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e - FOREWORD - o
The report is presented in three volumes. Volume I introduces the
study; explains its purposes and methods; presents a cross-case analyszs
of ethnographies on five racial/ethnic groups; reports on a questionnaire
survey which builds on the ethnographies, and offers overall cconclusions
and 1mp11cat1ons for improved practzce’and future research. Volume II
consists of the complete ethnographies of the five groups studied.
Volume III, "A Practitioners' Guide For Achieving Equity In Multzcultural
Schools" summarizes the study findings, and presents a step-by-step process
for multzcultural school 1mprovement. ’ »

Because this effort builds on prior work, it is not possiﬁle to

-adequately acknowledge here the many individuals who contributed indirectl¥

to the study. Nevertheless, we wish to recognize those who participated
directly, and identify their special contribution beyond the shared team

effort. John D. Herzog (Co~Principal Investzgator) directed the ethnographzc '

study, supervised field staff, edited the fieldworkers"' case writeups,

and is' the author of the zntroductzon to the ethnographies and the c¢cross-
case analysis., Herbert J. Walberg (Co~Principal Investzgator) conducted
the survey data, analyses with myself (Principal Investzgator and Study
Director) and Mary Hyde (Programmer), and he co-authored the survey report
with me. I also wrote the Introduction and Conclusion: to Volume I, and
the Practitioners' Guide (Volume III). Sarah L. nghtfoot (Co~Principal

" Investigator) participated in cr;t;cal conceptual, metho@blogzcal, and
' interpretive phases of the, studyz Mar;or;e H. O'Reilly -(Survey Coordznator)

managed the survey Qpestzonnazre administration and data feedback -0

the participating schools. Marjorie K. Madoff administered ‘the pilot
testing of the survey questzonnaire, and participated in its development.
The f1eldstaff for the ethnographic component, and the subjects of their
case writeups .are: Karen and Lester Holtzblatt, Jewish-American; Margaret
McDonough and Piexce Butler, Irish-American; Seda Yaghoubian and Ara
Ghazarians, Armenian-American; Nancy Marshall and Mark Handler, Portuguese-
American; and V. Michael McKenzie, West Indian-American. And, last but-
not least, Joni Herson who typed the report and helped to coordinate

the entire effort. : ' . , -

Spec1a1 recognztzon and thanks are also extended to the many school
personnel, students, and parents who participated in the study, -and to
Michael Cohen (NIE Project Officer) for his kind assistance and encouragement.
Although this was a group effort with individual speczalztzes, I take .
full responsibility for any errors or misinterpretations of the complete
study, beyond the sections -of the report wh;ch I personally authored
and edited. :

w;llzam J. Genova
Principal Investigator and
Study Director
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" Abstract y
{

This two-year'study which began in August, 1979, was undertaken

"~ to explore how school and home "climates” might possibly interact to

- affect thé learning and behavior of students of diverse racial/ethnic,
national origin, gender, and socipeconomic backgiounds. School climate

and home climate refer here to such psychological/social factors as the
extent of involvement, expressiveness, ‘goal direction, challenge, and -
order, which characterize such. environments. Prior research has documented
separate school climate and home climate effects on student learning '
and behavior. In this study the investigators set out to explore possible
’ interaction,effécts--cbngruities and incongruities between such school
climate and home climate factors, which may stimulate or frustrate learning
and acceptable/productive behaviors in the school setting. The study
included ethnographies of five racial /ethnic groups of seventh graders

(N = 63) in five different communities, and a questionnaire survey of

1,290 seventh and eighth grade students in six.racially/ethnically mixed
middle schools in five different communities.

The major findings of the study are: ,!'“.

1. Inequity in school outcomes is confirmed--there are significant
differences among racial/ethnic (and class and gender) groups
in the sample in days absent, (standardized) reading achievement,
grade point averages, and teacher academic and social ratings
-(but not in suspensions). . ' :

2. Some schools are more jitable than other schools--many of ,
the school outcome levels for particular racial ethnic (and class.
and gender) groups vary significantly, as do their ratings of .
their school climates, according to which school they attend.

3. sSchools vary more than homes--adolescents who -identify with

particular racial/ethnic groups describe their home climates

‘with striking similarity; yet markedly differently from other

d}racial/ethnic_groups.‘ In contrast, students from the same racial/
ethnic groups who attend different schools in different communities
characterize their school climates quite differently. By socio=-
economic class and gender groups, students' ratings of their

- school climates vary much more than .tleir ratings of their home
climates. ' : ‘ :

4. Schools and homes both affect school outcome-~the statistical
‘significance and magnitude of the correlations are highest for
independent home-climate and school-climate effects on school
outcomes for all students, irrespective of racial/ethni¢, socio-
economic class, or gender groups. ' .

" 5. Home-school discrepancies affect school outcomes--for particular
: :acial/ezsaic“groups who rate their school climates higher than
- their home climates on specific variables, such "discrepancies"
‘are correlated with positive school outcomes (e.g., lower absence
and higher achievement) in 73% of such cages. . For the remaining . ..
27% of the discrepancies, negative school outcomes~emerge
(e.g., higher absence, low achievement) when the school is.
rated higher than the home. Though significant, these correlates

are modest and varied, showing few meanxngful.patterns for any
particular sub-group across schools. e
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1. INTRODUCTION. -

&

- A. Multlcultural Schooling . .

,}* o Thzs study is concerned with multicultural schoolzng--wzth teachzng,
learning, and social development in schools which serve gtudents from vary;ng
rac1al/ethn1c and nat1ona1 origin backgrounds. sttor;cally, the democratzc
ideal of equal educatzonal opportunzty or equal educatzonal attaxnment
for all groups regardless of thezr raczal/ethnzc and national or1g1n back-
grounds has remained more aspiration than fact. Despzte apparent gains

lin equitygin hmerica, especially in the past two decades, differential educa-
tional attainment remains'among many minority and majority groups. |

| Many reasons have been put forth to explaln this pervasive and
continuing lnequity. some have arqued that inequity is structured into

. the very fabric of industrialized competitive-societies, and that schools
'serve nerely to sort, label, andkcredential students for the marketplace
accordlng to existing'differences, i.e., to perpetuatefinequity. Others
vlew minority/apor students as inherently deficient or inferior, thus makingA
a pessimistic or‘fatalistic appraisal of their chances of success even

*@ o with school reform. ”fhls study is rooted in a cultural differénces perspective=-~

a vieW‘that differential school'success is best‘explained by differences |
"~ in language, customs, values,anorms, and attitudes which are characterzstxcally
assoc;ated with certa;n racial/ethnic, national origin, socioeconomic,,

and gender groupings.

B. The Role of School and Home "Climates"

- ' Schools tend to reflect the,values, norms, and attitudes of the
mainstream culturé.'-In American schools, the mainstréam culture has largely

reflected the white, middle-class, Protestant work ethic--emphasizing for

1 ' L




example self-control, subordination‘to anthoritv, work achievement,4punctuality,

énd orderf‘ Students from éifferent racial- and ethnic'qroupsncome £rom
homes that may .or may not stress these norms. Thus, culture and language g ]
differences among predominantly Anglo school staﬁf, and Italian, Chicano,
Puerto Rican, Portuguese, Asian, Indian, Blach and other racial/ethnic grdhps
can establish certain'discrepancies’between the home and thefschool with
largely unexplored consequences. . "
4This two-year study., which began in August, 1979, was undertaken

to explore-how school and home “"climates" might.possibly interact”tovaffect

the learning and behavior ofvstudents‘of diverse racial/ethnic, national

on2

«

origin, gender, and“socioeconomic backgrounds. By school climate and home
climate we;refer'to such psychological/social factors as the extent of
involvement, - expressiveness, goal direction, ‘challenge, and order, which
characterize such environments. Prior ‘research has documented separate
school climate and home climate effects on student learning and behavior.

In this study we set out to explore possible interaction effects--conqruities

" and incongruities between such school climate and home climate factors, :
which may stimulate or frustrate learning and acceptable/productive behaviorS"‘
in the school setting. “ '

For students whose school and home climates both show similar patterns‘ﬁ
‘'regarding the same factors (e. g., high school and home involvement, rewards for
,expressiveness in school and home, etc.), their school and home climates are
described here as congruent (coinciding, in agreement, alike) For students

whose school and home climates are different=(e g., high. school involvement

.
.

expressiveness Vs. low home involvement and exgressiveness, etc.), their

school and home climates are aescribed as incongruent (at variance, conflicting,

different). Little is known concerning which congruities and incongruities

t @ ? "
. !
.




.between:schcol and home‘environments mighﬁ promote, and which might be
Epunterpfoductive to, student learning and behavior.
C. This Guide . :

This Guide is based on the research study‘which is described in .

séction’II, The Guide itsglf (Section III) léys out a step~by-step étoéedure
for“measuring‘and.improving equity in multiculturél schools. The Appendix ———

. . . "‘ ' t )
includes TDR's school climate and home climate questionnaires, shown by

item~té~variable assignment, and school climate nbrms.’
, : _ ,
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TV o 11.  THE RESEARCH STUDY ~

(. A. _t_wd_y__wn_a_nwth iodology
| ° In the first phase of the study we. assigned five male/female field-

worker teams to‘five (similar) racial/ethnic student'groupsf-Armenian,

Irish, Jewish,,Portuguese, and West Indian. The fieldworkers‘recruited e

male and female seventh grade$students to interviey‘acd observe, from'h
‘four schools in four different communities which agreed to cooperate. “'Jewish
) students were recruited through two synagogues, ‘as the two school systems

’ approached were unwilling to "single out" any\particular group of students.

' for study. )

' The fieldworkers were given two major, tasks. Pirst, they were

to participa?e in the development of a homé climate questionnaire based

on. their understanding of how their student-subjects characterize their homes.
s To focus their work we reviewed with them our already developed school
“climate questionnaire, which we hoped to parallel in the home climate question-
,' vnaire.' Their secord task was to write’ ethnographies for their respective
groups--casé descriptions ‘and analyses of how seventh graders of particular;
racial/ethnic and’ class backgrounds and genders view their home climates,
and how these perceptions may be related to their school success.
' Half way through: the ethnographic study we developed a 147 item,
15 page questionnaire that contains sections on student background information,
. school climate, and home climate factors. Ve Pllét tested and refined the -
° instrument with the help of 155 ‘students, performing statistical analyses of
th-ir responses and also eliciting their suggestions for improving it. We then
administered the questionnaire to all seventh and eighth grade students in six
racially/ethnically mixed middle schools in five different communities (N =

1

1,290 stndents). . ' " , s) f




. B. Summary of t-"indixigs . o : SR et

In the ethnographic component of the study, which came first, our

V.focus was on the home climates of five racial/ethnic groups.' For each group

the adolescent (and parents) studied were found to perceive theif

in similar ways. In addition, the:r modal perceptions of our thirt‘en

questionnaire, ‘and we speculated on optimal 'school climatesifor

3

from each group.

