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, FOREWORD : s

The report is presented in three ¢olumes. Volume I introduces. the
study; explains its purposes and methods; presents a cross-case analysis
of ethnographies on five racial/ethnic groups; reports on a questionnaire
survey which builds on the ethnographies; and offers overall conclusions
and implications for improved practice and future research. Volume II
consists of the complete ethnographies of the five groups studied.
Volume III, "A Practitioners' Guide For Achieving Equity In Multicultural
Schools" summarizes the study findings, and presents a step-by-step process
for multicultural school improvement.

Because this effort builds on prior work, it is not possible to
adequately acknowledge here the many individuals who contributed indirectly
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 Investigator) directed the ethnographic
~ study, supervised field staff, edited the fieldworkers' case writeups,

and is the author of the introduction to the ethnographies and the cross-
case analysis. Herbert J. Walberg (Co-Principal Investigator) conducted
the survey data analyses with myself (Principal Investigator 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. Lightfoot (Co-Principal
Investigator) participatgd in critical conceptual, methodological, and
interpretive phases of the study. Marjorie H. O'Reilly (Survey Coordinator)
managed the survey questionnaire administration and data feedback to

the participating schools. Marjorie K. Madoff administered the pilot
testing of the survey questionnaire, and participated in its development.
The fieldstaff for the ethnographic component, and the subjects of their’
case writeups are: Karen and Lester Holtzblatt; Jewish-American; Margaret
McDonough and Pierce Butler, Irish-American; Seda;yaghoubian and Ara
Ghazarigns, Armenian-American; Nancy Marshall andﬁgark 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. .

Special recognition 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 specialities, I take
full responsibility for any errors or misinterpretations of the complete
study, beyond the sections of the report which 1 personally authored
and edited.

Wwilliam J. Genova
Principal Investigator and

study Director
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This two-year study which began in August, 1979, was undertaken _ )
to explore how school and home "climates" might possibly -interact to
affect the learning and behavior of students of diverse racial/ethnic,
' national origin, gender, and socioeconomic backgrounds. 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 effects--congruities 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: _ o

1. 1Inequity 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. sSome schools are more equitable 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. .Schools vary more than homes--adolescents who identify with

particular racial/ethnic groups describe their home climates
" with striking similarity, yet markedly differently from other

. racial/ethnic groups. 1In 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 their 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/ethnic, socio~
economic class, or gender groups.

5. Home-school discrepancies affect school outcomes~--for particular
. racial/ethnic 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 cases. For the remaining
27% of the discrepancies, negative school outcomes~emerge
s (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 meaningful patterns for any
particular sub-group across schools.

»
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. MULTICULTURAL SCHOOLING

R

This study is concerned with multicultural schooling~--with teaching,
learning, and social development in schools which serve etudents from varying
racial/ethnic and national origin backgrounds.’ Histo;ically, the democratic -
ideal of equal educational opportunity or equal educational attainment for all
groﬁps regardless of their racial/ethnic and eational origin backgrounds has
remained more aspiration than fact. - Despite apparent gains in equi;f in America
especially in the éastthO decades, differential educatiqnel attainment remains
among many minority and ﬁajority groups.

Many reasons have been put farth to explain this pervasive and con-
tinuing inequity. Some have argued that inequity ds structured into the very
fabric ef'industrialized competitive societies, and that echools serve.merely
to sort, iabel, and c;edential students for the ﬁarketplace according to existing
differences, i.e., to perpetuate ineéuity. Others view minoriey/poor students
as inherently deficient or inferior, thus making a pessimistic or fatalistic
appraisal of their chances of success even with school reform. -This study is
rooted in a cultural differences perspective~--a view that differential school
success is'best explained by differences in language, customs, values, norms,

and attitudes which are characteristically associated with certain racial/ethnic,

national origin, socioeconomic, and gender groups.

. THE ROLE OF SCHOOL AND HOME "Cﬁ}MATES"

| Schools tend to refiect the values, norms, and attitudes of the 6ain-
stream culture. In Americen schools, the mainstream culture has largely reflected
the white, middle-class, Protestant work ethic--emphasizing, for example, self-
coﬁtrol, subordination to authority, work achievement, punctuality, and order.

students from different racial and ethnic groups come from homes that may or

may not stress these norms. Thus, culture and language differences among pre-




dominantly inglo school staff, and Italian, Chicano, Puerto Rican, Portuguese,
Asian, Indian, Biéck and other racial/ethnic groups, can establish certain
- discrepancies beéween ghe Bome and the school with largely unexplored consequences.

