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PREFACE.

0

The emergency School Assistance Program (ESAP) provided finncittl

-aid to schools during 1970-1971 and 1.971-1972 to help theMin the pro-

cess of achieving "successful desegregation.-", The original evaluation

othe program's effeet,.in the second year, indicated that black male

1pth graders in schools receiving the emergency aid did significantly

; better on a test of academic performance 40an did similar students in

'
unfunded com.parison'schools. No progfam effects were reported for other"

groups of student$: '10th grade -black females, 10th grade whites (both

sexes); and 5th grilders(allF four race-sex groups)...

The analysig reported heresis an attempt to apcount for the progtamr
effect on black males: Could We effect be better.explained by what the

.

choels did with ESAP money or by- changes brought,about in the attitudes

an behavior of students of teachers?

The National Advisory Council on Equality of Educational Opportunity

(NACEE0)- asked the Office of Educkation to pursue this-intere$ting result

-with the aim of finding any useful information about the operation cif"

ESAA, the. successor to ESAP, which th,e. council monitored. °The National

Council knew that this secondary analysis would ge.exploratory, not

confirmatory,in nature. This orientation is 'reflected id all stages of

the work; the'aim is to search for clues, not. clear-cut certainties,

abd9t the existence and °causes of program success.
ar

The Office of Education contracted with Rand for.the task of re- .

analysis. The work has been reported in two parts. The first ruevillu

ated the finding that ESAP resulted in better performance for black male
..

students. The second, reported here, seeks to explain how this effect
.4

.

4., came about..
. ° :
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SUMMARY'
of.

4, At a time when many schoo ls in the southern states were going 'IF

through die transition fi.oril segregated to desegregated' s'Catus, the
,

, federal government initiated the Emergency SchoolAssistance Program
#

(ESAP.) to help them,through a difficult phase. The program supplied

financial
"

n aisChe nc to target-schools, which, on average, increased,

their - annual budget by an estithted 3 percent.. This, funding paid-f4r
-

all sorts of activities that were adthoriied by the regulations with

the-common intention of meeting "special needs inCidefit to the elimina-
-

. tion of raial segregation."

The program was administered, in part, on an experimental basis
,

so'that wifthin a set of:comparable pains of schools some, chosen at
.

random, received\the funding while others"did not. It Was therefore

'possible to investigate.the pr ogram's effect by comparing experimental
0

and control' schools.. The original-67aluation (NOSC, l973) showed that

black male IOth'graders performed significantly better,-on'aveage,

than similar students in the control schools.

There are five issues addressed here:

(1) Did ESAP alter, the racial cliMatcree the funded schools?

NOM had suggested, but not proved, that .the.higher levels-of

performance for black males was attributable to improvementsvin the,

racial climate of the ESAP-funded schools. This change cannot be

deiected tnth these data.(Section II). But if the students are divided

into four:groups (black males, black fpmales, white males, white females)

4,1t is found that' ESAP had a differential:effecym students' attitudes

and perceptions of their teachers and scfiools. However, these race and
.

sex Iinkedfects do not impinge on the black 'males, so'the-higher
. . . .

achievement levels of black males eannopbe attributed to the inter-

. vening effect the program had on their attitudes. It sugge"Sted that0,

there was an indirect effect' that- worked on white students who, in turn,

influenced black males; but this ,affords a tenuous explanation of how

ESAP'Worketl.
a,

-(2) Are theme relationshipsbetween ,tudent educational performance"

!we

4
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and noncogfiitive_variables (such as attitude to school work) that are

delSendent 'on his race and sex?
0

Moe.
The data include a large number of noncognitive variables--measures

of a student's attitude to school, teacher,s, and tellowstudentsiand ,

'his feelings of self-esteem. In Section IV these noncognitive variables

ar'e'reVeed to achievement levels for the four race-zsex groups. The

Strength and directiol of 'these relation,sh4ps.was foulld to vary across

the four groups, and in some instances the variability promised Co

explain the higher performance lel'els ofbblack males. Specifically,

black students who felt race*was not linked torp or who felt blacks

were'llsmare tended' to db better on the aChWeiirefitiest. However,

other parts of the analysis could not link either ESAP funding or spe-
.

cific educational programg'to these noncognitive variables. Therefore,

while this part ofthe analys is is suggetive CT reasons for.tfle per-

forMance levels of different race and sex groupsthe clues could not

be connected to a larger picture that included ESAP..
i-

(3 }; iThatodid ESAP buy?

Consistent with the divrseactivAties authorized 6y ESAP regula-
.

motions, schools were found to have used Program money for all kinds of

.\\%programs And services. Analysis of this information in Section V points
.

to several peobldMs in specifying the Content of the program in action.
. ,

These include the vagueterms used to define educationalactivities,'the

mixture of programs.that,were funded, and tlte lack of correspondence

between different accounts of how_the money was used. The most important

conclusion, however, is that it' is not possible to define a distinctive

program in action. The activities that ESAP 'funded look much like the

kinds of things that go oa ien the control schools. ,Though it would be

possible, 'in principle,,to differentiate experimental.,and control scheOls:

in terms of the extent or size of the-funding, data were not available
4

for this purpose. Because of this., the remainder, of the analysis is a

general investigation 61 relationships between, educational programs,and

studentoutcoMes; this invaBtigation,cannot be tied to ESAP per se.

(4) :Can teacher and student noncognitive 'variables be related to

particular educational programs?

?.1qograms and activities are identified in Section ,V;,_and these,

.

6



dimensions of the school: envi

of attitude and* behavior for,

Generally, specific programs

effect on teachers or Student

Both teachers and-students t

attitudes and selfreported b

two kinds of programs: inse

onment are related to selected measu

each'ers and students in Section VI. .1.

o not have a substantial or codsia

but th ere are two important exceptions..

to have more positive or LavorabI

avioe ghen their schooll have one Of

nt

ce training that emphasizes race

tions, or prgg)ams in intergr

are mainly concentrated along h

the main' objectives of,ESAP,
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of programs that might
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..

-relations for students.. The ef ects

ite students, howeyer,, Thus, one of
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r extent in gchools that rbn the kinds
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the presence of programsinvolyin

to-be no connection\ of this kind,
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of those relationships cannot be a

strategies (Section VII). This se

districts where'stwlentg in the ex

(or lower) than those in the cont
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The way ESAP was implemented in

diffvrence.

ed to achieve those ends. The size of
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.

ment levels be linked to noncognitive.
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4

. 4

4

ms can be associated with difrrences

linked to educational achieve ent? 0

to which achievement is relted to
)

of s tudents can be atCribut d to .

intergroup relations. Ther

or allbougkachevelent levE
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appears

ls are -

tributed to particular educational
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I. INTRODUCTION ./

O

. *
.

.. . .
;

The Effiergency School Assistance Program ESAP). provided financial

. aid to schools tha4 Were in the process of beco*ing radially desegregated N.
. ...

1
,v- ' or hdd recently made this transition. 'The,prograM's objectives were,

. . . . .."
; . .,.

. broad ones:'
. t......- \

They purpose of'the emergency assistance to be made .

. . , .

.available..f.'is't.o meet special. needs incident to the eltmina-
.

. tioniof roacial:segregation and discrimination among'sfuaents
, and faculty in elementary and gecondgry schools bycontrib, .-

... .
. Lasing CO: the astsOf new.oroexpanded adpvities...designelf;

to achieve successful desegregation aAd"the elimination of

. . all forms of 'discrimination in the schools.on the basis of
. .,." : race.; color, religipn or national origin. (Part r81.2,

title 45. Code of Federal RegulatIons.) ,

. .