Racial/ethnic group differences in home climate perceptions-we

_found in the questionnaire survey-results.for sevencof thirteen variahf‘

Twith.results for two more variables approaching significance). Though
confirming our hypotheses, . these differencesjwere found in the ethnodd pHi

componenf. similarly,bthere are correspondehces'between the (ethnographic)

predicted and (survey) home climate ratings in only one-third of the cases- L.
 where the racxal/ethnic groups in the samples coincide. “These dispar f'gﬂ
are understandable given the limiations of the fcur-item-per-variable scales

used in the survey, compared ty the extensive description and interpretation

possible in the ethnographies. However, the survey results also indicate

that students of the same racial/ethnic group who attend different schools

in different communities show a. fairly cons;stent pattern in how they characterize
their home climates. Despite some variations within groups, these data suggest .
that students who identify themselves as belonging to a specific racial/ethnic

group, in terms of "primary roots", share-common racial/ethnic ‘perceptions

of their homes. '’ e o ;\
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The same cannot be said'for the.home climates of different socio=-

economic: class and gender groups. By class and gender there is much more

' »

within group variation than between group variation. This suggests that

’ families in each socioeconomic class vary apross the spe'trum in the .
nature and quality of their home life, and that the modal home experiences

. of contemporary male and female adolescents are more alike than different.u

. The " prediction from the ethnographies of racial/ethnic group

diflerences in school outcome levels is also confirmed by the questionnaire
survey results.‘ For the ten largest groupsl there are. significant differences'
jin days absent, (standardized) reading achievement, grade point averages.

**and teacher academia'and social ratings (but not in suspensions). However,

h of the school outcome levels of particular groups vary significantly,

~as do tneir school climate ratings, according to the school they attend.

J”In addition. students of the same racial/ethnic group who attend different
J*“_:schools vary significantly in certain outcome levels, and in theix ratings
their«school climate. Such inter-school contrasts actually overshadow student

L]

7fiiracial/ethnic ¢and socioeconomic class and gender) differences in school

-

utcome levels and school climate ratings.
In analyzing relationships among the (survey) home and school
climate rat;ngs and school ocutcome levels, the statistical significance
“;and magn;tude of the correlations are highest for independent home and - -
‘school effects on school outcomes (thus supporting prior research).r HOWevem\
1the results also show some home-school climate discrepancies correlated with
certain school outcome levels with the ten largest racial/ethnic groups in

the sample. For example, the highest correlation {. 60** or’ 36! of the

variance) indicates that for Armenian students, significantly higher school

lb.rmenian, Black, American, Portuguese_,l irench, British, Irish, Greek,
°Irish-1talian, Italian. : :
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Actually, of the 64. home/school discrepancies significéﬁtiyvcérrelaféd ’

Community than-home Community ratings are related td“highéf achievement.

o v a

with schoolubutCOmés. 47 (73%) are associated with éésitiy§~séhodl‘égtédmes'.'
. . o ) : L .. . o "‘ - .‘ o “‘“ ©
(e.g., lower abgence,,highérVachievement)--where'thg.échdol‘i§3rated9hi§her

© ‘than the home. For the remaining 17 (of 64, or 27%), negétivevscﬁSSIFbg;ppméé

o

“

T

amerge (é.g., higher absence,. lower achievementj when the school is rated

higher than the home. o o .

@ . . : . g . o
C. Conclusions and Implications Drawn: ' ) o RS T
' C o oL ' v 3 - ‘ k
To summarize, the major conclusions of thggstudy are: VA

: 1. Inequity 'in school outcomes is confirmed--there are significand®-
t\\\__ "~ differences among racial/ethnic (and class and gender) ‘groups Lo
’ in the sample in days absent, (standardized) reading achievement,
grade point averages, and teacher academi: and.social ratings
(but not -in suspegsions). o ’ : :

2. Some schools are more equitable than other schools~~-many of the o
- school outcome.levels for particular racial/echnic (and class :
and gender) groups vary significantly, as do their ratings of
their school climates, according to which school they attend.

3. Schools vary more than Homes-~adolescents who identify with parti- J
cular racial/ethnic groups describe their home climates with _ ‘

. striking similarity, yet markedly differently from other racial/
. ethnic groups. In conitrast, students from the same racial/ethniq
RN grodps who attend different schools in different communities B
-characterize their school climates quite differently. By socio- ]

econonic class and gender groups, students' ratings of their ,

schooi climates vary much fgx;nre than their ratings of their home

‘ climates.
. " .4." schools and homes both affect school outcome--the statistical , |
significance and magni:ude of the correlations are highest for K N

- independent home-clima:e a?ﬂ schoolhclima;g effects on schéol ) ‘ ;
. -~ outcomes for all students,|irrespective of racial/ethnic, socio- ) |
. economic class, or gender groups. . “ :

5. Home-school discrepancies affect school outcomes--for particuldi
racial/ethnic groups who rate their school climates higher than ]
their home climates on specific variables, such "discrepancies"
are correlatfd with positive school outcomes (e.g., lower absence
and higher achievement) in’'73% of such cases. For the remaining N B
27% of the discrepancies, negative. school outcomes emerge K
(e.g., higher absence, lower achievement) when the school is §
rated higher than the home. Though significant, these correlates
are modest and varied, showing few meaningfuinpatterné for any
particular sub-group across schools. s ¢ : R

v




Conclusions 1,2, and 4 are the.least"surprising to us, as they
confirm prior research and our experience in working with schools on school
and racial/ethnic climate improvement. Conclusion 3 is somewhat surprising
in the sharply distinctive "ethnic character” of home climates depicted by
‘particular racial/ethnic groups, ‘the. sharp contrasts which: characterize the .
home climates of different racial/ethnic groups, and the large within group
'variation which suggests that ‘a full range of home-life quality is experienced
by adoiescents across socioeconomic.class\and gender groups.

Our biggest surprise is Conclusidh 5» for which our data are -
vleast certain, but more tantalizing We digd expect to find home-school
discrepancy effects on school outcomes, and even tho\gh we challenged a
‘common ‘bias which assumes that. all such discrepancies areJ%nherently counter-
~ productive, we are surprised’at the direction and extent of positive‘ .
discrepancy effects that we found. To repeat,-in approximately three-
fourths of the cases in which the school is rated higher than the home on
l~particular variables, such discrepancies are significantly correlated with
positive school outcomes.~ : D e s

This 5uggests that if school climate levels are: kept high on all
dimensions,.studentsAfrom home climates with less Challenge, less"Structure,
less Cohesiveness, etc.,'may actually .be stimulated‘byrthe resulting discrepancies,‘A
in mbst cases to higher levels of earning and socialpdevelopment, regardiess i
of racial/ethnic, socioeconomic class, or gender group At the;same time,
"however, schools must be senSitive to the possibility that for particular
groups, higher school-than-home olimates on particular variables may work

against learning and social development. For examples, students from homes

with low Involvehent and low Influenct may need special assistance and

¢
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‘ counseling:in,order.to régpond pJ;;tiVely to a school environment of high -

student~Invblvemént and Iﬁfluencé.
Given the absence}qf cle;} patterns for particular raéial/ethnic

(or class or gender) groups in éitber the number or directién of'homerchoql
discrepancy effects, we wonder.if diétinctive discrepany,éaﬁterns might,em%;ge
if studied in spebifig échdols;‘ We did find differential:schdol effects l
in'school.oﬁtcoﬁés and school climate according to étudeh;s"réce/éthnicity,'
élasé) and génder.. Thus, it méy.be reaéqhableito expecﬁ similér school-

specific patterns.invhddh-school.discrepancy effects for particular racial/

" ethnic, class; and gender groups. - Unfortunately, the>sémpie sizes matched for

t

stuaent background, home climate, school,climate; and schoollbutcome data
are too small'for such.aischool-by-schoo; anglysis by'specifiqisub-groups.n
-Limiﬁatiéns, qua;ificatiéns, and speculations aside, even a |
conservﬁtiQé interpretgtion of the.study results, which confirm prior n
" reseatth, suggest tﬁat general school climate impfovement vili benefit -
most sﬁudents_irrespecgive of their béckg:ounds. "The séme can be said
'of home'ciimate improvement, but aé we stated at the'Outse;>our focus
" as interventionists is on improving conditions for learning in schools. The
ethical and.procedural dilemmas of intervention in homes a;e sufficiently
sobering that we'wiéh to make no recommendations on this matter at this time.-
We do édvocéte, however, that while schools strive to improve
their climates for all students, that they sharpen their a&érehess of poséible
'4; S homé-séhqol‘discrepancies which-may inhibit legrning and soéial development
 for pa;ticulan,students. Such scrufiny can begin With'stAff§sparing of |
ekperienceé'and insights, ér with a student survey’similar fo
- - that co;ducfed in this study. 1In our expe:iencé, the>studgnt éurvey is the

preferred beginning because the data it can prodﬁce stand a better chance

-

I- " 9\\




of penetrating the vezls of myth and taboo which often shroud posszble
sub-group differences in schools- they are often denied, and seldom dzs- o,

,,,cussed. A step—by-step procedure for conductzng a complete survey-zmprovement

: - project is the’ subJect of the follow;ng section of this gu;de. B r

10
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" III. MEASURING AND IMPROVING EQUITY
© T IN MULTICULTURAL SCHOOLS

“A. OverView B o o o ' S
The simplest way to get at general school climate, and to
investigate possible sub~-group inequities, would be to administer the
chool Climate questionnaire plus selected student background questions, -
such as. race/ethnicity, socioeconomic class and gender items. In the analysis,
the: overall student ratings for the thirteen school climate variables could
" be broken down by these student backgroundfcharacteristics. ‘Similarly, '-'

important school outcome measures such as absences, suspensions, achievement

test. scores, grade point averages, etc., could also be broken down by the

-

same student background characteristics. : ;o e

By inspection, relatively low school outcome levels and school

climate ratings for certain racial/ethnic, class, or gender groups can be

e
identified, where they'exist. If such inequities are found, the

‘next step beyond general school climate improvement (where warranted
from the data) would be a second-level investigation based primarily on
experience"and insight. To broaden such scrutiny and to insure follow-

. up actioﬁ, we advocate the use of . one or more (10-15 member) student-staff-

>

- parent improvement team(s) to manage the entire process.

-

Eor example, suppose that a student-staff-parent improvement

team administered a student school-climate/school-outcome survey in
- a school, and found that of ten racial/ethnic groups’ compriSing the

student body, two systematically show the lowest school outcome

levels and school climate ratings. viewing this as inequity of attainment

‘ and opportunity, the . next issue is to identify the sources of inequity of
: e

e
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opportunity for these- two groups, In the absence of'any precise methodology

from this or other studies (e.g., ethnic discrepancy analysis of the survey

results with home climate rat;ngs), the invest;gat;on would next prcceed

o
‘

vxa d1scussxons among the team and student, parent, and other representatxves a
of the sub-groups }n-questxon. 1f sk;?ifully managed,fsuch d1scu551ons

~often proceed through predictable stages such‘as venting frustrations, cxrcuIar

‘blamxng, denxal, and ratxonalxzatzon--to mutual problem-soleng. ’ .
3 Before moving to a step-by-step procedure for measuring and 1mprpv1ng

equlty in multicultural schools, however, we need to consxder the subJect of

our inquiryi' school outcores and schcolgclxmate, o

B. School Outcomes .

s

Equ;ty of attaxnment can be- measured by available information 1n

N

‘ most schools. Achxevement test scores, teacher/course grades, and grade
point averages are the more common school outcome measures. When these are
' 'broken down by students race/ethnzcxty, soczoeconom;c class and gender,
- the question of equxty of‘"tgaxnment (achxevement) can be explored fzrst

by inspection of the mean (average) levels of ach;evement for each group.
However, for a more prec1se determ;nat;on, analyses of var:.ance2 for each
sub-group comparxson should be conducted to 1dent1fy wh;ch (1f any) groups

are statxst;cally d1fferent in thexr school outcome levels. If any part1cular
group oOr groups are characterxzed by s1gn1f1cantly lower levels of achzevement
' on important school outcome measures, this constitutes inequity of attain-
ment as defined here. -

Students attendance and suspens;on data can be analyzed herebxn.

the same way; by the;r racxal/ethnxc, socxoeconomzc class,: and gender group.