This two-year study, which began in August, 1979, waé undertaken
to explore how school and home "climates® might possibly interact to affect
the learning.and‘behavior of students of diverse racial/ethnic, national origin,
gender, apd socioeconomicAbackground. By school climate and home climate
we refer to such psychological/social factqrs as the extent of involvement,
expressiveness, goal direction, challenge, and orde;, which charécterize such
environments. Prior research has décumented separate. school ciimate apd home
climate gffects on s£udent learning and behavior. In this study we set out
to explore possibie interaction effects--congruities and inéongfuities between
such schabl climate and home climate factors, which may stimulate or frustrate
learning and‘acceptable/productive behaviors in the school éetting.

. ‘e

For students whose school and home climates both show similar patterns
régarding the same factors (e.g., high school and home involvemenﬁ, rewards
for expressiveneés in school and home, etc.), the school and home climates-
are described here as congruent (coinciding,- in agreement;‘alike).' For students
whose school and home climates are different (e.g.j high school involvement
and expressiveness vs. low home involvement and expressiveness, etc.), their
school and home climates ére‘described as incongruent (at variance, conflicting,
different). Little is'known concerning which congruities and incongruitieé between
school and home environments might promote, and which—ﬁight be counterproductivg

to, student learning and behavior.

. STUDY DESIGN AND METHODOLOGY

~In the first phase of the study we assigned five male/female field~

worker teams to five (similar) racial/ethnic student groups--Armenian,




Irish, Jewish, Portuguese, and West Indian. The fieldworkers recruited male
and female seventh érade'students to interview and observe, fron‘four schools
"in four different communities which agreea to cooperate. Jewish "students
were recruited through t;o synaéogﬂes, as the two school systems approached
were unwilling to "sinble out" any particular group of students ror study.

- The fieldworkers were given two major tasks. First, they were to
participate in the development of a home climate questionnaire based on their
understandingtof how their student-subjects characterize their homes. To
focus their work we retiewed with them our already developed school climate
questionnaire, which we hoped to parailel_in the home‘climate éuestionnaire.
Their second task was to write ethnographies for their respective groups--

. case 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. We pilot tested and refined the
instrument with the“help'of 155 students, performing statistical analyses
of their responses and also eliciting their suggestions for improving it.
We tnen administered the questionnaire to all seventh ano eighth grade students
in six racially/ethnically mixed middle schools in five different cOmmunities

(N = 1,290 students).

' . SUMMARY OF FINDINGS

in the ethnographic. component of the study, which came first, our
focus was on the home climates of five  racial/ethnic groups. For each group
the adolescent (and parents) studied were found to perceive their home climates

in similar ways. 1In addition, their modal perceptions of our thirteen home
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climate variables differ dramatically and systematically group by group. Given
theseé sharp differences in home climates, we predicted liow certain groups

would rate their home climates if they completed the home ¢(limate questionnaire,
and we speculated on optimal school climates for children from each group. ’

Racial/ethnic group differences in home climate perceptions were
[ el ° :
found in the questionnaire survey results for seven of thirteen variables

(with results for‘two more variables approaching significance). Though confirming

.

our hypotheses, these differences are less dramatic than those found in the
ethnographic component. Similarly, there are correspondences between the (ethnographic)

predicted and (survey) home climate rating§ in only one-third of the cases ' v

where the racial/ethnic groups in the samples coincide. - These disparities

are understanda&ie given the limitations of the four-item-per-variable scales

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

a9
- @

4 . - 2% : :
possible in the ethnographies. However, the survey results also indicate that

-

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

- S

communities show a fairly consistent 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 racigl/eghnic grbup,

k)
* .

in terms of their "primary roots", -share common racial/ethnic perceptions of
their homes. )

