
‘ s Multicultural Expoéui‘e .
. . .. " Racial Fairness
' .2 . e

-
S[udent-Per;ewed Schcx::l Cllmate

C ommumty ;
- Accessibility and Receptmty
fnvalvement N
Equal Treatment

. Groupings L oy

[
L

: V ' Expressivgﬂéss :
Goal Direction
Challenge

Dealing with Problems-
Order :
Options S e
Influence Distriblition.

‘Practices : et

o ’é‘

e - ——
=
1!

Sample ltems, qumg, or Cﬂmment

. groups.”
_ “Teachers fmm .my racial or ethnic group gct
- along .well w1th teachers from other racial and -
ethnic groups.’ :
*Most student flghts ha?e nothmg to do with

. racial or ethnic issues.” - .

*“Qur principal likes students of different races
- and _ethnic groups gmng to ?he same school
together K - o
“We have studied alot ‘about the history QF v
people from other racial and ethnic groups.”, -
“Teachers dre equally friendly to students of all .
racial and ethnic groups.” '

Three 1tems for eac.,h scale, | |

‘, Stidents” here have a lot ofschool Splrlt

‘Most people will take time to listen. = .
. On most days I look forward to my classes.” -
Only the. smarter students he:re get thet

treatment, (-). -
You' nE‘ad tQ be in a group to. be liked in this

-+ school, ¢ .

. Learning is more 1mport;mt thati marks if thls
school. .
. Students diScuss their ideas freely in classes.
The students know the goals of the school. - " i
This school doesn't demand enough from
students (-). _ N
Students Knere talk openly about school problems. =«
Everyonelunderstands the rules in this school.
- Thig school has somethmg to offer students w1th
many differént"interests. ... .
,,Students help make thg mles in ths schml

NOTE: For clarity, mD'it of the items selécted for citation are positive indicdtors of the variable, orf the. questjonnaire, -
' - -however, some negative indicators were employed to reduce aﬁ'rmatwr. rup@nq: set. The mtcrnal cnnsmtcngy
reliabiljties of t'hc,, outcome variables are given in parentheses. :
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TABLEZ(CBntmued) .

- Sample Items, Cndmg, or Cnmment

- Male = 1, female = 2; also analy\ged separately
‘ . , in combmatn;m with racial and ethnic groups in
c R . some analyses.

‘Eth ,clty o , ASian, Black; Hispanic, PQrtuguese Whl[E a:ld
A . ' ST * Other each coded as a dichotomous variable,
_Father’s and Mother’s Educations - - » Elementary or high school education incomplete
‘ ~ © =1 high school graduation = 2; further educa-

tion = 3,

- Father’s and Mother's C),ccupations Unskilled.or semiskilled = I; semce, Skl"Ed or . o
' ~ sales workers'= 2; owners; managers or pmfes{i .

p : “sionals = 3, e e
Family Intactness St Neltherparem in home = |; one parent ';zresent’
- - " .. % =2iboth parents present = 3; absent parent or
guardlan given same rank as one present in

R PR : R " home. :
' Yejarsbc»f‘ School Interracial or None = 1: one = 2: two = 3; thr‘ee to five = 4;
"“Interethnic -EXperience .© . -six or more = 5. 7 ’
Core Years in- Interracial or Interethnic - Same as school experience.. -
.7~ Neighborhoods - - - :
‘ ' Pr&seni School Desegl“egation Students of same racial or ethnic group as .-
" respondent: most = 1; about half = 2; fgw 3.
" Present Neighborhood Desegreganan ..~ Same. as school desegregation.
" Friends Oitside School. IR Same as school desegregatjongh.‘ !
Percent Whlte in Schml cT e " Obtained from school rec:ords, o
Gutcc:me Vsrlables . o Sample ltenﬁ, (?(ujmg, or Cf)mment o
A Integj‘atlon Knowledge (.54)" - 11 items such as, “‘Japanese Amencans ‘were

“held ‘without trial in prison-like camps by U.Ss.
government during the Second World War,™

- Integration Attitude (.77) S 6 items such as, It would probably bother me if
5 S o several families from racial or ethnic groups
B ‘ . i . other than my own rnoved into my ne1ghbgr=-
* " hood.” LU : .
1'% Integration Behavior (.74) ~ 6items such’ as, Durmg this school year, I have
' " chosentosit at lunch with students of other r‘at;lal
S : M and ethnic groups.” | S g
i % Current’Bducation Program -+ - Vocational; college, and busmess Eai;h c:oded
: - dlchotomously
Future Education Plans : .- .College and other education each coded dlchot—; _
. - omously. S
Marks . e Mostly A's=8; mastly A'sand B's=17; 1o
: : ' : B's = 6; mostly B’s and C’ s=%: ‘mostly C's =4, .,
mostly C's and Ds = 3; mostly D’s = 2; mostly
. *D'sand E's = 1.