2Analysxs of varxance is a common procedure familiar to many secondary.
math teachers, who can assxst in this phase of the proJect.

12
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However, some may argue that. student attendance and suspension may be viewed : ‘
R P ' , o . ) ) i " L ’ v - ‘ T
as school processes which affect school outcomes such as achievement. - Whether E

they’are treated as school outcomes or schooliprocesses‘is unimportant here. .
51nce they may s1gnal possible sub-group 1nequ1t1es, they are 1ncluded here

as 1mportant 1nd1ces in any 1nvest1gat1on of school equ;ty for all groups. ' Av -

In such analysms. schools have a w;de var;ety of choices as to |

which outcome measures. they wish to use, and ho; they defxne student sub-

groups. Race/ethnzc;ty can be def;ned glob lly as "Asian", "Black" or

"White", or it can be defxned more speczfzca ly by‘sub-group affxl;at;on
f(e g. Chanse, Vzetnamese, Polynes;an, etc.)) A maJor cons;derat;on should

be the numbers of part;cular sub-groups 1n a gzven school, to enable the appropr;ate ,
'stat;st;cal comparxsons (generally 12-15 or more subjects). There 1s also~t |
-a var;ety of soc;oeconom;c class d;st;nctzons pos 1ble. such as those shown

in the Appendzx. If a school chooses to also measure school clxmate, and -

to compare sub-group rat;ngs of school climate, the same sub-group deszgnators
’should be,used. |

c. School Climate

- N l
School cllmate has a moderate to low--but stzll s1gn1f1cant--

relat;onsh;p to school outcomes, and thus is considered here as an 1ndex : . ’[y

of equxty'of opportunzty. Efforts to 1mprove school iclimate in the interest

of better student equxty are lzkely to improve other aspects of the school

as|¥$ll.

The key to- 1dent1fy1ng school-spec;flc 1mprovements in sohool

clzmate 1s to evaluate each element of ‘climate, and then to 1dent1fy the

_reasons (causes and contrlbutzng factors) for the result;ng assessments. oL

Y

It is: extremely 1mportant to base improvements on a thorough d;agnos;s of

the reasons for a poor cl;mate. and possmble sub-group 1neguit1es.
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In the followingfdiscussion'of school climate,characteristics,’some
examples are given from actual school cases. These experiences come from

T widely varying schools, and thus their wholesale adoption is not suggested.

~—
~—
- }
. R . i

e,

They‘do,,however,eillustrate what can be done. ' : \\\\

‘Community: The level of frien\\hip\and mutual support school members f;;I\\\ - r,'[
o toward each other. . T /~.“¥ oo TN

School size and sense” of community are closely*related, and large

. .

séhools tend to be seen as more impersonal than small schools. Récognizing
\

this situation, many larger schools have grouped students into smaller unitsi\\\\\\\\\\\\;

termed "houses" or "clusters“ In some schools, these smaller units are

made up of members of one grade level, ‘while in others, members from all

grade levels are represented Althought forming suhunits allows for more «

of - a sense of community within the units, it could'result in isolation from
‘ the total school community. Some schools have ameliorated this problem

" by scheduling activities that mix subunits, such as athletic and social

-

activities.

In other schools, regardless of size, many teachers conduct classes

in a rather impersonal or unfriendly manner. This forces students and teachers

¥

to associate prlmatllY‘Wlth their peers, and results in'‘a low level of

community spirit. Some schools have improved their sense of community by

!

increasing student-teacher interaction in after-school activities that
foster more personal associations. Other schools have improved their

sense of community through more meaningful total school-community adtivities.»

-t
@ v

',Accessihilitz and Recegtivity:' The availability and openness of school members.
” , to conversation, and assistance about concerns.

' In some schools,'students feel that is is difficult to f£ind teachers,
\ ' . 14 ‘ : . - e qv
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administrators, or guidance counselors who have time to provide assistance

or are willing to talk aboutistudents" concerns. This may reflect general !

-

avoidance, or it may reveal other problemé in ;he‘school.'

' For Examplé,vin one school, teaéhets, angry with the salary-pro-'
visions of their newvcohtrag;. adoptéd an attitude of'minimal work. The

<.

principal, through extended'hegotiations with faculty, found ways of reducing

-

-go:ridot aﬁd lavatoty'patrol duties in exchaqge'fdr'increased time for

teacher-student aSSistanceqoutside-the-classroom.o'

In another school, theASChool-to-home bus schedule created a

o e

problem. Most students took the early bus, which left 10 minutes after the

~

f\ﬁ\\\\\\\\\fast class, and-avoideﬁ the late bus, which left 90 minutés~after the last

- . 61a§§:\\?ijﬁlzzly 10 minutes available, only a few students could see teachers
| : for extra hel The méjority, thus frustrated, rafed the teachers low on

' delaying- the early bus by'20 minutes,Vl

accessibility and receptivity:

" and advancing the‘late bus by 30 minu;eé, the sitw ion\ggé vastly improved.

¥ - . T .
v ' ' ST
Involveément: The extent of school members' interest and pérficipation in \*\\

Jlearning, social, ard other schgo;_activities‘

The school climate characteristic of involvement has two basic

; S attributes, degree and investment, which are manifested in three basic school

" involvement patterns.

In some schools, there is little participation in out-of-classroom

, -~ activities, and many students simply go-through daily academic

T . 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, improvemént usually does not occur.

' ‘ , , | :
i ) .. . 1In other schools, there is high actual participation in a variety

’ , . of school activities,- accompanied by low psychological investment.
7 B In such schools, activities tend to be highly teacher-directed, and

i
£3 .o R ) i

interest and enthusiasm can be improved by increasing student parti- ‘ ,
cipation in planning and conducting school activities.' - _ ' :

A ey Lo S T T T T
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still other schools have high actual participation and high, genuine
_psychological investment. 1In these schools, students tend to be’ »

highly involved in plannand conducting many of the school's activities.

. A . . o —— - s R
gual Treatment: The uniformity of school members' opportunities and treatment

13

in the school.. . : . s
i Equal teacher treatment focuses on equity in assigning student course
marks, teacher assignments, and group status, irrespective of race or national
origin. Schools with no regard for equgl treatment typically have problems
only with certain subgroups_within~the school. In some schools. certain

minority students feel especially unequally treated. In other schools, , e

female students or students in vocational programs feel mistreated. An

]

effort must be made to identify which -groups feel they are being differentially

.

treated.l
| A Once the most disaffected student groups have been identified, af
representative sample can be interviewed in order to gain a more detailed
understanding of the specific situations in which they perceive inequity. ’
These students can alSo be included when the schpol develops and implements
improvenent ideas, which is in itself a step-toward greater equity.‘ -
.. ' E .
| roupings- The extent to ‘which group menbership is a positive or negative

. experience in the school.

Forming groups is a natural human phenomenon that takes on added

'importance during adolescence. Thus, schools should not try to eliminate

2

“groups or cliques, but “instead make it possible for flexible group membership,

° N

o not belonging to groups, to be acceptable.

”

-~

Several schools concerned about frozen cliques have taken remedial

&




A tion was a "learning contract” approach for indiv;dual students, coupled with

i
=
Ié,

. g g ' |
S o »

- : E 1

Lo ! ’ . ~ - : i ’ ’ .
i - status groups, and diminisﬁéd/competitionvover'¢lass rank. But no appreciable

improvement has been‘discerned. Either:these interventions have been

'f L 1nsuff1c1ent, or the phenomenon is partlcularly*reslstant to change, or both.

L] ‘ 0

X"

If groups or cllques cannot mix wlthout conflxct, group membershlp
1

can be a negat1ve experxence. Schools concerned*about negatlve group1ngs

should probe carefully 1nto the reasons why excluslve group membershlp may

3

be especlally functlonal or dysfunctlonal. It may well be that "deviant"

’ | groups, in the face of being relegated to a low status in the school as a-
whole, are ‘forced into exclu51V1ty as a way of ga1n1ng peer recogn1t1on.
Low ach1eV1ng students often group together, espec1ally in a school with a
focus on-academ;c rewards. In those cases, such cllques may be opened up
through efforts to raise the achlevement'of their members and to expand the
school's reward structure beyond academic accompllshments.

Learning Orientation: The extent to which learning and acquiring academlc,
vocational, and 1nterpersonal skills are emphaslzed

in the school.

a

In many secondary schools, students’believe that getting good marks
is more 1mportant than learning. In one such school, it was decided that the

/'school's reward system encouraged this attitude. 1In this‘school, so much
/
/ - was made of marks -that students actually shoved each other to view the rank- .

/ Ln-class list posted in a dzsplay case within hours of each grading “period.
Also, elaborate drill sessions’ were conducted by teachers to prep students

>

’ for the SAT and other college board tests.g'
Most of the,pressure for good marks was traced to the famxlmes in
{ .~ this upwardly mobile town. Therefore, a parent-student-staff committee was

formed to analyze and advise on the matter. The key element of 1ts recommenda-

w

a parent information program.




3

) Expressiveness: The extent of or1g1naiity and open expression of ideas and
o ' feelings among school members., . o

Schools have found many wIYs of improv;ng the "orzginalzty and open
express;on of ideas and feelings among school members. More student and . ' "
staff art dzsplays in the corrldors, more classroom d;scusszon of issues p, - '

e . . and problems, and 1ncreased opportunxties for participation and leadersh;p : o
f// - in student government ‘and: clubs are examples. "This school cl1mate charac- o

h ‘ terxstzc appears to be readzly amenable ‘to change. and school members have

l;ttle difficulty 1n 1dent1fy1ng and implementing improvement efforts 1nv

this area.

Goal Dzrectzon. The extent toO wh1ch school members understand and accept . R
what they are expected to accomplish, and are provided a . e

frameWork for focuszng thezr efforts.

Of all the School climate characterzstxcs discussed here, goal

dz:ectzon & the most difficult for. school members to comprehend. Two major
factors contribute to this confus1on. F;rst, many students, and even many o

»

teachers. do not have an operationaliunderstanding;of the term "goal.”

second, many schools do not have widely acknowledged goal statements, and
the existing goal statements are primarily ceremonial.

In most schools, expected accomplzshments are artzculated and under-~
stood only by certain school memhers. For example. almost any student can ," . g
recite his ‘or her schedule or explain the rules for absenteezsm. But how e - '& "

- . many students can explain why' they have'tostake American-history or the
" , . ’

reasons for studying foreign languages?