The same cannot be gaid for the home climates of different socio-
economic class and gender group5.4 By class and gender there is much more within
group ‘variation than between group variation. This suggests'that families
in each socioeconomic class vary across the spectrum 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 differenf.
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.The prediction frog the ethnographies of racieiie;hnic group differ-

ences in school outcome levels is aIso confirmed by the questionnaire survey
results. For the ten largest‘“groups1 there are. significant differences in
days absent, (standardized) readiﬁg achievement, grade point averages, and
teacher academie and social ratings (but not in suspensions). However, many

of the school outcome levels of particular groups vary significantly, as do

-~
2

their school climate ratings, according to the school they attend. 1In addition,

students of the same racial/ethnic group‘wqb‘attehd different schools vary
significantly in certain outcome levels, and in their ratings of their school

climate. Such inter-school contrasts actually overshadow student racial/ethnic

! . . . ' ¥ ¢
- (and socioeconomic, class, and gender) differences in school outcome 1eve1s~

‘and school climate ratings.
—_ .
In analyzing relationships among the (survey) home and school climate
ratings and school outcome levels, the statistical significance and magnitude
" of the correlations are highest for independent home and school effects oh
school outcomes (thus supporting prior research). However, the results also

show some hqme-school climate-discrepancies correlated with certain school

outcpmeﬁlevels within the ten largest racial/ethnic groups in the sample.

; . -4
For example, the highest correlation (.60**, or 36% of the variance) indicates

that far Armenian students, significantly higher school Community than home
by .

Community are related to higher reading achievement. Actually, of the 64

[y

home/school discrepancies significantly correlated with school outcomes, 47 -
(73s) are associatedswith positive school outcomes (e.g., lower absence, higher
achievement), when the school is rated higher than the home. For the remaining

17 (of 64, or 27%), negative schoolpoutcomes emerge (e.g., higher absence,

v

1Armenian, Black, American, Portuguese, French, British, Irish,
Greek, Irish-Italian.

[}
.
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léwer achievement) where the school is rated higher than the home.

. CONCLUSIONS AND IMPLICATIONS DRAWN

[

To summarize, the major conclusions of the study are:

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). '

" Some schools are more equitable than other schools--many of the
School outcome levels for particular racial/ethnic (and class and
gender) grépps vary significantly, as do their ratings of their school
climated, according to which school they attend.

. Schools vary more than homes--adolescents who identify with parti-
cular racial/ethnic groups describe their home climates with striking
similarity, yet markedly differently from other 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 socioeconomic class and gender groups,
students' ratings of their school climates vary. much more than their
ratings of their home climates. o :

Schools and homes both affect school outcome--the statistical signifi-
cance and magnitude of the correlations are highest for independent .
home-clipate and school-climate effects on school outcomes for all
students, irrespective of racial/ethnic, socioeconomic class, and
gender groups. o ‘ . —

Home-school discrepancies affect school outcomes--for particular
Tacial/ethnic groups who rate their school climates higher than
their home climates‘onlspecific variables, such "discrepancies"

are correlated with positive school outcomes (e.g., lower absence
and higher achievement) in 73% of such cases. For the remaining

27% of the discrepancies, negative school .outcomes emerge (e.qg.,
higher absence, lower achié-ement) when the school is rated higher
than the home. Though significant, these correlates are modest
and varied, showing few .eaningful patterns for any particular sub-
group across schools. ! - - K\\

»

Conclusions 1, 2, and 4 are the least surprising to ué, as they

-

) "
confirm prior refearch 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~climate§ depicted by

particular racial/ethnic groups, the sharp contrasts which characterize the
. % » .

6




home climates of different raclal/ethnlc groups and the large w1th1n group
variation which suggests that a full range of home-life quality is experlencea
by adolescents ac:oss socioeconomic class and gender groups.

'Our biggest surprise is in Conclusion 5, for wthh our data are

least certain, but more tantalizing. We did expect to find home-school discrepancy
o~
effects on schﬂol outcomes, and even though we challenged a common blas whlch

assumes that 'all such discrep~ncies are inherently counter—productlve, we
. J
a are surprised-at the direction and ext t Sf“pqsitive discrepancy effects '
- A \ ° .
that we found. To repeat, in approximately three%fourths of the cases in wbili

e el

< P
\\\bthe school 1s rated higher than‘the/home on partlcular variables, =uch discrepancies

are significantly correlated with positive school outcomes.