. .

a

This was tO:bq.achieved by financial assistance, which, for the, schOols
..,"

ss.tudied here,-amount,ed'to about $10,000 per school. The .funds wire

4.1

used for all kinds 9f things, ig. keeping with, the broa dr.range of activ-
.

itips.,authorizeaprthebililteac,lier.training, remedial.paucation,. - ,

curricular innOvations, purchaseof teaching equi pment, CoMmunity pro- '

.

grams, remodelAng bundings, and hiring professio nals such as guidance

counselais or tOiacher aides. The impression is that'the program's aims
VI N ,,

lacked specificity and the means of attaining them were correspoddingp
, .

diffhse. But 'though, the program had a good deal of flqx bility ir1"
. .

, actiono legisl4ors perceived a specific, short- termne d faced by de-
r' ,

segregating %chools, as evidencedby congressional earings. Fui%ds

.
.,

,
were to help wii1h a temporaryidifficulty.

0

0

.
To what extent was this notion of 'aAisturbante or crisis justified?

Prellmirry to the main analyses reported. here, the data collected for

tie evaluation.of ESAP were used to see if schools 'did experience a ,

short-term crisis assoc:iated with, desegregation: The-analysis, reported

at the end of thia.Introduction, deals with the.way teachers and students'

perceive OesqUality af race relations in the schodlpThere is a small

but discernible, tendency for the quality of the social environment to
'

decline and then recSVer as a.gchool, makes.the transitiqn to desegrega-

tion., But it als sqems the onset ofCthis disturbance is delayed, ,

I " . a

&



*
auggestiug that e400ls take time 'to catc

Pwith c'ianges in t'acral'coi4ositio94 'This

1111

;

a

up to the problems associated.

alysis; then, gives Aualiefied

euppott for the common gepse notion that:sehr14 experience temporary
.

,. 4. . *,--...disturbance.'Imetrosprect the assumption of ESAP, tbdt school& were, ia.
,

.
. . f '

, fact, 'disrupted_ by desegrq iss .modestly supported by these data`
...

.

A IWOr ifivestleafion of the' program's was mounted by the
A

,..
I '. ,, .

National Olitinlat Research Corporation (NORC, Vols. 1 & 4, 43), and Ihe i
.

data collected_ in that evaluatiOn are the basic materfal f*thi&report.
, s .

. .

Thl evacuation sought to explain
.

arn how ESAP money had beenE:atld whit .'
.

4 ,
,

effect it had had on schools, teachers, and students. The-Most important

.
, , ..... .

eindinwas that students in 'ESAP-fundedshools scored higher on an,
. .

achievempht test, than similar students in comparison, schools. s The pro--

gram had an effect on educational performance. However, this eefect was'

L

found for one group of students .only.,` black. -male 10ta graders. It,dtd '.

not have the same effect on black females or whites of either sex, nor

did
.

0'
e'it have this `effect an the sampl of. 5th graders., 6 w . ..w . 6' .

$ The lNafional
6AdvserY.Couneil on Equality of Educ'ational Oppqrtuaity ..:.---

.(NACEE0)' aske(t.the ffice.of Education to pptsue this finding further,

4 : apd the'contrac t,fot.this Work was awarded to Rand. The Advisory Counctl'e

% . .., t.,.,

.. interest in the reahalyiis was promptea by the-need for informatiOn that
,

might help guide ESAA,tthe sdccessor to. ESAP, which it was the Council's

task to monitor. The Council_did not expect definitive answers.. For one .

thing, the program effect was fairly small, so any associated relation-

Oips, were likely to be weak. For another, there were assorted problems

. of measurement' that imposed limits --t 'any analysis, notably that seeking '

toddentify the conant oftthe Emergency School Assistance Reogram.'

:Therefore .01 secondary analy es are carried qut as a free-ranging 'and 1/!::

. . -, .
i

open7ehded.idiquiry; the aim to search for any useful informatfoh about,
.

it .

, the way OSAP worked, and dualre paqicularly how' t succeecred. It is an.

'.

.

exploratory, not a confIrtatou, iquiry.

'
Rand's secondary analysis hadtwo parts. The first was a reinves-

4
tigaftion of the program effect 4611 the achievement scar1 eeof black male

.

10th grade students. The results 4 this stage of the worY show that
, .*

these students did, score above similar students in comparison 'schools,

(
. 'io°0

. though the new es4mates are somewhat smaller than those reported in the=---

11 0
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1

'original evaluation. It appears black male students in the ESAP-fUnded

schoolS scctre, on average, one test point above those in the comparison,

, schools. .The second stage of the Rand work, reportedhere, sought to

account ror the special program effect on thiiisubset of students.. .The

Original data.are reanalyzed here with the aim of finding,out why the-

pfogram wap associated with better eddLtional"performance for one grpup

of students, 'but not `for others.

The first part of the' analysis (Se! tions.II and III) pursues a pos-

sibilitysibility raised in :the original evaluation that ESAP altered the racial.
t

4 climateof the schoOls, .and this in turn helped some'students perform

bettp'r on the achievement test. Racial climate is measbred,in a number'

°
of ways, including statements of attitude'on the part of teachers,

students, and itchoe'grincipals;their self-reported behavi2r, perceptions

of others, and obseivationi about the quali.0 of race relations. These
. .

are.used to investigate two propositions: (1) that ESAP schools had more

-favouble racial climates, and (2) that that nimate had a specialized

effedt on some subgroups'of student and nIct others in/ the Way they felt

about school and how they got on ther,

Thissis followed by examinatIon'ot\the,relationship between student
a

achievement levels and their attitudes, self - concept, perceptiops of their

r
teachers, and other measures.that0

are called -noncognitive.'" The purpose

is eb. search for differential relationships for the four'race and eex

groups tQ tee if achievement is influenced by these noncognitive variables
4

in ways that could, explain the. performance of black male students

(Section IV). P

The next step was to make a More detailed qnalysis of the programb '

in' action. ESAP money was used in all kinds of way's; becautecof this it
.

is,naturql to,ask if,some'uses, activities, or, programs were more effec-

tive than others. Accordingly, ..i.h Section V, I'look at the different
. , . ..1 i ,

uses made of ESAP money and discuss the difficulties of identifying the

school-level activities with certainty. Then,'in ,eictions-VI and VIII I

investigate the effects of'different program types on a range.of outcomes:
0

..

.

including teachers' httitudes toward desegregation and'. toward minority

students and students' feelings about school-and their educationhl .,
. \ :

;',,, perfotmancel
,--'"'

t

--- .

.
. 12 z- I...,
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THE DATA SET
4: - . . _,

1:'. , In-1971A1197.2, the year of 'the evaluatiA, the program .involved
_ - .

..s. Alt,

'' 452 school districts and varying numbers of schools within.eaCh. of these
.

dispricts.....This secondary.analysis-is concerAld with a subset of school°
. .

,

districts in,which.ESAP was administered on a randbmized basis: There were

a03 districts, inclUdedin thisart or the program; 48 of them had a pair

Lohigh,schools. In each of these 48 districts,'school adininistrators

, selected a'p of high..schools that had.coMparible populations of.stu-
-

.

dents. ?One choortrom each pair was then ,randomly chosen to receive ESOP ,.

funding: and the unfunded school became the Control for comparison purpoges. ..

" --- -...,

.

Much.of\the-secOndarY analysis involves comparisOns'hetw117 the experimental,
1

. .or tre!tnent, schools and the control schools.
.

Th& 8 school-pairs studied here are the total.set of experimental and
.

____. ,

. Control schools.
....--

A hchool-pair was eliminated from the previo s analzsie
)

either because of conventioAal missing .data problems..or:because there were
. ...

. ,. :-,. , -..

nb students'of a giv(n race or sew.

o
. ,

THE0IMPLEMENTATION110F.ESAP .-%. a
--t

-.

.

A potential,problem.involving the,experimental dehign is that' it does
r ,

0.

. r.,,i.. 'appear to have been perfectly.executed. 'Some experimental schools
, . /

.

,did not receiye,the_treatifieni while.some,control schools did' receive ie..1,(
. .