- : - 31 2 i . ‘ . . ‘ it . :r‘\ﬁ ﬁj_;;
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i,

& .Girls report more pﬂSltlvE lntegratxcmattltudes and behavnor than dc> bDys C’nrls less ofteﬁ
" report-being in vacanonal pmgram's

i The perc:ent r:ff whltes in the schm,,, ndmdua] parental“ educ‘anon and occupation, z?nd
years of integrated school expeneﬁce predict student enrollment in a college preparation |
. program,; college aspirations are also predn:ted by percent whjte m Lhe schml but not by
f.he other contml vanables T e : : .

schc)ol mtegratlon practlce and school ﬂluﬂaté take Qn added 1mpc1rtanc3 The six schoc:l
-integration practices and the 13-school climate characteristics mmrperated in the study are all
significantly related to student i mtegratlcm attitudes and behawors (tables 4 and 5). These pract-u:as
and climate characteristics, however, show little or no associations with the other outcome
vanables of d‘le study mtegfauon kﬁoWledge pmgram chome asplratlons and marks.

Among the schml mtegranon' practu:es raclal rruxmg and racral falmess show the hlghESt
. controlled ‘partial ¢orrelations with studént mteg:atlon attitudes ‘and behaviors. Racial mixing
sﬁows the highest correlation with interracial attitudes (.41) and behaviors (.43). Racial fairness is

close ‘behind with correlations of .36 'and: .37, respectively. These correlations are’quite strong,

given that the effects of many ‘““out-ef:school” factors that also affect student attitudes and
behaviors have been removed from this association. Staff modeling, security, staff support for

. integration, and multlcultural expasure also show p@sntlve associations with student interracial
" attitudes and behav‘iors at high levelsﬂcomparable in fact, tcxmaﬂyaf the * Dut=of-schaal factors -

conu'olled for in the anajy51s "

Nearly all the schaal chmate characteristics are sllghtly but sxgmﬁqaﬂtly related to integration
. vattitu s-and behaviors in the expected direction when controlled for student background, priat
-interracial experience, and percent white in the school. The single negative correlation suggests
that the extent of student cliques in the- school. is. assoclated with- léss_positive integration
knowledge attitudes, and behavior. Ten of the 13 aspgcts of cllmate—xﬂommumty, _aC‘C‘ESSlblllty
.and receptivity, mvc\lvement learning orientation, expressiveness, goal directian,-challenge,
dealing with problems, optlons And influence distribution—are sngmﬁt:antly associated with the
choice of a college program college asplfanans marks or more than cme of tj‘lese Ooutcomes..

Thie partial correlations between schml practlces and school. cllmaté are in the Same dlredtion

for boys and girls of the separate race and national origin minority groups-and cities as they are for |

Lhe total sample ThlE conalstency SUggEsts that eff‘ecnve schml mtegranon pr‘actlces and favorable

lﬂtEEl’EﬂlOﬂ f'ur some subgroups or Gltles and demmental to that Uf ol;her‘s

Because\here are 19 mdépendent variables, 14 control vanables and nine outcomes there is.a
risk of exploitation -of a few significant relétlonshlps arising by chance from- h‘lﬁ* that aré
analyzed. To guard against this possibility, canonical and. multiple correlations were computéd.
The canonical correlation of the causal variables with the outcomes is sgmﬁcant beyond the .001
levgl and shows that the probability of chance relations between these setsof vanables is very low.

and ) more Qﬁen repc:rt bemg in busmess pmgrams LT

“x




Co TABLE 3 -
MULT[PLE EQRRELATK)NS OF OUTCOMES WITH CQNTRDL VAR[ABLES
T AND WITH BC)TH CQNTRDL AND INDEPENDENT VARIABLES

\Cuntml and ,
" Independent

 Integration N LT R T S }( _Y
< Knowledge Cor 27 T ;35;_ e b
Attitude 052 L : 66
Behavior T 59
- Program Choice ;
Colloe T
.. Business- -
". Vocational

.39
33
29,

Aspirations ‘7 , o -
College -~ . _ .30
Other Educatmn o o A7

i'Marks C £ , . 27 V

—

| _ TABLE4 | :
PARTIAL CORRELATIONS OF SCHOOL: INTEGRAT!DN
. _ PRACFICES WITH OUTCOMES - o

Racisl Staff ' ‘, | ’Stsff Multlculturai Racial
Mixing Modeling Security Support  Exposure = Fairness

Integration .