“Given these ambiguitiesa very few schools have undertaken an effort .‘ )

to improde the séhool's goal direction. Nor have schools been‘given guidance

]

" in this area by researchers or policymakers. . Volumes have been written on

“23‘3
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-

specifying'instructiona; goals7and objectives.-but few have seen thatfthe
- <
school itself can--and should--develop institutional goals. Such.an effort. °

is very time consuming and reguires special training and skill

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

- s

ﬁf Challenge is a school climate characteristic that is freguently and

consistently perceived by both students and teachers as being deficient in many

schools.. Many students want more challenging courses, but feel that teachers

"<are reluctant to press'students too far for fear of rebellion. Teachers, on

_the other hand, blame a lessening'of course'requirements;-increased “easy"'

electives, grade inflation, societal permissiveness, and a general decline

-of interest in and value placed on schooling.' To complicate matters, many

—

administrators and parents blame the teachers.

Almost every school would like to imprOVe the level of challenge
provided'to students. A few others would like to improve the challenge
presented to teachers, in recognition that the two-are probably related;.

a critical fir=t step to accomplish this goal is'for staff, students, and

parents each to come to accept shared blame for low student challenge in

'their school. Without this critical first step, circular blaming rather

than 1mprovement would probably continue.
. Once a substantial portion of the faculty accepts shared blame and

desires increased challenge to students and faculty. there is, in some schcols.

Al

sufficaent momentum to reexamine course and graduatiom requirements,,conduct

RS

inse*e workshops for teachers on increas:.ng challenge to students through
individual "learning contracts," more careful grading ‘of homework ass gnments,-
more detailed guidance regarding course-level selection commensurate w;th '

abilities, and parént education about a supportive home envzronment.

1
*
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Dealxng with Problems: The extent of identifying,
. school problems when they arise.

X

Schools that have 1mproved t

+

analyzzng, and resolvzng

heir capaczty to resolVe problems when

——

they arzse have, focusmd on commun;catzons ard spec1a1 task groups.‘ Adequatei'

b

fbroblems before the§ grow more serious, in developin
and in 1ett1ng school members know: what is happenzn

spreads faster about.problems than ahout solutlons,

y

anyone is doxng anythxng~about them. This adVerse

tiowers the sense of commnnity.,

prlncipal and assistant prxnczpal(s), there xs ,f
responses and their effectiveness. A few peopl
adhinistrators, who have innﬁmerableﬂotner dutjes).

their problem-solv;ng capabllzty by form;ng s cza

n,\‘ ]

Order: The extent to whigh
learning conditio
accepted by school

Fd

v"

school

affects morale, and

1 task groups t_ deal with -

communzcatlons among ali members of-the school are essent1a1 in 1dent1fy1ng
+ a sense’of belongzng, :
_In many schools,fword ,

eaving one to wonder if

Some schools have extended

led, established to maintain favorable
zablished 1egal procedures and are

) Students most freq ent compla;nt in schools rated low on order is .

with the~inconsistent appli

‘are punished for certain of!

enses where others are not, o

25

fation 'of rules and regulatzons. If some students

Q

or are, but to lesser




degrees, graVc 1n]u¢t1cos are percclved Such incunsistency undermines a-

" & e, M ~ . | . - ) - . R .
;r ’ studont's {and touchcr's) rcspuct for authorlty,in'thc school and, in some
Vo

‘cases, contr:butos to dlsordor. if thc 1ncons1 torcy-inVOIVcs a “Suspeot“ . N

1. :\class of studcnts (such as a dl,proPortlonally high black student Susponsion .
. - . v
ratc), 1ntcrgr0up confllct is encouraged.'- ' : §

t

f : ":‘ ~In addltlon to conslstently applled rules and rcgulatlons, student

,achlevcncnt lcvels and thelr partlclpatlon 1n deslgnlng and’ conducting school

activities affect the level of order in a school ‘These factors (dlso

/

—

’discusscd under.#nfluence distribution) goqern the extent to which‘studcnts
/’ -

iunderstand»and accept that contributing to order sufficicnt for learning

is in their best interest. Ty

| : 'Ogtions: The extent of ch01ces available to school members regardlng goals.
W o , courses, levels of challenge, and- soc1al opportunity. :

WithoutASufficient choice,‘many students report feellng "poxed in"

\

".? s to a routlne that can ‘make school a rather mechanlcal experlence.. However,‘ ,v J,r
cthe extent of optlons, llke sense of communlty, is governed largely by the

size of the school: a large school has the potentlal for offering more optlons

than a small school. The extent of optlons is also governed by the school

?“ L budget, ‘which typlcally is decided for a school by the d1str1ct admlnlstration

.

and board of educatlon.

Within such constralnts, honever, schools have found ways to cxpand

, optlons as part of thomr efforts to 1mprove thelr school qllmate. In some
schools, addltlonal courses have been planned and taught by tLaCthS. studcnts,
" or both together on a voluntary. unpald basis. nowever, thls strategy has

gcneratcd oonflict regardinq “extra" work in schools with tight union tontrdct..

i
In some schools,‘teachers have .expanded the Optlons within courses, dcvulopan

. ks ) _ ]
" . . T '

- ;] . '_—:""‘" 2 1
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luurntng cont!acts with studcnts for’ 1nd1vudua112ed areas. of interest or

‘.d)ffleulty lUVClu. Othcr schools havc COnccntratnd on cxpandlng ath]otlc,

soc1a1, and rocrcatlonal act1v1tlc some of ‘which involve holldays and

N . L . -
. . LN . . : EE oo

;fvacations. N e e o : . ‘ : ' B

S 'k Influence Distribution: The cxtent to which school mcmbcrs contrlbutc td
’ B dec1slons regardlng rules, procedures, and optlons.

} Broad part1c1patlon of students 1n conductlng the affalrs of a school, 1

kesucc1111y at.the sccondary lcvel, has a ‘dual purpose.ﬂ Flrst, as dcveloplng

“

lcadershlp,'and respons;blllty. Such experlences ar% v1tal
L <

soc1al development. It 1s,\of neces51ty, a tr1a1 and-err

staff and parents'must t;;;rate occaslonal 1rrespons1b111ty Staff*an

\V‘\

I

’

parents must a1so acknowledge students capac1ty for responslblllty bv pro-;

v1d1ng opportunltles for them to contrlbute to det1s1onmak1ng in approprlate

- LU
1,

Lareas, .o S | e ,,/

a ‘.’W ' The second purpose ;s to foster sufficient "ownershlp" of the goalﬂ/ -

of’ schoollng Shared power and influenck are more 11kely to lead to the .#;

[
.‘,,.

f : 7Velopmcnt of students who ab1dc by the school rules_and regulatlons, 1nstc d y;;:ﬁ;
of "flghtrﬁg the system. N

s M . ;
B \ \ o

Schools interested in 1ncreas1ng student 1nf1uence can broadtn thé..

part1c1patlon of students on commlttees, in desxgnlng clasvroom act1v1ths,

S Y . -
a
e

and in. devcloplng and mon1tor1ng thu QOVcrnancc systems.

N . . : . o )

S f

n. Nlnc-ﬁLey Improvemont Proccss Lo Tl ~j¢ - I

A great dcal has ban wrltten rcgardlng the dlfflculty pf brlnglng

- abcut 1mprovcment in multxcultural (rac1a11y mlxcd) °chools ‘in CltlLu- OfLon

f
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attempts at chan?e faxl because they are 1mposed from outside the school or ‘1

because of 1nadequate support or resources. The procedures descrzbed here

place the locus of change thhln a school and spec1fy the nature of support

[‘ - Th—

—
and resources necessary. With or wzthout asszstance from consultants, tﬁese\ —
: procedures have .been followed successfully by many schools over the years.d K

Brxefly stated, the n1ne setps for 1dent1fy1ng and 1mprov1ng equxty

“in mult;cultural schools are.

3

‘1. Take the In1t1at1ve. Someone in the school, whether student, teacher,
‘administrator, school board member, or parent, must take the lead in

the charnices of success will be 1ncreased by workxng through’ the ex1st1ng
representatxve groups in the school: the student and faculty associa-
t1ons, the- adm;nlstratlon, the school board, .and the parent assoc1at1on.
: Porm a Regresentatlve School Improvement Team. The 1mprovement effort
should be -guided by an 8- to 12- member team of student, teacher,
parent, community, and. administrator representatlves. To ensure
maximum consideration of all important issues, .the school improve-"

ment effort should broadly and genuinely represent the major formal
~and 1nf$rmal groupxngs of the whole school community.

- -
S

3. . Develop. a Team Work Plan. A detailed work plan for the team, to be

- shared with the entire school communzty, should. be developed. The
work plan should include, .at a m;n;mum, tasks, respons1b111t1es, ‘and
N a timetgble. . < - D !

>

4. Set a Clear Purpose. The team should set for 1tself a clear purpose
.- and outline procedures- for collecting and analyzxng data that will
help_the_team_ach;e!g_thlg_eggpgggiyaihe team may wish to study fully

'1n1t1at1ng a school improvement effort. If a lasting impact is des1red,»-'

jts school outcomes and 13 school climate characteristics“pYEVYUUSly
discussed, and to select a purpose or purposes from among the opt1ons'
descrzbed in that.dxscussxon. , . ;

‘5, »Collect AssesSment Data. Some method of collect1ng school data must
. be developed and«zmplemented. This; could involve a questionnaxre
administered to school members and scored according to set procedures,
to be exam;ned in conjunctxon with. 1mportant school outcome measures.
)

6. Analyze and Integp ret Assessment.Results. The school team can, analyze
its results. singly, or in relation to the'norms developed from the .
sample used in the study described in Section II.. The team can follow ..
up on questionna;res with 1nterv1ews ‘and observat;ons to extend and §

_ refzne its. school/diagn091s. ' :

7. Develo’ oel—lm results_ofvtheﬁcomr

_pleted assessment, the team can formulate goals and action steps for

‘ ~school improvement.v




H

[ ’8. mElement the School Improvement Plan. Once the plan has been ratified
e B ‘ . with the existing representative groups, it can.be implemented according
_to the.preplanned action steps. ‘ _— '
Eva uate the Effort s Im act on the School. Progress in implementing - B
-che school improvement plan and its impact on improving the school . .o
* should be evaluated periodically. : S S

-vThe ‘time it takes a team to complete the nine steps will vary from
| school to school, but most schools :;ould plan on about two years. In following'f
these steps, the school improvement team should plan to devote ‘at least two
Ihours a week for the full *wo years if the effort is to have significant effect
.on the school. Whether or not the team members are paid for their time Wlll
. vary according to the setting.‘ The team.should have -a budget ‘of $2,000 to

' . . Bv . : .
$4 000 for materials and data processing, and at least one team memher should

" be skilled in data processing and statistical analysis (or the team- should i;"

' have access. *0 such -a person).' puring the first year, the team should collect
and analyze data regarding thé schovl outcome and l3 school climate charac-
teristics, and’develop anfimprovement plan (steps 1l through 7) _based on its ,
findings. The second year (and beyond) ‘should be devoted to implementing "‘“j“
and evaluating the,plan (steps 8 and 9). - A ,i o ’

& S
- Unless 'a $chool and the team are willing to make these minimal in-

f;‘k. — ‘"estments——it—is—reeemmended—thatﬁashsasehee4r4uat—iniEiatewthe process described
| - in this guide. Without the appropriate level of commitment, a school improve-«'
v ment team may fail to accomplish its goals or may bungle the Job and antagonize.

the school community.' Worse yet, the effort may serve to intensify intergroup

.or organizational tenSions that may already exist in a school. The process
described here is not a panacea--no one can guarantee success in the sensitive
areas of’ equity of attainment and opportunity. But based on the success of y
g -

other schools, and, given a committed and- Supported team, schcol membe:s should

e

proceed with optimism, conditioned with a healthy respect‘fir the risks.. And

Ay

L




although 1t is unreasonable to expect 1nstant, revolutlonary change, they

can reasonably expect modest, 1ncremental lmprovements 1n many aspects of

the,school's ‘operations.
R . :

Step 1: Take the Initiative

!
1

In 1n1t1at1ng an effort a;med at 1mprov1ng equlty in a multlcultural

~

school, someone must take the lead. and that: person wzll have to find other
!

o \ - people who are also. enthus1a$t1c about the idea. Some ‘members of a schoéol

. communzty wxll welcome a look at. the clzmate and ach1evement levels of their
!