Information wag obtained from the ESAII directorwho was responsible
.. .

_.,,,.

, ' ESAE,at the.loCallevel and reported on the use of ESAP. funds in-each :"'"r.
..

.
. , .

.

. . .. schcil, He was also asked whether the schools had received these funds:

,," tin th& first `palace.. Two of the 48 experitental schools were found not to
. '. .;:- -. V .
e- thavedbtained the program money,.eor did they have any ESAP-funded activity

-..' ... .
.. -

,. such
.
as inservice training or new.personnel,-equipmene, or resources. ;

4.

0 Fol(the control schools, seven of 'ege 48.were reported to have re--
.

ceiired'ESitP money, and in six of these seven the ESAP director algo

!forted
4at- least one activity or prOgram financed by ESAP., This breakdown

is repotted, for conirol"schools only, on the,following page'.

t To tak'the aost stringent view, 19 .control -schoo1,11d some ESAP-
-

1 fdilded activity. Since one ofthege is the schoolematched to one of the

two egperimentel schools that violated the experimental design, there are

-

school-pairs out of 48 that do not
P
comply with the experimenx protocd1..

4

-
. ,.13
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C

TALLY OF ESAP-FUNDED PROGRAMS
'(control schools only)

ESAP-Funding None At Least One Total

,

None recorded 28 41
.,.

13
6

Some funding . 1 6 7
.

Total 29 19 48
et

A case can be made that these data are ambiguous. First, it is

possible there -was_some confusion about which schools werg.being asIld

about by the interviewer. This is likely because a gobd deal of school
0

information was obtained by leaving questionnaire forms for later com-

pletion, often byothe drector's assistant: Second, some ESAP-funded

activities were available on-a district-wide basis. For example,-an

inservice training scheme run from a central location woulddraw

teachers from a number of different schools;, perhaps including the

control schools. This would explpin the 13 control schools that did

not receive ESAP funding, yet participated in ESAP-funded activities.

To check. this possibility I looked to see if the programs recorded for
o.

these 13 schools V6te. the kindi that might logically be offered on a

district-wide basis. For instance, did these schoolg--tend to have prO-

grdms like inservice training or community projects? Or weretheyjust

as likely to have purchased audio-visual equipment or to have installed

tutoring programs, the kinds of things that are more/logically delivered

at the school level? There is a problem of making a neat'distinction

between district' -level and school-level activities, but to some extent

this can be tone, add subsequent analygis showed no tendency for the

13 control- schools to haire taken part in the first rather than the second

a

kind of" program.

In,view of the importance of the experimental design and the possible

violation of that design, key analyses that will be reported here were

replicated eliminiting the 20 school pairs where the experimental design

may have been mismanaged., The results of these analyses indicated there

was no bias involved in including all the schools, so analyses reported

here are basedon the maximum data set'of 48 school-pArs. The decision

14
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to use All possible schools was based on both the empirical finding

that the schools violating the design do not bias the results and 'on.-

'the uncertainty`about the quality of the inf6imatiOn repdrted by the

ESAP director.

INTEGRATION AND DISTURgANCE

' It was suggested earlier that ineegrati4h.goes with.a period of

temporary disturbance in the schools.. kcomparison of schools that

had been integrated for different...lengths of time made itpossible to

test kbis supposition. The principals in experimental and control,

schools" were asked when desegregation had had the "greatest effect On

change of racial composition of the student 'body." School's where this

change hagieetdreatest in the current school year (19711972) were .

separatee4a those where it had taken place in the two previous years

(149-1970-1970-1971) and these from schools where desegregation

had Men place earlier xet, making three lev els of "recen cy oftdeseg-,

'rogation." Two possibilities were investigated. First, it might be

that most recently desegregated schools would be worst off followed

byt.sehools desegregated next longest, followed by the schools deseg,

regated for the longest period. This is based>on the idea of assteady

'* rcieovery from the immediate effect-of racial mixing. The second posgi-

blgity is a little more complicated, involving the notton oa delayed Gk.."'

reaction. Here, the effect of desegregation takes a, year qr so to tie-
d:

come evident, followed by recovery ... If this is how things work, schools

desegregated for one to ,two years should be worst,Off,-and schools that

have been desegregated for shorter,or longer periods would be relatively

better off. The two possibilities can be diagrammed.as shown at the to

of. p ,7.

Measures of, the school environment are derived. from principal;

teacher, and student questionnaires and cover, among other things., their

perception 'of the relations between races, of teachers' Atitudes4t

desegregation, students' attitudes tot,their schoolwork, and students'

attitudes toward students of the opposite race. A total of 67 Measures

were used. Simple comparisons were made among the schools desegregated -

for different lengths of time; these cqmparisons showed very few

15
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Variable Indicating
. Quality of School First Second

Environment ,'
HypOthesis

Favor .ble

score

x

nfavorable
score

x

X
I

x

.x

Year school . 1971 1969/ 1968 or 1971 1969/ 1968 or

desegregated 1970 'before 1970 before

statistically,significant results, but the trend of the mean scores

for schools is Consistent with the second hypothesis about the effect

of desegregation. Schools appear to experience a Velayed onset of

the effects of desgregatipn, which became evident after one cVi- two

years, vfollowed by recovery. To. repeat,' feW of these differences. were

found to be'statistically significant; the jusiticationofor the con-
,

elusion is based on the similarity of results fora substantial number
-

- of,variables, not on the size Of the differences involved. -Therefore,

theresults of the analysis are not reported, except that desctiptions

of variables conforming to, the second pattern are Iisted'in Table 1,

which also shows the total number of Varl.ables4Sed in.ibe analyses.

'Although the results are net strong, they are consequential be-

cause they confirm the common sense observation of the association

" between integration and disturbance, so it is important to test alter-
.

hative explanations, of the findings. One contending explanation i..

that desegregation had taken place earlier in rural areas,and urban

districts followed later. Schools desegregated the longest were there-
..

fore more'llkely'to he rural and to experience.fewertenSions and diffi-
-;

culties as a result of ,their rurality rather than because of the onset

of desegregation. Conversely, schools that had been desegregated= -a

short'time Mere more likely to be urban schools so that the measures

of the school environment would be picking up the influence of the urban

r
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environment. Therefore the analyses 4re repeated controlling for the

percent of the population in the county living in communities over ..

2,500. The introduction ofthls control did not alter the'original

conclusion; the pattern of esults could not be explailled in terms of

the- different logations ot, schools.

Table.!
O

SUMMARY OF ANALYSES RELATING THE LENGTH OF TIME 'A SCHOOL HAS

BEEN DESEGREGATED TO THE RACIAL CLIMATE OF THE SCHOOL

. .

Teacher data (24 variables used)

Reports a greater amount of fighting Xhan before desegregation
Q9

"."Reports white students becoming less prejudiced
$

Describes contact 'between whites and blacks as friendg,

Thinks blacks would be betteroff in integrated schools, not segre-

gated ones .
.

0
_ .

Thinks whites would be better off in integrated schools,-not segre-

gated ohes

Feels it is proper to let students know hoy they reel about race'

relations
1

Tends to have class discussions about -ace

..

Says teachers tend to be fair to black.stu4ents
"14-

Reports students, tend to be favorable to desegregation-

Reports white teachers in school tend tbe favorable to desegregation
. ..

Reports black teachers in school tend to be favorable to 'desegregation.

Thinks the civil rigOts movement has.done good tather than harm

Thiuks'that blacks and whites should be allowed.to intermarry

Says.that student dances haze not been eliminated because of possible

racial prOblems.
4 .

Says that student electioffs have not.been eliminated' because of possible

racial problems .

Principal data (17 variables compared)

Thinks that whites would be better-off-tm integrated, not segregated

schools
.:.c

Thinks the civil rights movement,.has done more good than harm

Reports black teachers' attitudes to desegregation being favorable in

'his school

17
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Table 1--continued

Studen'data (26 variables compared).
$.