Knowledge w03 13
- Attitude - SARNEY: ) IR ] |
* . Behaviar ) .43 © .25

Program Choice ™ - , LT L P LT
College | A5 . 08 0l 05 01 09, S
- -+ -,Business =.04 —=.0r =507 .01 -.01 —=.02 '
"+ Vocational —.06 -.02 -01 » =03 - ~05 —.04
Aspi‘raii(jns- \ . A R o
. College - €5 .08 - .04 04 04 .05
“Other. Edu;atmn LT =09 R L. —.06 —.02 —.03 - =03

Marks | . 01 09 00 T 0§ . .09




e . = TABLES o ;
“ . PARTIAL CORRELATIONS OF SCHOOL CLIMATE CHARACTERISTICS
| AND OUTCOMES

Co . Dealing
o Accessibilty Equal - Learning - Goal ~ Wih - Influence
Community * & Receptivity Involvement Treatment Groupings Orentation Expressiveness Direction Challenge Problems Order Options Distributlon

[ntegration : . | , |

Knowledge o -~ =03 -3 02 -0 - 0 » 0] 0 0 =05 -0 W0
CAtde T D I | IR 7m0 A a0 s 8
- Behavior 18 18 n 13 -1 18 T 15 0 T Y 1
Program Choice ‘ K . 4
College I 10 08 06 -0 06 06 00 0 -0 05 0
Business =03 -0l =06 . -0l 05 W T TR S
Voeational 02 =0l B | =05 ol ~00 - 06 0l NS0 -0 06 e

Aspirations ' ‘ | . I o
- College 12 10 12 0 0l 05 0 07 ™ [T
Otter - . _ | ; 0 |
Edueation =08 - 05 03 - o =0 -0l =05 =04 =0 =00 M -0

Marks i) o 050 06 o 06 =05 01 -0l

NOTE: With |00 degrees of freedom, comelations of 06 and 08 are, respectively, significant at the 05 and 01 levels




sumaRY

Aﬂ:er‘ am;oun[mg for the effects of the control variables, all of the six school pragtlu;s and 13
schacxl cllmate charactenstlcs shaw Slgmhcant correlations w1|:h studem: mterracnal attltudes and

‘natlonal ongm mmonty groupa ancl cmgs as Lhcy arc: for Lhc fotal samplt:

Students who exhibit pDSltlve interracial attitudes and behaviors also report extensive
experience with the six school integration practices, and rate their school climate high (except for
groupings, which they rate low). Thus, the schools with the most positive student interracial
attitudes and behaviors are those with the highest proportion of students involved in the six
. integration practices and the highest proportion of students-who rate their school climate favorably.

These findings do not prove causality, but the argument that these characteristics affect student
integration is strengthened by many other. supporting survey and experimental studies. Further-
more, these characteristics are alterable—they are under the control of a school to improve and
mamtam at hlg,h posmve lsvels The magmtude of theur assoc:latlon w1th posmve student attitudes

ld

L |
bt
.



- ' ' . TABLE ﬁ s
" DIFFERENTIAL EFFECT OF SCHOOL. PRACTICES RELATED TO
STUDENT INTEGRATIDN S g o

AN . . ' T P " Controlled, Partial
*. . . Probable - o - Correlation With =

‘Level of Effect = ~ Schogl Characteristic - Student Integration , ~
| \ Attitudes | Behaviors .
School Integration Practices h '

High ' * Racial Mixing -~ =~ =~ 41 ° © .43
: Racial Fairness , ‘ .36 37

Moderate Staff Support for Integration .28 .30
: ~*Security ] © .26

Staff Modeling oo 21 .25

Multicultural-E xposure 21 o 25

School Climate Characteristics

Moderate/Low Involvernent ' 25 22
Accessibility and Receptivity 21 18

Learning Orientation 19 g 18
Community A7 184

Dealing with Problems 19 16

Equal Treatment ’ 19 A5

Crmupmgs . ' -.19 —.13

Expressiveness T AT - 15

Goal Direction A7 - "5

. Influence Distribution 18 . .14

- Options - 15 14

Order ' .10 .10

_ Challenge . 0T .05,

NOTE: Cmrjrél;fmnns of .06 and .08 are, respectively, significant at the .03 and .01 levels.
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" APPENDIX