ﬁx*;i & . school, others will consxder 1t 1nappropr1ate, unnecessary, or potent1ally :
) \, ' dangerous. Cons1der, for example, these s1tuatlons. If students or parents

try to . 1n1t1ate an 1mprovement effort, some teachers and admlnxstrators may
[

\ . feel that the advocates are out to: f1nd fault with them.
\

If administrators. ‘.
, . ) o
' initiate the effort, teachers may suspect that a purge of some sort As

@

intended. A typ;cal form of reszstance is to try to d1scred1t the motlves

. . IR 4
\ offthe advocates of . the effort.; ST _' ] C -
1

\ To deal w1th these factors effectlvely, the advocates should ask
-

Fhemselves the followzng questlons and take the followlng steps before attemptlng ~
e to initiate such an effort. . T
' '\ 1—. Why an I interested in the school outcome levels and school clzmate o *
\ . of my school’ o : : . o : , . -
. Examine your own reasons for wanting a study of subgroup equaty of ‘ :-
R AR your school.. If you are intereste

d in using an assessment to discredit
another . group in the

! school, or for other negative reasons, forget it.
, i { .- If you are genuinely interested in improving these. aspects of your
,éf \ 5 school, f1nd others who share this 1nterest.
V ot \ . Who~elso mlght be 1nterested 1n studyxng and 1mprov1ng these factors?
L .: \ Why? - ) . . .
- L ‘ \ ;‘ What are the potential benefits and risks of such an effort?




£

szscuss the potentxal auvantages and disadvantages of - such an effort
‘with members of the school's establ;shed representative groups (e.g.,
the student and faculty assocxat;ons, the admxnxstratxon, the school
board, the parent assocxat;on).‘k ,

Do I really want to advocate a proJect, and who else should be 1nvolved°

If you dec1de tc propose such an effort, nlxst the cooperatlon of the YL
exzstzng representative groups. The broader the support for the effort,
_the more chance it wzll have to overcome reszstance and to have a ’
,posxtxve 1mpact.« :

s

: Eorm”a RepreSentatiVepSchool Improvement Team

ThOSe who put together a school/s merovement team wxll have to. be

A sensztzve to the partzcular needs and customs of thexr school.

,'(/

F;rst, try to select a team that wxll represent the varlous formal

'groupxngs in the school--students, teachers, parents, admlnlstrators, and
@ 3
.support staff (such as custodzans, cafeterxa workers). In some - areas,

communxty representat;ves (such as bus;ness and 1ndustry leaders and clergy)

-\

m;ght be invited to jOIn. By all means, make certaxn that the team reflects
;the race and natzonal orxgzn compositlon of the school.,'
Once you deczde on the groups that shouid be represented, turn to

I

the elected representatzves of each group for help 1n choos1ng the persons’

who might best represent them._ In ‘some schools, the elected representattves

of the student assoc;atxon may, ln realzty, represent only the "best" students.,
;Eddztzonal students mlgnt be. chosen who wxll help wxden the representatxveness
'and credlbzllty of the team. To the extent poss;ble, select a team that wzll
‘ be broadly and genu1nely representatxve of the whole school communzty.' The

szze of the team should be relat;vely small--no ‘more than 12-15 members.

Indivzduals who are 1nterested in workxng on the school improvement ]w;h

»

team should have t1me, possess analytzc and problem—solvxng skzlls, and be




s

B known for being fairminded.' Prospective team members should expect that

approximately 2 hours a week w111 be required for most of the school year. -

-Unless one team member understands data processing and statistical analysis,

~

the team should have acceSs to such a person.

Team members W1ll work harder at: their tasks lf incentives are pro- o

¥ ided by the school. For example, students could receive course credit,
that is,. theiz, work on the school improvement pro;ect could be recognized"
as equivalent to ‘an elective course.» Teachers could receive inserv1ce

.'credits. And both teachers and students could have a description of their A‘

. work written up as part of their experience records. In addition, team

members should be given v1sibility and recognition in the- school communityg

':r,i

. for their work. - ' : N ,
B . . . . .AVV T B

‘A team leader should be selected. This persOn'should Lonvene.'

‘meetings , set ‘age

Cwemkplam.

I '
‘5Step '3 wpevelop a Team Work Plan

. ae

An effective team requires a detailed work plan and a division of

'labor. The steps presented here proVide general guidance, but the team w1ll

need to lay out its own list of specific tasks to be done by certain team -

R N

members Wlthln an agreed-upon timetable.

As a start, make. up a calendar for the school year. Décide where.
¢

P
L]

you want to be by the end of the year and work.backwards, writing in target

dates next to the. maJor tasks to ‘be accomplished. Then, determine assngnments f

land_reporting proceduresl The schedule for the team s meetings should be

ndas, serve as team spokesperson, and coordinate the team's -

announced to the entire school. All team meetings should be open to the

‘4vi\'£;£z,




O AU

. encouraged to attend.
»school to school. Some schools are small ‘and close-knlt, ‘and teams w;ll
more 1mpersonal schools, team members may f;nd 1t necessary to be constantly

l_renxnd;ng var;ous groups about thexr act1v1t1es. Whether c1ose-kn1t or

= ..and ‘see sxgns of the team s progress. B

itself influenced by

rsuccess will be. "

Public; and all members of the school’ communi y should be invited and B g ‘&1f

. R . . * . ..
Make sure the work plan 1ncludes frequent "check-;ns with the ' ' -

larger school communxty. The ways ‘of checking in w;ll vary w1dely from

have an easy t;me gett1ng the word out’ 1nformally to everyone. In larger,

»

4

® .

impersonal, no school communxty w111 ccoperate with the school 1mprovement

team and help 1t to achleve its goals unless people know what 1s go;ng on

If the flow of xnformatxon is all 1n one dxrecfzon (from the team

.. to the laj;er school communlty). the odds are that any plan wzll faxl. The

i

»team must xnform, but must also listen carefully to what people .are saying" L

' about xts work and ahout the cl;mate and outcome levels of the school.

The more,the t?am c;i‘open its delxberatxons to all, and the more it can make

| e'1t represents, the greater ‘its. prospects for

| Step 4é.lSet’a'¢lear’Purpose .

}Team members must next-

'_'. Develop a clear understand;ng of the purposes of the effort in
. thexr school. o R — -, .

4

~Develop or select appropr;ate data gatherxng 1nstruments or procedures. a “x ,Q

h. 'Select the level of analysis that wxll meet their purposes.

. CH“‘sé“an"appropriatefsample.

28
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The school improvement team should set a clear purpose and develop -
steps that wxll help them to achieve that purpose. Once a common purposeIis
agreed upon, it is recommended that a questionnaire be given to a student |

sample and all staff, both for data collection and to begin to create general

' lawareness of’ and interest in the effort.~ The reason for giv1ng the question- -

2~naire to all staff is.to avoid the suspicion that often accompanies sampling

in staff surveys..

The results -of the surveys can then be pursued at four 1evels of

analysis. *f ‘ N
. The descrigt&ve fevel of analysxs depicts how mémhers of_the schooll
‘community feel about the: various aspects of their school outcomes’

the school as it affects them by rating questionnaire items. P

e -The comgarat;Ve 1eve1 of analysis includes descrigtions, but adds
" to it by allewing three kinds of cofiparison; student and teacher
;perception comparisons (to 1dent1fy areas of - agreement or dis-
- .agreement) ; student’ subgroup comparisons (e.g., by sex; race,

and school-school comparisons.

. .Thq diaggostic level of analysis identifies factors that are related
"'to the performance of students in the school.: For example, student
_ marks, test scores, and: absentee or. suspension records could be re- .
lated to student perceptioms of school climate characteristics. ,
This requires statistical, correlational analyses that might reveal,
for example, that students with low marks or test scores perceive -
. that they have few choices regarding courses, levels of challenge, -
or social opportunities. - Such a correlation does not establish
- that low perceiveduoptions "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 expertise, for which the team wxll need -
qualified assistance. “/.‘

e

e A

‘.Should the questionnaire;é administered £o everyonE'in*the school

° v’?“’

or. to only a sample of people chosen to be representative of’everyone? The . -

major consxderations in deciding whether to use acsample or the entire

o iy M

and school climate. For this purposqn*students and teachers "describe".‘

achievement levels, program, and other student biographical items). o

schooi—populatien~are represehtativeness. cost. ‘and’ school/community relar .

soEwt |




tious. Sampling is cheaper in dollar costs, but could create mi understandings

. f(or controversy) if not explained properly. Those who are ohosen mi ht wonder

~ *"why me," and those who are not chosen might wonder "why not me. Others

might question 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 questionnaine to all teachers (cons1dering‘-

*

their smaller numbers) f ’1‘ L :' B o R o

Students can be sampled in a variety of ways. You can, for example,v-
{select a sample to represent selected subgroups of students (such as boys,} |
. high achievers, or low achieVers) Another way of selecting a sample is. to o
aSSign eve:y student a number ; to select a sample from a table of random
numbers. This statistical sampling technique is complex enough that you
will want the, assistance of someone familiar ‘'with it. uch a person oan
also help to determine the number of people required for your sample, espeoially_
:iif comparisons”of»subgroups are;to be made.. |

s

P

stepws: 'CollectJAssessmenthata"

- 1If you decide to use. a questionnaire, you will need to sohedule a

. time and a place for its administration, identify the people who will administer‘ﬂ
",it, and reproduce an adequate number of questionnai'es. Administer the
‘questionnaires in quiet rooms toO groups of no more than 40 people, Do NOT:

give questionnairee to people to take away to complete, for the return rate,

8

even for teachers, typically is low with this p:ocedure. Members of the ’

- .
~

: school improvement team might be the most appropriate people to administer the o

questionnaire. : o o I o . bﬁi




Step 6: "-analyze' and Interpret,Assessment Besults

to display all.of the factors investigated in your study, thereby show;ng

School profiles such as those shown in Pigures 1l and 2 can be drawn -

-

_ the survey results graphically. This is done by’plotting on a graph the

&

"normalized score of each factor to. be derived, aécording to the follow;ng

.

vscoring procedures for the questionnaire processingﬁ

s 5t &8 :
Scoring of the completed questionnaires can be déﬁE‘Ey hand, or by

., data processing (key punching and computer). 1f your team-has access to a

key punch machine, a computer, and a person who is experienced in data .