Sys he feels. he llelongs in. the school

Says most of his teachers like the idea'of blacks and whites going to

the same school

Tends to disagree that "white:students complained favoritism.is being
shown to-black students"

Tends to disagree that "tensions have made it hard for everyone" .

b
Reports few serious, problems in the way things are wet-king out be-

,
tween black and White students in the school'

Says that among the threestudents he talks to most in schooL at

_least one is of the opposite racer V

Had called .a staent'of the opposite race or. the phone

Had helped a student of the opposite rate with homework
, .

Had asked a student of the'opposite raee for help with own 'homework

Would,prefer to be in a racialTy'Mixed'School

.

' ,

Would like to have more friendsof the opposite race

Says he is usually.comfortable'aroilnd-Stdents of th?.1 opPo-site idee

"t . -
. , [

't.'\.
Disagrees that students of the opposite race are dumb

Thinks thatrace ig not linked to smartness. is. r

Reports that he tends to be,happy,"thesedays"

I ;

Note: 'Schools were divided into those\where.the effect ofdesegrega-
tion was reported greatest during the present academic year
(1971), duiing the two yeat8 previous to that (1970;'1969) and

earlier 0,968 or.beforeX, Mean Scores on measures of 'school

cltMate were womputed fo-r each 0, these three group's. The
total number of variables analyzed is shown at the top of

each section. The body of the table contains descriptions
of the variables_ that show the score for the second group
(desegregated 1970,1.969) indicates the school to have.a less
favorable racial climate tha9 either'the first group (desegre-
gated during the school year 1971) \or the third group (desegre-

gated; before 1969). G

'r.
Ln

--I/3 .
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II. ESAP ALTER THE RACIAL CLIMATE OF THE SCHOOtl--:'

-71

ESAP was intended to assist schools in the process of integration.

Integration involves more than racial mixing; it also refers to the

quality oie the relationships between racial groups, the degree of har-

mony in the school, the level of hostility, students' attitudes 'toward

oneianother, and-the expectations they have of themselves and of the

other group. These intangible qualities are sometimes talked about
. ,

collectively as-the !'racial climate -ofthe school. Since ESAP was

expected to help schools integrate, it is reasonable toask if it had

an effect on climate; did schools that received program fundin have

more favorable environments than the unfunded control sqpols1

.' The second reason for raising this question was suggested by the

authors of the original evaluation. Their summary contains the specu-

lation that black male 10th graders scored higher in'the experimental

schools "because of improvements in the schools' racial climate affecting

the motivation of these students"(NORC., 1973, p. iv). As the report .'

made clear, the evidepce for. this ,Suggestion was incomplete; in fact, the

analysis of ESAP's influence'on student attitudes taward'integration

showed no effect pf the kind they suggested. But only one measure was'

used (NORC, pp. 55-58). Much the greater part of the data on student,
_

teacher, and principal attitudes an behaVior was not used to answer the

question: Are there any differences between experimental and control '

schools that could establish the link between the program funaing,:and °

,the, higher performance of black males?
,

In this section, I make straightforward unadjusted' comparisons be-
.

tween ESAP and cpntrol- schools. Since the purpose is,-to look at overall

program effect, the students are not divided here by race and sex.. The°

most. important data are obtained from prieipal, teacher, and student

surveys. This information_ is supplemented by data obtained from ti*0`

- school counselo; and from an observer (the person from the evaluation(..

team who administered the school surveys).

An interview wns administered personally to each principal in each

experimental and eontrol school.' Since there are 48 experimental and
f
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48,control.schools, the results of this survey are preserited as "number

. of principals responding.".
.

Ten 10th-grade teachers were sampled from each school and giVeh

questionnairepto answer on their own. Since,Chere are unequal numbers

...Of% teachers in experimental (495) and control (489) schools, comparisons
*

.

' ,of these data are presented as perce-tages- (for example, "x percent of
,o.

. .. .-, ---

6xperimental school teachers said..."). . ....,

Student questionnaires were given out in classby the'ev aluatiOn
. ,

.

staff, and'every effort Was made to have students complete it when the

0 teacher was out of the room because some questions deal with sfudentS'

perceptions of their teachers:. Here too, there are slightly different

numbers of students (2665 experimental, 2621 control) so results are

. presented as peiaentagds.

Data from 'each source are classified int6 four broad areas: xela-'

tions between differenE groups with an-mphalis on their behavior,

"Attitudes of the principal to rntelratioU and to minority groups, attiz-
.

tudes of the'teachers to integration and toward minorities; and attitudes

of Students to'
.

one another and their feelings about themselves.
. ___:-.-

-____

4 .

,

.-

.
-____ . n,'

-.
. --...

, RELATIONS BETWEEN .GROUP,.'

.
Possibly the sipplestvay Of-assessing the quality of relations

between groups is to -ask an outsider forhiiimm4iiate reaction. Such
_.,

,
.

.
-----,...- -

. ._,, .,

_____ _______an-outaider-ls-the_metter_of the eValuatir team who visrtle_dlit_h__!Isachool
________ .,_:-.77,7:-- -

.

lta administer various questionnaires. While therb, he recorded his

7, sense'of the'"general atmosphere." Most schools, of both kinds,, were

found t'o beTefaxed,rather than tense (30 experimental-and,,31 control);
,,, t.,1,

there is no imOrtantdifference between t ,he experimental iind:ontrol

schools. This assessment is backed up by the teachers who usually
,
indicated that pioblems,associated with desegregation were "minor"'

(80.9 percent experimental and 74.S Percent cp.htrd1). However students
..

offer xi different account; they were much more' likely to say tensions
4

.

hads"raade it hard for 9veryone" (47.7 percent of studeqs in thesexperi-

mental schools answered this way and 48.6 'percent of the students ip

ciantrdi Schools). The difference between students' and teachers' re-

ports may well have to do with the wording of the questiods--tenslons

2-0
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"
are not the same as problems.--bt still, there' is a good ..chance .different -

Iroups'perceive the same situation in different ways.

General questions have the digadvantage that people Can read their

own meanings int3'.theto This is harder when questignS are specific.

For example, the principals were asked how mhny days the school was
.

closed-during the year.becaus6 of racial tension. Only two vrihcipals

(both of experimental'schools) said this had happened. Asked about the

previous year, rather more said therschool-had closed (3 experimental

° 'and 10 control). The difference between experimental and contra. schools

. a

. .

-here tannorbe attributed. to
-
thetrecency of desegregation;, the experi-

mental schools tend to have been desegregated lenger, but not by much:
,- 0.. , .

"Teacher were also asked abOdt the suspension of normal school activities
I ...

4

because of racial problems. :They reported on the elimination of dances

(34.5 percent experimental pnd 31.4 control) "'and of student elections

(T.7 percent,experimental. and ,6.4 percent control)-., More dramatic was

. ., .information about whethe teachers were attacked by students (2 expert -'
. . ,... .

.

-
mental &Owls and -5 control), 'and' about the amount of fighting that

.

- 'went on among students (in 13 experimental and i2 control schools, fights
.

,.
1.

0_1e4 to the need for medical treatment).. The 'level Of overt hostility

seems just about equal in both types of SchoOls;this is supported by

the students' bwn account, which maysbring out (or possibly exaggerate)

details thatadults would rather forget '(,160 pefcent,of students said
- .

they had- been involved in a fight during ths.year in -experimental schools
,

and 1.5.7 percent in controls). Students also reported quite,a lot of
4

interracial fightiing, though they tend to report thisfrom the point 9f

view of their own "side." In exipermental schools, 36.7 percent-of the

students said blacks had attacked white's., and in control schoOls,

-36.7 percent paid the same. t-.