«,;/
rmea . >

. This 511‘5"5?-'51‘-"s that if school climate levels are kept hlgh on all

diménsions, students from home climates with less Challenge, less Structure,
< \ - ’ [
less Cohesiveness, étc., may actually be stimulated by the resulting discrepancies,

. .

in-most cases to higher ‘levels of learning and social development, regardless . -

. . b Yo - .
v of racial/ethnic, sbcloeconomlc class, or gender group. At the same time,
> o -

¥

however, schools must be sensitive to the :possibility that for partlcu .ar

groups, higher school than-~home cllmates on partlcular varlables may work

-

against learning and social development. For example, students from homes
. ~ ' b
with low Involvement and low Inflhence may need special assistance and counseling
in respondiné positively to a school environment of high student Involvement
and Influence. s ) . ’ _ ;
, -

Given the absence of clear patterns for particular raciaf/ethnic * \

(of class or gender) groups in either the number of direction of home-school
1 S

discrepancy effects, we wonder if distinctive digcrepancy patterns might emerge
) » : h

if studied in specific schools. We_did find differential school effects in

school outcomes and school climate according to students'! race/ethnigity,

? : ’ . . . . o

-
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class, and gender. - Thus, it may be reasonable to expect similar school-specific

-
’

patterns in home=school discrepancy effects *for particular racial/ethnic,
class, and gender groups. Unfortunately., the samplé sizes matched'fdr student -~

’ : .

background, home climate, séhﬁﬁTﬂZIimate, ané school outcome ddta,ére.tog
small for such % school-by-schocl analysis by specific sub-gfaups. g ;

-

Limitations, qualifjcations, and speculationé&aside, even a con- .,
. . J . [

- s 3 -
servative interpretation of the study résults, which confirm priof resedrch,
C e . ' L .

suggest that general school climate improvement'willbbenefit most students
irrespedtﬁve of their backgrounds. The same can e said/of home climate improve-

ment, but as we stated at the outset our focus as 1ntervent10n1sts is on improving.

ch&‘ *

‘conditions for learnlng in schools. The dthical and procedural dilemmas of

intervention in homes are sufficiently soberlng that we wish to make no

.

We do advocate, however, that while schools striYg\to improve their

.

climates for all students, that:they sharpen their awareness of possible homz-

school discreﬁancies*which may inhibit'learning and social development for

particular students.' Such scrutiny can begin with the staff sharing of experiences

and insights, or with a student survey similar ,to that conducted in this study.

'
7]

In our experlence, the student sqrvey is the preferred beginning because the

data it can produce stand a better chance® of penetrathg the ve11s of myth

and taboo which often shroud questlonlng_of_sub-group differences in schools:

they are often denied, and seldom discussed.

y -~

‘The slmplest way to measure school climate, and to investigate possiblé’

sub-group 1neg;1t1es, would be to adnlnzster a school cllmate questionnaire

\
plus selected student background questions, such as race/ethn1¢ity, socioeconomic

-

class and gender items. In the analysis the overall student ratings for the v

-~

school climate variables could be broken dawn by these student background

v
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characteristics. Similarly, important school outcome measures such as absences,

suspénsions, achievement test scores, grade point'averages, etc., could also

a

be broken down'by the same student background charaoteristics.'

By inspection, relatively low school outcome levels and school climate

A

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

\\‘ where they exist. If such inequities are fouhd the next step beyond general

A
8 <

\\ school climate lmprovement (where warranted from® the data) would be a second-
) u \ °

level investigation based primarily on experiencg "and insight. To broaden
: ' WL

. such scrutiny and to- insure follow-up action we»advooate the use of one or
more (10-15 member) student-staff-parept improvement team(s) to manage the
entire process. , A\

. For example, suppose that a student-staff-parent impré%ement team
administered a student school—cllmate/school outcome survey in a school, and
found that of ten racial/ethnic groups compr1s1ng the student body, two systematl—

cally show the lowest school outcome levels and school climate ratlngs. Viewing

‘

this asAinequity of attainment and satisfaction, the next issue to- be addressed
o h : 5

-

is posslble nnequlty of opportunity for these two groups. In the absence

h o% any precise methodology from this or other stud1es (e g., ethnic- d1screpancy
,1:a analysls of the surve; results with home climate ratings), the investigation
' would :gxt proceed via dlscusslons among the team and student, parent, and
other representatlves of the sub- -groups in guestlon. Iif skillfully managed,
- V such discussions often can proceed through predictable stages such as venting‘

frustrations, circular blamlng, denlal, and ratlonalxzatlon——to mutual problem-

solving. From here, the course of events willabe highly site-specific, ranging

¥,

from effective to ineffective diggnosis/actidh,

N
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