AY

,'processing and statistical analysis, data processing is nuch less time .
a,consuming. The scoring can be ‘Qdone’ by hand-- it Just requires many person-

ﬁ.fhours of tedious work, easily subject to error. The steps shown below apply :

1

to\both hand sooring and data processing."

\1, Screen the uestionnaires.'

v“Members of your team should inspect every page of every gpestion-
",naire.ﬂ Questionnaires should be eliminated from the analysis.that

. have- greater ‘than 20 percent of the items left blank, or given Cw
 multiple responses. Also. eliminate questionnaires with "set - -

PR

responge" -- where ‘all or most items are given the same. response. ol
such asQa{i 4's. R o

: Reverse ne a ive item larities- Y

*Roughly 40 perc'nt of the questionnaire items are negative state-‘
ments, to allew ecking for set response, such as

“People in this sch 1 only look out for themselves.

A "strongly agree" (n” er 4) response for this item would bean
. undesirable (low) rating Qf the school climate. 1In contrast, a
o ‘wgtrongly agree" (number 4\ response for a positively stated item -
o such as ' "The students here have a lot of school spirit” would be
a desirable (high) rating of the school climate. :

A

ﬂ\’}

3l
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r / .,- . . B . .

: To make all item yesponses additive to give thirteen school climate
factot scores, reperse the polarities of all the negatively stated

items that you used (the Appendix identifies negatively stated items).
This is done by geversing the number ratings given for the negatively
“gtated items.. ' I I L ' "

In this way, a rpversed rating of 1 for a nggatively stated item can .
be added to a rating of 4 for a positively stated item to give a'S

_combined, or an average rating of Z.5 (divided by

If you reverse [the polarities by hand, mark the . reversed number ST

(1-4) in- the right ‘margin next to the. negative items. -If done by
A I data processing, have the actual questionnaire responses key punched.
A A computer program can be written to reverse the polarities on the .
: - .77 negatively st3ted items used pefore they are added together. o

gxainpie’ of Reversed ‘Pcllar:ii.ty.-' oo |
ftem: ~"People in thil school only look out "‘fé.r themselves.” - . o
o  hetual | .:&z )
' .. " fuestionnaize . . A . N
o . - PResponse. R T B
, Response. | S . A &
) & & @ y .,;:-°°‘ !
) 1l ’ 2 . 3 4 g ! 4
-, ': . o S E - : i . . : . ; . B ,"|
. Reversed| . . BN e e
botariey[ oo T
7 ‘ m 3
L o B R AN .Thus, for all negatively- 3 =2
~ e , ' stated items: 2=3"

“3.] add/ item fatings to form factor scores:
1 ‘Yolir next task is to add the ratings for the items that make up -
| efich integration practice and- school climate factor variable. The -

§

tem-to-factor assignments are listed in the Appendix. =

S

age e




 "of items in the factor. For example:

. Sgin of in

4. ‘Convert your school *

-example, if 3 items’were used: *

for each completed q\iestionhairé. add the ratings given to each itewm ™

- assigned to a factor (be suré you are adding the rating given \for "

positive items, and the reversed rating for negative items). For °

!

. COM.'NITY Item - Rating Given add ) L
: - . . A2 ' . : o
N, v 1 2 ./a . 2 ol ) ol
N =14 -3 2 ‘reverse) -
. =27 1 _4_(reverse)
TStal Rating for Community: - 8

. Next, add’ a‘ll'\:he individual questionnaire ratings for each vfactta‘r.‘

and ‘divide by the number of questionnaires, then divide by thé number

‘ \ i - i ' ) v.-"., * ) t I .
dividual questionnaire ratings for Eommunity _ 1856 _ 18.56
Number of individual questionnaires . © 100 3'items

= 2,667

‘Thus, in thié.example',ﬁ ‘the school rating for community as it affects

students is 2.667. You must calculate a similar school, rating for

~all factors” separately for -the student and teacher questionnaires.

s ratings.to (normalized) scores that ca

This step is necessary for interpreting yoﬁg.‘.,sch&bl"s raﬁim'gs'., You
take your school's rating for each factor derived in the preceding

step, .and put it into the formula:.

X (your school's rating) - study mean

2 (s?andard sco?e) == o study standard deviation

¥ The mean and standard deviation values to be used for each factor
" are listed in the Appendix. They derive from previous studies on
" school climate, o S

NOTE: .It is ‘extréxﬁely important that you \;sé the right values in ‘
this formula. , - ,

. I.ét"s take the e'xmpi‘e' given above for:rating 2.667 for E:OMMUNITY
regarding school climate for schools. The values in the formula
‘would be: ) T o ' B )

’

g o $2:667) = 2.493 (£ron the Appendix)
0.603 (from the Appendix) ‘

1

2w 0.280 . e

g

‘ ':35. 

it
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n be compared:




S e

Obtaining the z value is only half’the step i calculating the'
normal score of a variable, howeVer. . e final step is to put

the 4 value into theaformula-

t (normal score) = z + 10 + 50

: . Remember,

N ~the normalized ratilk rd

o ‘ deviation of 10. 00. Calculate the normalized ratings for all the
variables in: the same way, and plot these values graphically as
shown in figures 1 and 2-.» L . N o

The same procedure oan be used to normalize school outcome measures,
sucii_asg -achievement: and attendarce. However, & school: would first
. have .to calculate its own means -and standard deviations for the .
entire student sample for each school outcome measure, and then .
, use. “these’, values in deriVing the 2 scores for each ‘student subgroup
L \~ T before. ‘converting - to t values. Done in this way, the t values for
L the school ‘outcome measures may also be plotted in graphic form as. e
' t g in«figures 1 ‘and 2._‘ ‘ . , :

SR ic} As school improvement teams analyze their Survey and school outcome
- results, they will discover that some findings merely confirm what is already . ,f

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 the f
fdctors to be investigated. In these figures, the gtudent climate ratings

and schobl outcome levels are shrvn by three racial categories “(i. e.. black,. y

o wnite, d other).

. N , . The schools represented in figures 1l and 2 show a=marked contrast.
: .- \.

The school in figure 1 is rated generally lowest by black students, whereasis

. the: school in figure 2 is rated generally lowest by white students.‘ The‘ .
: \

black students represented in figure 1 give particularly low ratings to.

lnvoIVement?,Egual Treatmentwwsroupings and Order. They al506score particu-’flfk

larly lowpin reading achievement, grade point ave'age, and attendance, but

o

score near the mean in sam scores and math achievement, and show low suspensions.

-, N ' -
" o \ . -

o d . .;.4”f'-:*' : .1]“367

g

i -
e




In contrast, wh1te students represented 1n flgure 2 generally rate the1r

school lowest, and lxke the black students in flgure l. they rate.nqual Treat-:

ment"low.ﬁ In contrast, they score low'on SAE s and math achzevement, yet

.« o

they show moderatelyvhzgh readlng achlevement andanear average grade po1nt

— .
. ’ -

‘averages. ,

There are many‘more slmilarlties and d1fferences 1n the rat1ngs/

g scores of the subgroups shown in fzgures l and 2. Addztzonal graphs can. be
devéloped for other subgroup breakdowns, such as by gender, socioeconomlc

: class, and other radial/ethnlc categor1es.

. The interpretatlon of a school's ratlngs and outcome scores\can

best be done by those famll.ar w;th the hxstory and unzque context of the

school. Puttzng all clues together and d1scover1ng patterns is a challenglng

* Y

task_of interpretatlon for the school merovement team that takes time and

-acquired sklll;

P

Step 7: . Develop a School.Improbement Plan g

By‘now, the school 1mprovement team should be 1n agreement about l_

-

the areas of thelr school“that requ;re 1mproveme~t.;-They should also be 1n '
agreement about factors that contrlbute to pOSlthe or negatlve ratlngs for -

each area.‘ 'I‘he next task is to bra:.nstorm :.deas for reinforcmg the pos:.t:.ve '

Y

features and 1mploving the less pos1t1ve features.

(‘.‘ iﬁh Bralnstorming as a techniquey encourages maxlmum pattzdzpatrbn by : ;'7”h
letting everyone explain{hisforjherjidgagﬁgpmﬁge;gly:ﬁégdre_gﬁ

ideas. Premature evaluatzon mlght silence some team members who have:the5w5

germs of good ideas.~ Excessive competitlon for acceptance of an 1dea by

the ‘team = excessive to the poxnt where the compeltzon becomes more 1mportant




than identifying 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. :' e
x,f Teams tend naturally to be. concerned ggly_With improVing areas that o

_receive the lowest ratings and to neglect the moderately and highly rated

'd areas is to

. are

< -

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 favorable,wwhich can also be reported to,:

the school community.. Done forthrightly, such an effort should help to

prepare school community members to accept the team ) improvement plan when

IR ,~it ks presented to them.

Prepare a brief (two- to three- page) statement of the'goals and -

action steps of your plan to be dxstributed in the school and at open meetings“

held to discuss the plan. MEmbers of the school improvement team can -ead

3 [ £ 3 ) - R
gl these discussions, accepting and recording reactions an suggestions and : L

further explaining the rationale behind the plan. bi;?n many good suggestions'

'are gene*ated by this procedure.. In conducting these meetings, team members‘

should avoid being too defensive in the face of criticism or succumbing to .

..i
h

- the temptation to ”hard sell" the plan. o

the team should discuss the reactions and

After the open meetings,

it f%els that reVision is warranted

‘ The reVised plan should be written and presented to the established school 'ifi?};’g

the student and teacher
' ’ )

groups for approval and support--at a minimum,

' associations and the sohool administration. ’ :
TR L S




‘~lTo be =uccessful, then, the school 1mprovement team should.

T ,"f*.[ T. nform ‘the 'school members of the survey and school outcome results'
3 s ~and of the efforts of the school improvement team to develop 1mprove-.f
LT irlent “plams. - - - S
s e - . / o o E

.‘jérainstqrm alternat Ve ways of reinforcing highly rated factors and e
: improv1ng the less,favorable rated factors. L : o

"*{ — T Decide on whicZ/Alternatives to follow, based on the team's estimate
: of its relativ chances of success. : L : :

o : ‘e Develop a written plan, in draft, that briefly describes the school
' ' ~1mprove:::t/goals and action steps. - , : .

+ Revise

draft -plan based on reactions and suggestions of school
member? i

open public meetings to discuss the plan.

1

Step 8; »Implement the'School Improvement Plan
. N\ .\\" o -

\ . D .

PE

;g»” ". ]7 Improvement plans can be as- elaborate or as simple as the team feels

1t is trying to promote. Whether elab rete or: simple, 1mprovement plans must

be specific about peOple and times. Thus improvement plans must,be organized v

. / " to answer the follow;ng questions. B .
. i .