INTEGRATION FRDM PREVIOU

S R
- A _3-

. ON SIX SCHOOL PRACTICES RELATED TO
SEARCH

[ a
, Staft . ’

Rucial © Sl Support for | Multicultural Rucial |
i Mixing - Mudels Sécurity ' lnu,gr,lllun Exposure - Fuirmness
Allpot 1. ’ - ) .
(1934)" ) ) N 0 _
Barber B " - 7;77'7 N e
(1968) ' N - -
DQVH!;;%, - 7‘ L X
(1974 o *
F:;r;ﬁ wnd et al. x ) 7: ] 7\ X -
(1976) S C : e
Gordon * _; 1 N » Y
(1966) ' - = .
Lechat - ;77 ) N o
(1973) ! N ' o a
Mack R o <
(1978) L I ' —
P\—Et:n.:ri ‘
Nationul Study -
Multicultural i
Evaluation ) T X
(1976) g * ’
Patchen ot al, o 1 . .| .
(1973) - ' . _ —
Pictras B 1 <
(1978) - I P .
ERIC T — P I
{1975) : * b t B f7 _ ' i}
Sachdeva < 1 X
(1973 o _ . - — - -
Scholfigld <
(1977) - i - —

| Shosteck X
(19’77) o N 1 — — ——
"sl.nm i X )
(1977) i '
SRS 5 e L — -+ —_— —
5lgphim . <
{1978) . - _— — :
Weinberg | 7_.( ! .,‘7 ) % X Xt x*’
1977y SR B — — -

Williams X
(1976) 1 N S -

SOURCE
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. St. John, MNancy H., ~School Racial Context and the Aspirations of Ninth Graders.” Unpublished paper, 1973, p:

2. The public school is limited in its influence on a student’s racial attitudes and behaviors, Many other public and
private institutions also play a role, as does the nuclear family. For the purposes of this study, factors that are beyond the
control of the public school are termed “unalterable,” and factors that most schools do have control aver are termed
“altlerable,“ However, since unalterable factors do aft%ct student intégration. their effects are controlled for in the
analysis. v i 1 : .

3. Qur experience and review of previous studies indicate tha[ schml prac.m,:.a ';uch s ra\,ml mmn aﬁd mullnculturnl
exposure do affect the extent and quality of student integration i
control, our research can have practical application in guiding s;.hnol lmpmvcment effoﬁs almed at lmpmvmg relalmns

‘between students of different race and national origin backgrounds. .

4. See, for example: Henderson, R.D., and M. von Euler, "What Regearch and Experience Teath Us Ahaul
Desegregating Large Northern Cities,” CIEurmglmussﬁ?F Civil Rights Research, 7(1).1979: Gay, G., ""Viewing the
Pluralistic Classroom As a Cultural Microcosm.”” Educational Research Quarterly, 2(4), 1978, pp. 45-59; Brookover,
W., et al,, “Elementary School Social Climate and School Achievement,”™ American Educational Research Journal,
15. 1978, pp. 301-318; ‘Genova. W.1., School Climate Handbook, 1976-77, Massachusetts: DEpEﬂant of

Edugauon Bu au of Research and As-=ssment, 1977.

5. Geriova, W.J., School Clmmte Ha’ndbm)k 1976-77, Massachusetts: Department . of Edu&anon Bureau of
Research and Assessment, 1977., ) ,

6. These procedures have been mllowed suc.\,c,ssfully in measuring and i 1mprmmé, s;c.hcml climate—with consultant
1St£u“lce——m over 20 SELDﬂdaljr schools in the past 3 years. : .

al., Bzrm:za[ Leammg F eams and Rafé‘ Re[ﬂitr}ns in. the Clmsrtqu chr er[d E: xperlmen[s on Teams G(I”lé‘.&!
Tourmaments, Baltimore, Md.: JDhns Hopkms Umvsrsﬂy‘ 1977 Slavm RE .:md N A Madden Schﬂgl F’rﬂc‘ncés