/Harder to interpret than the levelsVC.violence in the school are
.

the statistics on discipline and control. Yet this is an important area

'lin hich the.relationship-betweeniaaults and students. is expressed and
0

indire ly tells.us about the level of tension in the-school. Expulsion

is the mos serious action schools take, to deal with student probiemo,.

_It "is not use ften; in fact, it was used so little in these schools

that it is a poor ndeX for the purpose of this analysis. (Of 10th grade

4

J6
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students in expevimentgI schools 1 percent had been expelled that year
.

and 0.4 percent in controls-,black students'only): Dropout fates, 'which

may reflect an.informal_expulsion, are also very similar for the two

kinds of.schobl (6.3 percent of 10th graders dropped out of 'experimental

schools'and 7.2 percent in'controls). Absenteeism is-another credible

meaSurb of the degree to Which students find school an efijoyable or ,

a
rewarding experience; and here, too, experimental and 'control schools

look almost identical "(two experimental-school principals,And three conr

trol said absenteeism.had increased for black. students during the previous

year). The students' own report supplies the same message., In'experi-
.

mental schools, 54.6 percent said they had "stayed away from school just.

betadse they didn't want to come,"-and,54.3 percent in control schools.

Phey were also similar whenit comes tb being sent to ihe.school office

for breaking.rules (46.1 percent of students in experimental schools had

been at least once during' the year and 47.9 percentin control schools).

Finally, there are various hints about, the .extent to which black

and white Students mix and form friendships. "Generally, students'keep

themselves apart, Most often they saiethe three people they talked tc

most in school were of the same race asp themselves (78.4 percent in ex-
,
perimental schools and 80.4, percent in toritrols), and they were unlikely

to have made social-contact outside school (25.8 percent in experimental

schools had .honed a.
.

student of theiother race and28.3 percent in con- '

trol schools). However, the informal segregation was far from complete.

About one third of students,said they had asiCed.fo help-.with homework
% . A

from aneone of-the other race (34.-5 percent experimental and 32.2 percent

control), Teachers support this account; asked..to characterize the

quality of contact betwe4n,blacks and whites they"iost usually said there

were a "few" interracial friendships (52.6 percent of experimental school

teachers and 46.3 percent control). Added to that, t'loutside'obseryer

usually said he hed seen some interracial groups around 'the school during .

recess or after school (23 of the expefimental schools and 22 of the con-
,

trols). The most important point in alakhis is not .the level of .inter-

action but the difference between experimental and control schools.

While some .comparisons sholstudents in experimental schools are better

ciff than those in controls (11 out of 21 comparisons favor experimental
t

Y
.
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.schoo.ls), it is also true that control school students are better. off.
0

than experimental school students in several other comparisons (10 out

of 21).

The only tenable summary of balanced results.like these is that

the quality of'relations is systematically neither better nor worseiin

the experimental schools. Tn no single comparison is there a dramatic

difference between the twokinds of slools. Yet if ESAR did not chdhge

the quality of xelations, perhaps ie altered the way. principals and ;1

to hers felt 0out bte 3.sues of race and integration.
4

. er ' ' f '' : 4
.

q THE PRINCIPALS' ATTITUDES 110 . , c
.).

The principal.is.in a unique osition to-define 'what-eenstitutes

acceptable behavior and tochange people's ideas and attitudes.,. This

is
si

not
,

tojoty he does exert such powerfuyinfluence; but.he might: (

Therefore his Atitudes toward desegregation and mino4ity grOup Student's'

.11

are important. One indicator of his enthusiasm for desegregation was

obtained directly by asking how well 'he liked It; most said they did
1",

(33 of the experimental school principals 4hd 38 of the controls).
0, .

..
..

But it seems' this feeling is not perceived by others since only about1 e

athird of the teachers said they thought iha prtncippl. liked desegreia-

tion (33.4percent 'experimehtal'and 31.6 percent controls); students

were even more doubtful, (16.5 percent said their'principal lil?ed it ii
. .

i
.

experimental schools and.16.6 percent in control schools). Some of the
. . 6 /

difference is probably attributabl:,to the way the qdestionnaires were
. .

.

'...'..:C411ed icy. Principals did it facelto-face with an interviewer who was
''

?

4 .

t identified as
.

an ESAP evaluatoT; teachers and students filled theirs in

' anonymously so they may have been more'candid.
) 6 tj

_ Principals were'niSq asked whether students would be better off in

schoolsctht were racially segregated. :Thiss-reveals equally, positive

inclinationsijour.of the principals of experimental schools said blacks
, "

would be better of and-five of the control schoOl principals. Not Sur-

".., prisingly, they answer diffeiently when asked abdut'whitei; but still,
s *

less than half say white students wouid be better off feiegregated
.

schools. (14 for experimental school princ4fls and,15, for controls).

Again, .the r&syt-aramixedbancl do not support the constention that 4-,

'there were clear differences betWeen experimental and con,trolschOols.

23
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THE TEACHERS''ATT1TUDES

`Principals of the two classes of schools are_evidently quite alike.

But perhaps they are figureheads, without direct influence on the day-
.

-7.to-day life of the students. It ismuch harder-to argue that the class-.
AN ,q

iometeachers are similarly remote,, so their attitudes may 'be' even more

significant.' However, the teachers in experimental and controlschoOls,

like the principals, appear to be much alike. For instance, asked whether i

blacks would be better off in all'black schools, 29.7 percent of expvi-

mental teaChers'felt they would, and 25,8 percent of control school

teachers,which suggests control school teachers are somewhat better
.

disposed to integration than experimental'school teachers. Asked the

'same question about whites, the differetice,is'reversed (41.5 perCent of

experimentfil %chool xeacherg say whited would:be better off and 41.4 perL..

cent oiCkcontrol school teachers). Other groups also reported on what
Ny

they fel4 teachers' attitudes to be- :For instance, principals tended to
. .

say theiv teachers liked desegregation ZA of -experimental school prin-

cipan%vid white teachers liked it and 32 of the control school princi-

pals said the same). 'The students 'were les Mel); to think their

teachers liked desegregation (10.4 percent of experimental school students ---4

said go and 9.84percent of the Control school students) .1

Teachers were asked shout black-stuilents' academic potential, some-
-.

A

thing to whfch great-impbrtance has4been attached by the research commun-

ity. They were asked to judge what proportion of blacks had the potential

to attend thelargest university in their state. Very fewtsafd that even
.t 1

half the black students in-their school hod this future (7.*ercent 0

experimental school teachers and 6.3 percent in control schools). 'Teachers

were also asked to assess the-propOrtioW of 11.1.acks who were "discipline :

problems,' and here too there is little difference between experimental
I,

.;

and control schools; about half the teachers in both types of schools
)

said at least one in 20 of their black students Were discipline probleuts

(53.4 percent experimental ancP55.1 percent .control).

Again, although there are individual.comparisons that show the-

teaalers in the two kinds of schools were different froM one another,.
'4

the differences tend to cancel out: Talsentogether there is little

indication that teachers is ESAP-funded, slools had more, orjesgSt-

24
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'.favorable attitudes toward integration or,to their students han
.

..-

teachers in control school's.
.

stows' ATTITUDES

'The students were not'asked about desegregation directly;.instead

they.were asked whether they would 'prefer to attend a racially mixed,

school. In experimental vhools, 49.8 petcent said they' would and in.

. control schools, 47.6 percent: rather less. Cbmparable differences

show up On other variables too: For example, asked if they would like

more friends of the ox experimental school

,students said yes and 55,6 percent of the control scAool students.
"

,Very slightly fewer students in experimental schooli say they are never

''uncomfortable around stUdenti of the opposite .race(32.1 percent and A-
32.7 percent) . iowever, they are just abbut equal when it came to

saying if students of the other race are, dumb (29.4 percent and 29.2:pee-.'
o t

sent) Andif.race has anything tq do with stirkaess:(81.6:Tercent in
. .