'.' What? This comes first, of course, and it is a list of the improve-
‘ments selected. R . o . )
C N ‘ ﬁ_,/wﬁﬂﬁ

e 'Who? The team should look carefully at the skillls and:energies of .
~~ 1ts own members firsty It may want-to add members who possess special
PR ~ ... implementation skills (like handling. conflict in groups) Some

5 o original members may want to drop off the team. In 'any.event, the

' - . 'team will need to look carefully throughout the school community
- ‘ for 1ndivuduals who can help it to implement the 1mprovements selected.
‘ ' It is-also essential to provide adequatg’time for people who were not

... part of" the'original team to become familiar w1th the goals, personnel, R

:and style of the core team. j,v- o s, S ;p- v_ o T

. When? "Thig ' is the f1rst maJor ‘test. of commitment to the team' s. plan.
“If team membérS“r”sist‘spectfic*work*ﬂeadlrnes—~the—team*sheulé~ver;
o carefully ‘consider the reasons for resistance. Unless the- team is
R L [ .fully committed to the plan, it cannot expeét others to pecome in=-
P 5'/ ' volVed and committed. .f N , o :
- - o Lo S

. ;.l,:, o RS ——

.M,:l.t_mﬁ }e,t;-;”_v ‘f'*f_'”[’f”‘"*. 39




. T
".. who w;ll be resggnsihle to whon? First. within the team: Is the .
. leader of the team the person respons;bie for checking on the progress
of indivzdual members? Or is some other member appointed to fill - ‘
that function? Or does the’ group. divide into small suhgroups for .
: specific tasks, each with a task leader: - Second. outside the team: )
‘When. does the team report to the school commnnity or to the individual
‘or group’that originally set it in motion? ' :

“j>> R Repgrting? How wxll the team report its progress--internally and ,
‘ externally? Some suggestions include- regularly scheduled show-and-

4 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 1nvolved in other school affairs. every mgeting will be a ;~
Jor effort. and checking progress may become .a sore subject. But

if reporting is not regular and is not subjected to’ hardheaded question-

ing, the team will neither improve its own performance not enlist the N

support of ‘the larger community. R o I

v,

- Step 9: . gvaluate;the*gffort‘s’Impact'on the School . ' ?_5l-,vfff‘n :

‘ Whether your school inproyes as auresult;of_inplementing;the‘tean's
plans can he determined in several ways.i ﬁo natter uhat method of'eValuation
< is selected. every°effort should be made to tailor it’to thefspecificvgoals’
of the improvement plan. f | . ‘ |
One way to evaluate the impact of the effott is to readminister the
| - same questionnaire used in collecting assessment data to the same or to'
different people 6 to 12 months after the improvement plan has been 1nit1ated._
. By comparing the two sets of ratings. changes in. people s perceptions can be
| guaged.- This can he done hy simple inspection or by statistical analysis of )

the results. if tnis resource 1s available to-. your team. Questionnaire re~

3z -

.f: administration is the more precise way of guaging impact if your 1mproveme t 'sflfj;,

S

Y

plan is based on the factors measured by the questionnaire._ ''''' anaIysis or '

schoéi'outcome data w;ll usually require l to 2 years (or more) to reflect ,o'

- fiﬁproyEﬁen%!*nadei';




. increaszng dazly student attendance to. improve the level of challenge pre--'

| measure of the‘levels of student challenge.~

'-fintervxews and observatlons, it would be better to evaluate 1ts 1mpact by~a

L new round of 1nterviews and observatzons.f For example, if your plan 1ncluded'

vsented to students, attendance trends would be charted along ‘with some

If the improvement plan 1s based more on- refznements gazned through{f”

P

'satisfzed wath the improvements made in the school, the effort mlght be

"'vvhalted for a year or two. once such an effort is abandoned, however, 1t

e

515 easzly forgotten. The ‘team may consxder cycllng back to step 1 and

'fto br;nq a frg sh look and ‘new energy to the cd?fxderable tasks 1nvolved. B

: If the school 1mprovement team and the school communzty are

Y {

,.‘ i N

makzng the assessment and 1mprovemen€ of these school factors a contrnuous

W; process.. Nothzng remaxns statxc, espec;ally in organxzatxons lxke schools

_that have a substant;al turnover in thext membersth.. conszstent w;th th1s

_ . , v o 'Q
turnover,,zt is; recommended that a new schoo merovement team be formed 3" 3 C
. \, , R

[ 4 «,I 4 ©
’ . .
“a L 4 o - ) . . ot
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’ Append:,x A " Survey 'Questionnaire;, ztem-to-Vanable Assignmentsf S
s and Item Polarities of the Home and School Clmate Sections . '
WL and Vari.the Means and Standard Deviations B

. HOME CLINATE ¢ ssnormw

P:.nel Survey Draft
April, 1981

-]

“ mwr:ousmvs
o ';n Sense of Cohes:.venen i

o 'l, .'My f.amily has a lot of fun tigether.
my fam:i.ly get ifong with elch_'ﬁhe_thTWE

R 14. "'rhe people in
- 27. ;.My home is a friendly place to owe baok to every day. SR

| “- 40. It sSeenms li.ke the people in my f.am:;ly are alwaYs f.ind:.ng fault with me.
' "ﬂl —- '-i. o It's herd for me to talk to other members of my fam.ly. '_ T
1 /

‘f——;_lS.l- "The other me.m‘oers of my fam:.ly don't really understand me.

_285' ‘When I get in trouble I oan d:.souss it w:.th members of my family. .

'l ‘41. I ecan talk easily to the members of my fam:.ly. T " 6&

'c. Involvement

s 3'." 0£ten the members of my ‘family go out together.

— 16. 'l‘he members of my family do very few th:.ngs together. o
i ,29_. Everyone in my fama.ly,helps to take oare of the house. -

S | '42: ‘The “‘e‘“bers °f mY famllv ennoy play:.ng games together., R e
" Dp. Et hm.c:.t R ' B S - / : :
., D. Ethnicity o Py

S 4, l know . quite a bit about my/ fam;.ly [] roots.

L — l7. 'l'he older members of my tanily tell us very 1:.ttle about the fam:‘fly"ﬂs -roots'.

l:.kes me to be fri.ends w:.th k:.ds who have the same roots we haye. . :

~ ; ‘
. PR P

R 3q." My family

7...:

g ,4 1 feel proud to tell peoplo about my fanu.ly s roots. ‘ ::' BB T

E. Emty_ and E‘aot:.one Do DR } o
\ ) - -

- 5. When thero s a ﬁght in my famly, :I: usually get blamed for it. o
at n\y house yell at me when I hoven't done anyth:.ng wrong. 3

B e SONE [IRE - e _

= 31. When something goes wrong in our femi.ly, the same person usually gets blamed. .

1

~"'T‘f 4. Hy family expects_ too muoh o£ me for a person my age. -

L e AT




PERSONAL DEVEIDPMENT

- . chool Learni g“ |
'A '6'.‘ My fam.ly would be upset i.f :I: got bad graaes. .

-

189. uy fami.ly would be upset :I.f I got into trouble in school o f“' 3 '

" 32. The people :l.n ny family keep after me to study a’lot.

-

45, Hy parents encourage me to do extra th.mgs at school, li.ke musi.c, OB
sports, and clubs. : ~ , , e

B Out-of-Sehool Learn g

7. My family encourages me to read a lot when . I'm not- at school.
. 26.‘ : 'rhe people i.n my fami.ly seldom teach me how to do nevw th:mgs around the house..

- 33, 'l‘he people at my-. house want me to ask them quest:.ons when I don't understand ‘
~ ' something, L , : o .

’ . 46." The people i.n my fam:.ly think i.t s mportant to have acti.vi.t:.es or hobbi.es -
V : outside of school. : o

S C. A sg:.rat:.ohs a.nd Ident:.tx -‘ L o ‘ S
8. 'rhe people in my house th:mk i.t [ :unportant for me to go to college. 4

2. I have a pretty good :l.dea of what I want to do after school.  °

\

- ]
34, I know I must do Well in schoal :.f I am to do well i.n li.fe.

1

‘== 47. . The other members of my fam.ily are-not vez'y :.nterested in what k:.nd X
- of work I will do when I grow up. ‘ Y 4 S

. C. Maturity < _' c
-- 9. My family tries to protect me too much. ; e

: '22.‘ "l‘he other members of my £ami.ly feel :|.t‘s all r:.ght for me to be alone
'in the house. .

: 35 Hy fam:.ly allows me to :\uke my o/wn dec:.s:.ons about what clothes to wear.‘_ . B

} 48 uy fami.ly has rulcs nbou‘k\ when I have to be home. .

- PSR




, lwonsaumwzou R R - i
- A, Dealing With Problems SR A L o

SR —- 10. You qan never sE to fi.nd anyth:.ng when you need :.t at my house.

A‘-"_' . 23. If something br at ny house, 1t is f:.xed or- replaoed qu:.ckly.-

;; ,A 36. va we re hawing visitorl to our house, everyth;n is ready when they arrive.'
; 4' 44-49., At my house ue,fxght a lot about what TV progr' o watch. v'
- B. Structure e . - /'f/! : - “
. '” . .ll: My fam;ly has clear rules for everyone. o /ﬂlj"_ ;
;Qr":;f -—-24. ;I,am allowed to watoh ™V whenever I want to.(/i .-
?‘ _— .ff'37. At home I am allowed to watch any TV program’l want to. e
- 50. At meals, we ell have to wai% untéil everyone is served before begznnzng
toeat.‘ R ;o S | )
c. Influence ;»r AP .Zf'» sy //j'f © - |
——«12. It s very hard to change tﬁe way my/famzly does anythxng._;
' ’}hh i}'2§. The members orﬂmy fam ly usuallymeocept 1deas from each other.”
38.; The other people i Amy fam;ly seem very interested in my wishes and 1deas.
| 5l i 1 can’ thznk of sgé?ral times when I was able to help make’ an 1mportant ,
family“aeeisxon/ . _ :
| - De External Relatzons '
| .13. People come to members of my fam;ly for advice about the;r problems.
. _*»'——.26.' My family keeps mostly to 1tself. | | '

}39."Nezghbors and relatzves are always comzng and go;ng at our house.

-§2. ~Scmeone from my family 1s always aot;ve in the Parent-Teachers Assoczatxon
R (PTA) at my school. : S ‘ L

Sl e T e
. : s LT e

44




NS
i '¢.A Doma;n, Va:zable, and Item Statxstxcs fo: the 1977 Student School c11mate\\\

Quest;onna;:e ‘

2\

;i_ifimscaeo:; cumg nouam ous - nsz.anousa:ps

V L Relationshxps 1nvo1ve feelings and opxnxons about how students, teachers,
'.;adminxstzators and pa:ents get along with and suppo:t one anothe:.- Relat;onsthSf
‘include the followanq va::apleg and questionnax:e.xtems- S S ,/54

-
e
s

A COMMUﬁiTY:; Pe:cept;ons of the level of f:;endsh;p and mutual support scHool

members - feel toward each other. - : v T
’ o - ». ’ " CoL . . : V_ . \\\;\ ;’f'/,‘
_MEAN VARIANCE ' VARIABLE* DOMAIN** s S .
2.41 .74 '5 .53, 42 1. Students would rather be in this school
B L ' ~ than in any -other school. . ' IR
' 2.61 -90 .63 ‘ .51 , . d14. ThHe students here have a lot of school f
, : T L .. spirit. - .
©'2:80 - .65 | .59 T .48 '27. People in this school only look out for
ST T e e T X o - themselves. ‘
2.79 .76 .60 .46 . 40. If I walked a:ound school all day £ee11ng
' N ' ‘ : ' - bad about someth;ng, nobody would even
notice.
’_e{ - B. ACCESSIgILITY'AnD RECEPTiVIT!- Pe:cept;ons ‘of the avaxlabxlxty and openness of
o . S 'school members to oonve:satxon and assistance
. about concerns.’ .
'  1TEM/ - ITEM/ ‘ - B
" MEAN VARIANCE YARIABLB* DOMAIN®* R '
2.56 '.10 B .64 s +53 2., You can get good advioe in this school
: ' e FO : AR . when you need it. t
"~ 2.80 .66 .. 64 .53 . 15. People here make you feel that you'ze |, .
. S S ‘ ) . wasting time when you ask for help. ‘
1.96 .81 .49 .46 * . 28. S5tudents seldom talk to the p:xnozpal
I Ty S PRI unless they're in trouble. * -
Axei,,~32L66,«’;,;sq ;7;;31553n o .56 . 41, Most pecple here wxll take enough time
T v e "w‘ztzrto lzsten. ;jua W AT S
.,"fj o . : : Lo ~-v.~ - S
¥
g L3
; Correlation of item with variable. .
* Correlation of item with domain.