Social Organization of Schools, 1978 . '
‘ : ;
8. Cooperativé legmning teams are typically groups of four to six students of different racial backgrounds, achievement
levels, and sex that are assigned learning tasks varying from rote memory to problem solving. Several kinds of
cooperative learning techniques Have been developed and tested in-actual classroom practice. In a technigue called |
“Teams-Games-Tournament (TGT)."” teammates study together and help each other to learn academic material. At
least once a week, the members of each team compete with members of other teams in simple academic games to gain
points for their respective teams. This compelition, the games tournament, takes place between students of
approximately equal past achievement. In this way, each student has an approximately equal and substantial chance to
contribute to the cumulative score of his or her team. A weekly newsletter contains team standings and recognizes
students who have made outstanding centributions to their team scores. TGT is the most thoroughly researched of the
technigues used that involve cooperative leaming teams. It is also the only technique now available for which positive
impact on academic achievement as well as on interracial attitudes and behaviors is documented. The impact of
cooperative learning teams on interracial attitudes and behaviors is observed regardless of whether the teams compete.
Several.variations of coopérative learning teams have also been found td promote positive race relations in schools.
Aronson et al. (1978) used an approach called “"Jigsaw Teaching’ in several elementary classrooms in Austin, Texas.
Wigel et al. (1975) used a more general team.technique and found increased cross-ethnic helpmg behavier in mixed
black. Chicano, and Anglo sc;uﬂdqwgghml classes in Denver, Colorado. Slavin (1977) used a technique called
“Student-Teams-Achievemnent Divisions™ to increase cross-racial liking and helping in a Baltimaore, Maryland, junior
hlgh school. Genova and Madoff (1975) and Tthdh et al, (1977) observed improved student mchratmn in pzm time

L]
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it mm that clty o h;arn pubhg transpnrtaunn mutch and to interview. pmplg .
f es: When the urban minority students realized that their strect savvy was
ated b}, suburb.m whites, most of whom were fearful of the vity, their esteem and initiating behavior.soared, and
al interracial bonds were established that endured dnd deepened througfout the program. In contrast, other
pmgrams that merely mixed students by race and national origin for mdlwdual student or teacher-directed activities had
small or even negative effects on racial attitudes and behavior.
-For turther infarmation on these techniques, see: Slavin, R.E., and N.A. Madd;n Schaol Pracmsj That Improve
] Race Relations: A Reanalvsis, Report #264, Baltimore,. Md.: Johns Hopkins - University. Center for the Social
= * Organization of Schools, 1978: Juhnsnn D..and R. Johnson, Learning Tog sther and filalw Englewood Cliffs, N.J.:
"Prentice-Hall. 1975; Wigel, RH., L. Wisner, and §.W. Cook, “The Impact of Cooperative Learning Experience on
“ross-Ethnic Relations and Attindes,” Jourmal of Social Issues, 31, 1975, pp. 219-244. Slavin, RiE. “How Student
Leamning Teams Can Integrate the Desegregated Classroom,” [nregrated Education, 15(6), 1977, pp. 56-38; Genova,
W.1.. and M.K. Madoff, Evaluarion Report: Metropolitan Cultural Alliance Editcation Project, Newton, Mass.: TDR
ssociates, Inc., 1973; Thomas, G.B., et al., The Characteristics of Part-Time Educational Programs That Best
Achieve In[qgra[mu Outcomes and S::lmal!mpqct Newton, Mass.: TDR Associates, Inc., 1977: Arohson, Elliot. The
Jigsaw Classroom, Beverly Hills, CahL; Sage Publications, 1978,

: 9. See, for L‘umplg St. John, Nancy H., S(‘lma[ Desegregation Outcomes for Children, New York: \Vllgy 1975
: Hillman, 5.B.,'and G XG. Davenport, “Teacher Behuvior in Desegregated Schools,” Paper presented at the American
Educational Research Association Annudal Conference, 1977; Nevas. S.R.. “Factors in Desegregation and
Integration,” Egual Opportunity Review, 1977; Gordon, L., An Aceulturation Analvsis of Negro and White High
School Students: The Effects of Social and Academic Behavior on Initial Close Interracial Association at the
Secondary School Level, Detroit, Mich.: Wayne State University, 1966 Forehand, G.A., et al. Conditions and
Processes of Effective School Desegregation, Princeton, N.J.: Educational Testing Service, 1976,

10. Briggs. W., “From Isolation to Integration in the Classroom.” Integrated Education, 16(5). 1978. .

" 11. St John, Nancy H.. School Desegregation Outcomes for Children, New York: Wiley, 1975.: Nevas, $.R. “Factors

in Descgregation and Integration.”™ Equal Opportuniiy Review, 1977.