.expe rimental schools said it does not and 81.6 percent in control schools).

A different angle on. tha qualiqy of the schooll atmosphitre can be:

obtained from students',answers to questions'about how much they like

school ,,ad how theyfeel they are treaEed rliere.. This brings the dis-

cusskon back to where it began. brite index of,tudent perception is the

'view they have about the fairness of the rules in the.Chool:' Only half

felt the rules were fair 53.6 percent in' experimental schools and-

52.2 per,cent in controls), and a. lot thought they got punl.hed fo' no

good reas9n'(44.1 percent and 45.6 percent)'. "More, genkraliy, the 10h

graders were not especially enthusiatic about going fo school (43.6 per-

.
'cent said they were pleased to go to school in the eStperimentarchpols

and 44.6 percent in dontrols). And whefr.they got there, only a few felt

they'belonged in thy- school in. some way (21.5 perent and .24.2 percent).

Most of these differences favor tne experimental .sthools and indicate

the programtmproved,things for students. Students Lb experimental

schools were alio'more optimistic abo4 thinking.theycould complete

college (.65.9 percent and 64.8 percent)., although they ranked themselves,

in compariSon with, their classmates; in exactly 'the same manner (28.1 9er-.1
4

cent say they anuaboye, average in experimental schoo and 28.1 percent

incontrOls)r .

.
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. ,. :... .. In conclusion, the best evidence that ESAP made schools more,
J v , &

.
'harmonious places comes from the analysis of'student attftude 'Variables.

.* .,
,

.'"Students in the experimental schools were slightly more likely to pre-

'fer desegregated schools, to prefer more friends of the other rate, and

,,e0 t 1 comfortable around students of the other-race. Bute...lien-here
...!

,e...u.
P'

mere is contradictory evidence, showiqg cofitrol school students were.. .,
.

4Larpier about going to school, for example., In the other three areas'
41;*- .

._

0:explored here, experimental and.cohtrol,schOols seem verymuch.. ali,ke.

TO. the extent that comparisons tromdifferent sour.._ces
......----

can be fitted tdA

gether, the most sensible conclusion is that ESAP schools were not
% -

.-

., N clearly!different from cdntral schools, they did not have markedly better
.

4: " relations between races, their principals and, teachers were not .better ei.

dispdeed to integration or to minorities, and 'their students were also
,

very.sieglar.

. r I
. 4.

N
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THE iNTWACTIVE,EFFECT_OF0iSAP ON NONCOGNITIVE OUTCOMES

4 ,

: .;
,-

The previou* section looked at'tlie-efteetof ESAP dn'ceachers,

prinCipals, and Students 4ithout,subdividsing them in any way;, but it
. .

is both possible and likely that different groups 'responded in differ-

ent ways to ESAP. 'Since Analydes of athieveMefit scores had Indi-
_

sated Agher achievementlevels\flat blacklMale students in experimeqta/

schools,ithequestiOffwass'raised whether ESAP had differential effects

on other outcome variables for'the students. For instance, suppose i

black male students in experimental schools had. greater confidence in

their own ability than black male students in control schools, and

suRPose that thii difference fs not found for groups of different race

and sex., Then one link will be suggested in the chain of events,he-,

tween ESAPIunding and educational achievement. Of course, it would

then-be necessary to shoW that students' self-confidence was refated-
.

. .>

to their 'educational performance, but at least the first step would

'show a differential program effect on a noncognitiye quantity.

The analytic approach is simple but the interpretation ofresults
4.... .4

- - %. i

fairly complicated. The sample of students is divided
.

into four SUb-
, .

, groups: 'black males (N=906)_; black females (N=10,7)? wkliee Males

(N=15381, and white females (N-1611). 'For any given outcome- -say,

'sCudent self7confidence--the diffprence between the means .for experi-

mental and control schools is tested within each of the four subgroups,

.

% In Table 2'each line shows the mean scores and the significance.

of the difference symboLiied in the conventional manner. Most of the

variables are, dichotomous, so the numbers to the right of the decimal

point can be interketed as ,pereentages. For .example, taking the first
,

comparisons, ale value of 1.6161means 6k.6 percent of the black males

Ain the experimental schools said tifey were in a schoid club or team.

In the caa'fficil schools, 65.8 Percent.of4the black males said the same.

But n6t'all'variables are of'tfiis kind, and care'isfiould be taken to

check the voding of'seach variable in the 1.ft hand 'margin.

Before I turn to the results themselves, consider the kinds of
I

findings that ps.c pertinent.to_the inquiry.

2.7
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(1) The first -class of finding would be one where black males
1

in ,experimental"schools have 'a more "favorable" score than those ina

control schools, but the differenc1e'dbes not
0

show up for theother

/race -se groups. This might mean havipg higher self-esteem, as in

. 'the example given above, or more frequent contact with teachers, or a

more positoive view about students of the opposite race. //

(2) Black malesin experimental schools are no different from

those in control schools with respect to the 'outcome variable. But

at the same.time, some or all of the other race -sex groUps'are worse

off in the experimental schools than in controls. Suppose-black males

have the same level of self-confidence whether they are in experimental .

or control schoolp. Further, imagine students in the other race-sex

groups had lower leyels of self-confidehce if they were in the experi-
.

mental schools. Then it can 'be argued,that black males in experimental

schools enjoy a relative advantage, and one that might account for their

higher level-of achievement:

(3) The third class offinding is more complicated s0.14. Here

black males are worse off on-some nopcognitive outcome if they are' in

experimental schools, but the outcome measure turns out to be negatively

related to achievement. Fbr example, black, males may be less self -,

confident in experimental schools; While students of the other race-sex
e

groups are more self-confident if they are in the expeftmental schools.

Further, imagine the unlikely event that-higherlevels of self-confidence

'are associated with lower leirelS of achievement. Then 'this would Indi-
,

iate a posqible explanation for the suOrior performance of bladk males

in experimental schools.

The results of the analysis are presented in Table 2. The dependent,

or outcome, variables are put into seven groups on the basis of the kind

41of attitude 'or behavior they measure. Thfirst four variatIles,-deal with

students' interaction with the school and, more particularly, the level

and ease,or their communication with the adqits in the school. The

supposition is that the more students are inyolved'with their teachers

or counselors, the more they'are integrated with the scho61 and the
A

greater their chance of doing well.

The second,group, student's feelings about the school, dealjlirectly
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with students' attitudes toward the school apt-toward sdhboi-Work.

Some measures are readily interpreted;'if a student says he -hates

. 'school; it probably means he doesn't like being there, but others are

more ambiguous. For example, the amount of time a student spends on

homework may incticate his enthusiasm for school, but it must also re-

flect the teachers' demands, regardless 'What the student, feels.
1

,Further attitude measures deal with the amount of trouble students_get

into and the extent to which they find the rules fair.
-,

Since E§AP"'*as aimed atoimproving.race relations, students'atti-

tudes`to those of a different race (fourth part) are obviously impor-

tant, as well as their level of int,2,raction with them (fifth part).

These two Classes of variables contain measures of attitude to other

racial groups, the amount of 'self-reported contact, and,an index of

stereotyping. -

Variables in the sixth.group deal with students' perceptions of

teachers' attitudes toward desegregation and minorities. 0 course,

this will-ref-Iett both the teachers' actual. behavior and the way stu-

dents respond to'and interpret that behavior. Finally, the last part

contains foul measures of students'- Self-eSteem or feeling of self-

worth.

The results will be discussed in terms of the three kinds, of

findings outlined above. The first question is whether black males

in experimental schools scored higher on these variables than similar

students in control schools when an experimental-control difference

was not found in the other- race-sex groups. It turns out there are

two statitically significant differences between experimental and

control schools (out of 40 comparisons), but in bath cases the control

school, students, not the experimental school students, score highest.

This eliminates the most likely area for future inquiry, since the

program does.not appear to have any positive effect on the noncognitive'

outcomes for black males.