\ m Perceptions of/ the extent of school members' :.ntef:est and
gartic:.pat;on {i.n learn:.ng. social, and other schoofl. activities.

-~

| MEAN NARTANCE VARIABLE* DOMAIN®* .
T 2.2 .67 .56 . .43 . " 3. on most days I. 100k forward to my
N L R o . classes..
TN 2/i16 = .88 .59 . .44 . . 1l6. Most udents here would be;}upset if they.
o ‘ e . R came to\school and tound a :I.ot of equip-
: ‘ ' — — ment destrdyed. o
) 2.07 .68 .61 .47 29. Many students here would prefer to —avo g
| ey _ S o . scheol. v
2.29 - .62 .50 '.39’ " 42. Few students who re able to stay after

L4 1

school sver do. ,

o ' E:QUAL TREATMENT. Perceptions o£ Ehe un:.f.orm.ty of school members’ opportunit:.es .
and trea.tment in the. schoo:l.. . ,

. rmu/ 1TE " : » S
uzm VARIANCE VARIASLEY DO m“ |
33 .60 .46 ' 4. Studentd here get the-marks they eamn, -

2 69
. .68 .53 . .40 ' 17. Only the smarter students ever get the
Co ' ' G- best feachers. . A
.61 .58 30. Students in th scheol aze treated l
‘ - R . fairly. 7‘ :
T .31 43, Certain groups-of studé in this

school are looked déwn on.

; / Lo

E. GRO IRINGS : ‘Perception _the extent hich group. memb rship is a positive
' AN or negat:.ve oxp rience in e school. oL

e o ~_'V-ITEM/ ' ITEM/ \
'MEAN VARIANCE - VARIABLE® DOMAIN** \

.52 .14

Lo

-

i ‘ofaqrou“ .
i8. You need/to b :I.n a group to be lz.ked

; group in this s hool.
- Pecple () here tend to la.bel you by the




s uoor.. cum'm DOMAIN TWO -- PERSONAL nnszopmm'r

Personal development 1nvolves feellngs and opznzons ahout the dlLECthnS and

'condltlons of learnzng in the school.f Pe:sonal development lncludes the follow;ng

PR

‘variables and: quest;onna;:e items:
. o e . : [

A. :LEARNING QBfEﬁTATION:"~Pe:ceptzons of the extent to which lea:nzng and ~ -¢15
o , o - aequiring. academic, vocat;onal. and 1nterpersonal -
: sk;lls are emphas;zed in the school.

. ———TEM/——TTEW/—
VEAN' VARIANCE VARIABLE* DOMAIN**

'

218 .81 .51 .39 . 6. Learning is more lmportant than marks in -
o ~ : L " this school. :
IS 2.74 - .72 %70 - .60, . " 19. .Students here learn many things that will
[ "’ be. useful to them after they leave this
Ll o ‘ ‘school. :
T 2.58 - .50 .65 .63 . 32.  When you come to this school you learn
. o . “ a lot. | -
. 2.51 Y S .85 .45 '45. - This school teaches you how to deal with
R i ) ; ' . . N fﬁall klnds of people. ,
\\\ B. ,EXPRESSIVEﬂéSs= Percept;ons of the extent of orzgznalzty, and open express;on
’ 5 S - -of 1deas and feelangs among school membexrs. ‘
o, TrEM,  TTEW/ '
e MEAN VARIANCE VHRIABLE*‘ DOMAIN**
P = R : S :
2 58 ,.m_,so .62 .46 7. Stu ,are encouraged o discuss their
[ . o : .. own ideas freely in classes.
'-2 77 : ..69'3,_ . «585. ~ .37 . 20. People in this school are af:aid to.
, - . - ) = . speak ut. " . oo :
2.59 .62 . .56 T .44 33. Students can be themselves in thzs school. el
2.31 -.66. - 60 r .60 .  46. Learning is enJoyable in thls school.
: O o , /

' ¢, GOAL DIRECTION.. Perceptlons of the extent to whlch school members unde:stand
: and accept what they are expected: to accomplish, and provldes

a framework for focus;ng thezrxefforts.

| el rrsu/ I'rz:u/" . E :
* N**‘ oo . i -
: MEAN vzmzmcz VARIABLB 'DOMBI L IR R
2,52.' .66 \ ~ ¢56 . ;45”M,H;;MWN§gM“No one reai]y knows the goals of th;s
. ’ . » . . C:hOO].. . e Iﬂ. ¢ 7
'2.65 .50 W.ﬂ4 ‘ - .66 21:. This school helps students to set goals
- - Lo _ for themselves. - . :
2.46 .56 .70 - .65 . '34. Most students’ feel that thls schcol helps'
‘ - T — ' them meet their own goals. .- _
L .44 <40 - 47.. Students often work against. what)tn;s

. 2.0 . .52
o - : f o school is trying to do.

47




s "Peroepcions-ot the level o£ difficulty of school members’ goals , 'fff'"

- and tasks. and the paoe ‘of effort :equ;:ed. ,
oW gy - ®v - BRI
:wuuaam* nomm“ S I e
. ’ ,:" ’ ' ‘ - &
b,‘67~ © .89 © ' 9. Students here do as lzttle as they have;v Sy
o e " fo. %
<46 t.18 L 22l This sohool doesn't demand enough f:om
o - the students.
87— —52— 35:—No one in this school tﬁ;ﬁks the work '
[ - " . is very important. .-
- .83 . .35 48. Most students work hard in this sohool
T ' . anly beforo *oses are ngen. o
,‘ , - ‘ A N
7_'scaoor. c:.nwm DOMAZN ma‘gz - om:zanon . T o ',

g | _Organizatien xnvoldes feelings and opxnions about the way the school ope:atcs.'
'f ‘ Vo:ganizatxon xnvolves thq ﬁéllowing va:iables and questxonnax:e 1tems- ' '

A. DEALING wITH PRDBLnMsgj Perocptxons of the oxtent,of identzfyxng. analyzxng, I
L4 and resolvxng sohool probloms uhen they arise. i . i

L W W :
w EA VARTANCE | VARIABLE® DOMAIN®* ' | ¥
2.67 -.GGv_” ‘~,i51. _ 31 10. ~Pooplo horo usually avoxd adm;ttan H

. ’ “that problems exist. - 1

2.69 .65 ., .52 .33 - '23. Students here talk oponiy about sohool )
L .- . problems. .

~-2>85 .66 "ff;59 . .87 3. 1In this school, nothxng is. bve: doqe '
NG oL T “>. about problems. =
2.30 .62 - .56 - .52 ~ 49." The same old problems are never solved o

xn thxs school.

e cxtont to whioh sohool :ules refleot establxshed}

B. ORDER: - Po:oeption: of th
: legal ‘procedures, and are noocptod by sohool members to maintain -

o favo:uble leazning condxt;ons. PR . : 3
L X zmw x'mu/ R
: mn smumzcz vmaa:.s' nomm“ R . |
R 2.90 .89 :'.75_1~ ' ~,-‘31f - 1l. Students know exaotly what will happan "
. S - .+ when'théy break a rule. LA |
o 2.42 88 . .83 .31 . 24 ‘School “rules are broken so. often eheg‘:o
R : - . " considered a joke. !
1 2,45 .75 . .s8. .59 . . 37. The school rules are fair and reascnable.,
2.63 . .S58 ‘ ,g.65 ‘ .46 = - 50. Everygpe undo:dhands the :ulos in this
S : , 1. S v sohool.»_. ,

PR DR SO Iy



" c;'vOPT;ONs; Perceptaon of the extent ‘of choices avaxlable to school memhers

regarding als, courses, levels of challenge. and social .
. cppartun1t1 s, for. example. :
' MEAN VARIANCE vman:.v* DO L
L2 52 .55 T .37 - 12.. The same students always end up '
N L ' - o together in the same classes.
. 2.73_ . .62 .69 25. This school has scmething to offer to
S S : ‘stiidents with many different interests.
g 3.03 = .48 e «59° - 38. st dents can choose to belong to many -
¢l . L o o ~ clubs and activities in this school.
; 3.05. .62 <50 .38. . . 'S1. Students here have very few chances

N, make Qew frxends.

-

D. INFLUENCE DISTRIBUTION: Perceptions of the extent o which school members
: . contribute to decisions regarding rules, p:ocedu:es,

f R S . . and options, fo: example. .
I'I'EM/ 'ITEM/ - o e
. MEAN VARIANCE VAP.IABLE" DOMAVIN**V ' o -
207 .72 . .62 .48 \13. Students hlep make the rules in this
i e school,
1.94 .78 .48 T .29 26. Students need petm;ssion to do almost
L o . anything in this school. -~ .
2.64 - .73 ©..60 ' .52 39. Students have little say ;n plannxng
: L - ' school activities. ' R
2.62 74 ’/463 . .56 +~.52. Student government has no pcwer in this
S o ' : : L ¢schocl. “ . .
. D B . '
| ‘ / . .
/’{ "
« o
o & £x
: )
':‘?!‘" 49 .
‘l
§ . . “ . .
. . ' .
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W

; ;va

‘ 'scnoon CLIMATE VARIABLES

=f“cOmmun1ty

'wAccessszlxty & Recept;vzty‘ oot
' . ‘Involvement . -/ e

j‘Equal Treatment

. Groupings . - °

Bearnzng*Orzenatzon o
Expressiveness.
Goal Direction

‘»Challenge

'Dealing With Problems
Order : '

,_'Options _ ‘
;_Influence azstrxbutxon

~.HOME CLIMATE VARIABLES

;Cohesxveness
.Cowmun;cat;ons o
"+ Involvement '
3Ethn1c1ty '
- Equity -
—gchoeol Leaxn;ng

Out-of-School Learning
Aspirations. .and Identzty
Maturity K

Dealing With Problems

. Structure -

Influence -
Extetnal Re&atzons

e e

N CESESENESENEN AN NSRS NS )
..
HyooUuOUIUI O D O UL b ’

o * e

3.01
2.86
2,93

AJ,2;63._
.-.3.00
12.90

3.13

2.86
2.82

2.34
2.65

2.48

VAEONONN BEIVLIWOD

.85

.51

.50 -

.52
.83 ¢
052 Yy

.49

.48
- l50 .

.53
.50

.54

.60
.66

. ’v.‘."sa o
.54

.64

.54 .
.83

.53

.43

.53
.53
.52

a9 "