12. Gordon, E.W.. and C.R. Brownell>"Preparatipn of Publictioks on Progress in Compensatory Education and |

Desegregation Frograms, New York: Columbia University. 19%2,

13 Forchand. G.A.. et al,, Conditions and Processes I%J’E:ﬂéfl‘fl‘e Sc‘lmai Desegregation, Princeton, N.1.: Educational
Testing fm,srwcc 1976. '

ulum Intervention'in the Desegreg: llcm Integration Process,” Paper presented &

14 S[ﬂLler J.. A Madel for Curric
rsgarch Ass L.hlll(lﬂ Annual Meeting, 15‘74 B o

urei
the American Educational Researc

a

15. Hillman. S.B.. and G.G. [)nvmpurt “Teacher Bs,h;wu in D;%ggggmgd Schools,” Paper presented at the
American Educational Research Association Annual Conference, 1977, ;

16. ch,‘%lt‘;;i‘r example: Jackson. G, and C. Cosca‘ "Thg Inequalities of Educational Opportupities in the Southwest: An V a
Observational Study of Ethnically Mixed Classrooms.” American Educational Research Journal, 11(3). Summer '
1974: Rosenthal, R., and L. Jacobson, Pygnalion in the Classroom: Teacher Expectations and Pupils’ Intellectual

. [)mglnpmgni Ngw York: Holt, Rinchart, aﬂd Winston, 1968,

i 17. Forehand, G A et al., Conditions and Processes of Effective School Desegregation, Princeton, N, I Edu;aumndl
Testing Service, 1976.
18 Turnage, M., The Principal As C‘izngedgent in De regregutmn Ch o, 11l Imvegralcd Educational Associatjon,
l‘!T’ i . ‘ :

19. Violenr Schools—Safe Schooly: The Safe School Rtparj to the Congress, WA%hlngtLﬂ D.C.: U . Department of
“Health, Education, and Welfare, 1978,

20. Violent Schools—Safe S" hools: The Safe SLIm@[ R&p&rr ta l‘hz‘ Congress, Washington, D.C.: US, DLI}AI‘UT)LH[ of
Health, Education, and Welfare, 1978.

¢ ) ._ '
40 j L

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

* Testing Servi

-21. Jones, 1.W., Discipline Crisis in Sehools: The Problem, Causes, and S Et‘\l‘i’l for Solutions,; National School Public

Relations Assmiatian, (Edzu:ﬂfinn U.5.4. Special Répurz‘), 1973,
22 Viplent Schools— Sﬂfe S‘clzcm.’; The Sufe S‘leuIRLpurz to the (;ngrsn \V._nhmgm‘l D.C.:U. S ]iq:mnm;mx of
Health, Education, am;l Welfare, 1978, p. 10. .

3. Metz, M.H.. Classrooms and Corridors: The Crisis of Authoriry in Desegregated Secondary Schools, EerLlL}

23
Ca l =+ University of C.]llfDﬁﬂd Press, 1978, p. 244,

24, Hc)ward: E.R.,and J.J. Jg'nkms “Improving Discipline in the Secondary Schools: A Catalogue cfeilrermm\u to
Repression,” ERIC Document: ED 087 090, 1974 p. L.

.23, Metz, MLH.. Classroomnis and f_umdﬂrs The C‘rms cj Authority in Dese"rfwmed Secondary Schools, Berkeley,

Calif: University of California Press, 1978
26. The research on optimal ratios of white and minority students is also unclear.
27. Pettigrew, T.. Report to the Honorable Judge Paul Egly in response to the minulc order of February 27, 1978,

Crawford v. Bgard c:fEduczzrmn of the Citv of LUS Angeles, 1978, case no, 822-845, Los Angeles County Superior
Court, o

28. St, John, N.H., S¢hool Desegregation Durmméxﬁjf\fﬁz'I}ifren New York: Wiley, 1975: Gordon, EEW-, and C, R,

Brownell, Preparation-of Publications on Progress in Compensatory E(Iumrmn and Desegregation Prﬂgrams New
York: Columbia University, 1972,

v

29, Forehand, G.A., et al Conditions and ch‘r;ms cfEl}%fme School Desegregation, Princeton, N.J.: Educational

Resting Service. 1976.

L.. An Acculiuration Analvsis of Negro and White High Schoof Students: The Effects of Social and
Academic Behauar on Initial Close Interracial Association at the Secondary School Level, Detroit, Mth Wayne
State LJ niversity, 1966. : . .

30. Gordon, L

31. See, for example: David Tyack, .The One Best Sy stem: A History of American Urban Education, Harvarcl
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