There are similarly straightforwaid comparisons for the other three

groups: Black females: There are six variables for which the

experimental-control difference is statistically significant, and for

five of these the'difference favors the experimental school. White

34
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males: All of the five significant comparisons show. experiment
..

school students scoring in a more favorable direction than control

students'. White females: Here the situation is reversed, since six

out of eight significant comparisons favor the control schools.' The

-results for the white males and white females suggest a question for

future studythat these changes had an indirect effect on black male

achievement. For, instance,it is imaginable that the pfogram improved

white male attitudes, to integration in a way that mak the school en-
-

vironment leas threatening for black males, and this in turn. made it

easier for them to do their work and score better on "tests. This in-

quiry.will be reported in Section VII.

-.The next kind of finding is that black males it experimental

schools score at the same level as those in control schools, while

experimental school students in the other race-sex subgroups score at

a lower_lSvel'than the'contrdl school students. Of course, if all the

remaining three subgroups,showsie this pattern,, the resultiwouid have

added slgnificance. However, none of .the variables analyzed in Table

2 showed this pattern.' A more modest standard is to compare the re-
.

sults, for black males with .Chose for black f ales, which ,will expose

the sex - related interaction, and then with results, for white males,

exposing the race - related interaction effect. One interaction pattern

fits the first condition, tone fit tht seaTit7-766 biik...that does show

up is a variable measuring interraciaDcontapt. Students were asked

if,they had called a student cifa different race on the phone, TNefe

is no difference between black males in experimental and control schools,

but there is a significant difference between. black females; the control

school, female black students report higher levels of interaction than

experimental school female black students. If this variable is a de-

terminant of achievement 'levels, the finding is of importance, 'Since

.black male students in experimental schools then have a relative ad-,

vantage over black females in these schools. The importance of this

--noncognitive variable will be explored in the next section._

' The final class of finding is more complicated 6fill,".since it

-requires black males to be worse off, on the noncognitive variables

used here,' if they are in the experimental schools; and the differences

.35



betwee,exptrimental and conts4 students for the other three race-
,

sex groups are either insignificant, or positive in favor of experi-

mental schools. This scenario also requires that-the nortiognitive

variable in .questinn is negatively correlated to achievement. Here,
0.

too, one Variable follows the required pattern. Students were asked

if there was an adult whom they could turn to if they weretmpset orin

trouble
17

significant differente is reported in favor of control

school students for black males. Further, there is no imp...cant dif-'

ference between experimental and control group students for the other
A

three race-sex groups on this variable. This indicates a noncognitjve

variable of potefitial importance, and I shall look at the association

between this variable and student achievement scores in the nekt..section.

In this case, the association has to be negative to support an explana-

tion of the higher achievement scores of-black males'.
1.5

In conclusiop, although there'are no instances in which black'male

students in experimental schools score higher than control dtudents

(while other race-sex groups do not), 4 few noncognitive variables show

a promising pattern nf results for explaining the'reiative difference

in performance between black males And the other subgroups. The rela-

tionship between noncognitive outcomes and achievement will be dealt

with in the next section. A huge number of comparisons are made between

experimental and control schools in Table 2Csome of these are going to,

be statistically significant, and among those will be found iciMe-iliEing

the paxt as hat ace interesting to this analysis. In other words, we

might expect some positive results by chance, but the results are-not-at

all consistent in the sense that they do 'nor turn out the same way for

variables that measure similar quantities:

36
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,e'
REEATIONSHIPS BETWEEN STUDENT NONCOGNITIVE.

VARIABLES AND ACHIEVEMENT SCORES

,

In sRarc -of the causes of higher black male achievement in ESAP

schools, the analysii investigates the, way noncognitive variables re-

late to achi vement scores'fot the four race-sex groups. If the re1A-

tionships va y across subgroups the finding might suggest ways of ex-
,

plaining ES P's effect on black male achievement. For, example, it

might.be th t students' self-confidence was m re strongly related to

educationaliperformAnce for black males than or other subgroups; per-

haps becausR they are more vulnerableto disturbanCes in the school

than other *roups and profit most fromany improvement in their self-

chnfidences To test this and other propositions, the sample is divided

into the four sex and race groups.'' Within"-each of these groups, zero

order correlations are produced fot each of the noncOgnitive variables

and student achievement levels. The general' question is whether, fOr

a given variable, these correlations ,,show significant variation across

thesfoar race-sex groups.

This raises the question of how to judge "significant variation."

the same

females,

ity will

thing, the reliability of the achievement test is not exactly

for each groupoiit is .85 for black maps, .84 for black' =

.91 for white ales and .90 for .white females.). So rellabil-

account for some of the obierved.variation. However, it ,turned

that the corrections had an inconsiderable effe4 onithe 1Sattrn of

correlations. The question then ishoweto judge if a set.of four cor-

'relations is similar or different. 'There are two approaches: one

b.sed on1tests of statistical significance, the other onthe relative.

values of r
2

. If the first standard

differences between two correlations for them to be judged unlike one

another. For example; a correlation of .07 is statisticalli'significant

at p = .05, when N = 906 (as it does for black males), while a correla-

tion of .10 is significant at p -='.01, for the same number of cases.

ie appliea,.it tikee.only small

The difference in statistic cance levels indicates the two

-re- ons are appreciably different. However, the predictive
ry

3
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1'

N
efficiency of theee-orrelations should also be considered. From this

4
point of view, a correlation of'.07, which implies the independent

variable might accountqbr 6ti helf of 1 pei:cent of the variance in

//

,the depe;ident variable, does, not seem much different frdm one ,of .10,
. ..

which, accounts for ,1 ,perient of the variance. Theissuethen is what.".

,difference in r
2 is gointo be considered a quantum for the purpose

of the analysis? An arbitrary choice was made of one percentage' point

of the total variance--that is, two correlations are considered to be

different from one another"if one accounts for an additional 1 percent

of the dependent variable variance. ThiS means a correlatiod'of '.345

is judged different fronvone of -:-330;..so is a correlation of .122 dif-

ferent from qne of .070. These examples illustrate thejoint that as

correlations get'bigger, ,the required difference gets smaller. In the

analysis, both of these standards are used. Statistical significance.

levels will bealsed to,decide if correlations are different from zero;

and r
2
will be relied on to judge if two correlations are substantially

different from one another.'

In reporting on Table 3; I first look 'at the leids suggested by

the analysis in Section III.. There, two noncognitive variables were

identified as being relevant to the explanation of the higher achieve-

ment scores for black males. The first is a measure of the students'

contact with others of a different race, defiged by whether they called

someone on the phone. Although-no significant difference was found:'

between black males in experimental and control schools, black females

in control schools had higher levels of interracial contact than did

those in experimental schools. If it can be found that this ii:oncognitive .

.-

.easbre is pojitively related to achievement, it will. suggestithaablack
0

i 1P/__.
males in experimental schools were better off than black" females in ex-

,

perimental schools, at least in the sense that they had a relative ads-

vantage over them. the variable turns out to be positkyely correlated

with achievement (Table 3,Tart 5),' and the correlations for three of
.k

tie four groups, though all smaller than 0.1, are alsoStatisticaliy

'significant. This suggests on lead that could account for the relative

superiority of black males in experimental schools. However, using the

2values of r, the correlation fór black.males (r = .03, r
2
= .0009) is

38
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Table 3

7

ZERO ORDER CORRELATIONS BETWEEN MEASURES OF STUDENTS'
NONCOGNITIVE VARIABLES AND 'WEIR ACUIEVEMENT SCORES.

-

1

Noncognitiye

Mac!: Black White White

Male Femalc .Male Feilaltf '

(1) i.vel of interaction in

school

If,student is a member of a

*

school club or sports team. * .

(1=no/2=yes). ,07

. .

If student had talked with
1

a
,

school counselor during year ,*

(1=no/2=yes) ' . 07 ,

,x

*** ° . *** ,

-,

***
.1.5 .15 .24

J y

4

A%

"N 4

** ,

.10 .04. .04

Student talked wtth teachei
about outside interests' ,.....i *

(1=no/2=yes) .... . .05. .05 .06.
.

. ,

Is there an adult student
could go to in trouble "I.

(1=no/2=Yes) . -.01

(2) Students' fueling about

the school

StudentIeels he belongs in
the school (1=disagree/2=agree) .06

. .

Student says he feels happy

(high score=hagpy) -.04
,

Says he is glad, to go to schoqj.

in the "corning (1=no/2=yes) -.06

.

, , .

Student says,he hates school 0

4

° (1=yes/42=no) :04
.

. .- -.
Amount'of time spent on home- .

wit (Range:1-5. 5=mdtt time) .01

Found either schoolwork or,home-
work interesting during .week ilia.*

(1=no/Z=yes) -.05
0 , \

. .
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-.03'

***
-:12

.

*
.07

,

*
-.07

.

** .
.09'

,

***
.11

*.
-.07

.03

' **'
, .08

.
. .

***
,12

**
. .08

.

, ***
.20

*

,

,O .

,

. *
.07

-.go'

' **
.07

***
.11

-,02

. ***
.12

k

..02

*.
-.03

..:

,

4.
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...

.

0
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Table 3--bontinued

.:1

Nontognitive Variable
Black Black - White White

,

Male Female Male Female
..1.1P00

O *

(3) Getting into trouble

Says he had been in a-fight
during the school year

(1=yesi2=no)
. ,

Had been sent to the office'
for` breaking the- rules during

the year (Range: 1 -3)

Says. he spent days away rom
school just becauge he didn't
want to come 1Ranger1-5.
5=tever...1=16 or more days):4

Student says he is blamed for
'things that are not his

fault (1=yes/2=no)

Student says rules in the
school are fair (1=disagrees
2-lagres)

.04 .08'
**

** ***
A13 0

.16
***

***
.15'

. ***
.11.3

'***
.17

'/. . : ,

.0**

***
.09

***
.10

' .
a

.

,..05

)04 ,044 .14
*** **

.

Says hat when Pu;lighed it is

for ndFgood reason (1=disagreesi \

2=agrees)
i -:06 01 -.05

(4) Attitudes to students of
the other race..

If student could choose, he
would go to a ria.a1ly mixed ***

.1919school (1=noi2=yes) -.14

Would like more friends of the *'

other race.(I=no/2=yes) .08 ', . .6 *8

1.
\

Feels uncomfortable With stu-
. .

a.

IN,
.

dents .of the other race' s *;* *** ***

.(14ngeat 1-4. 4=no) .15 .12 ..13 .03
"4

- 4 Describes students of- the''ottier t***

race as dumb (1=yes/?=ho) .15
***

.17 -.02' -.01

a.

*** e**
.19 ,,:15

2

,9 .'08 * **

***
1

, .08
.
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,.Table 3--continued

4

. .

"Black

:Noneognitive, Variables Male

.

DescribesstudentS of own racial ***
group as dumb (I=yes/2=no) 4,12

. .

.

Says whites, are smarter than'

blacks (1=yes/0=other response) -.01
.

.
.

Says blacks are smarter than
whites (1=yes/0=other response) -.08

Says color doesn't have any-
thing to do -wih smartness ***
(1=agr2e/0=other) '.13

Black
%--Fmale

White
10fale

.

White,
Female

.

. -

*** *** **
.13 . .1,12 , .08

", ,,

*.* '

-.02 .01 .10

.
,

**-'
0

-.10 g-'-
r

:- . 08 . -.02

*** ****

, .11 .01 , -.10

(`5) Interaction with students

of the other race
-

Says three students talks to
most are of .the same race ** - '**
(1=yes/2=nOt all same) . -.10 -.10 -.04

Had called a stuput of the
other race on the phone
(1=noA2=yes)

Had hlpeda student of the
other rate with homework
(1=no/2-7,ves)

Had asked for help with home='
workfrom-ifudent of other
'r'ace .(1=no/2---iyes)

((6) Perception...of teacher's
"attitndev to desegrega-

tion andminoritie's

.03
* ***

.07 .09 )08**

*** ***
.05 .14 .17 .05

.08,

Teachers seen\aS liking blacks.

and-whites goitng to, same school

'(1=yes/0=other) =.01

Teachers seedas disliking,
blacks and whites at same
school (1=yes/0=other)

t

.02
/
/ .01 .05

ts

t
. t

-S.

-.04 -.01 ; -.06 .00
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,Table 3--continued

Black. Black White White

Noncognitiye Variables \ Male Female' Male Female

--Principal.seen as liking blacks \
and whites at same school
(1=yes/0=other)

Principal seen as disliking
blacks and whites at same .

school (1=yes/0=other) _

Teachers seen as being unfair
to blacks (1=yes/2=no) .03 "'

sb.
.

..,

Teachers: seen as bcdpg unfair *
to whites (1=yes/2=no) ,,.08

(7) Student's self- esteem

*
.08 .05

*

0

-.03 -.06 .02
.

f ***
-.02 -.02 -.11

**.
-.03 .11 .01

Studeit's rating of his abil-

A

ity compared with others in his'
'elass (Range: 1-5)

Stuplent's assessment-of akil -Y
,.

ity to complete college- .

(Range 1-5% 5=could complete)

. ,

'Student says he will go to

college (1=no/2=vs) .

Studentpays he does not have
much to be prqud of (1,=agredi

2=disagree)

, -

N based" on :

***
.32

***
.33

***
.25

***
.16

906

***
.39t

***
.39

***
.28 '

.

***
.21

1037

1***

***
.47

r
***

\ . .40

t-
\

**
\.12

1\5313

*A*
.45

*,*
. .48

***
.41

, ***
.18

1611

* = significant at the .05 level.

** = significant at the .01 level.

*** = significant at the .001 level.
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not appreciably different from the corrqation for black females

(r = .07, r
2
='.0049) in that the larger correlation potentially

accounts for legs than one-half of 1 percent of additional variance.

. The second variable that was identified as having possible im-

portance in accounting for the performance of black males`is a measure

of their ,interaction with adults in the school. The comparison showed

that black males were more likely to say.there was an adult they could
_ -

turn co' in trouble if they were in eontrbi-sthools than if 'they were

in experimental schools. Further., there were no significant differ-
,

ences between the two types of-schools for the other three race and

sex groups. If it is now found chat this noncognitive variable is

negatively correlated with achievement, it will suggest a possible

chain of events that led to the higher performance of black males in

experimental'schools.These correlations are shown in Table 3, Part 1.

In three of the four groups the sign of the correlation is negative,

which suggests is either a disadvantage to feel you can go to an

adult if,youpeed to, er8else that the kinds Of seudent& who either

want or needto have this.kind of contact with adults are less likely

to do well in school work. In any case, although the signs of the

correlations are negative, they are also all indistingUishable from

zero. Therefore, although the correlations suggest a causal sequence

that is important, it is possible that the. true value of these correla-

tions.is zero or positive.

The second way of inspecting Table 3 ignore the findings of

Section III and looks for any evidence of relationships that are d

ferent for the four race-sex groups. Given4)this aim, the search is

fdr positive correlations that are stronger for black male 10th

graders. Or,, where the noncognitive variable is coded so that a low

score is favorable, the search is for negative correlations that are

mreakerfor the black males.

Students' attitudes to those of the other race (Part 4) seem to

fall into the first category. That is, , "favorable" responses to these

'questions are more strongly associated with achievement for black

males than they arrforthe cher race-sex groups. Take, for example,

the last variable in Part 4, if the student says that race has nothing'
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to do with being smart. Disagreement is interpreted as evidence of a

more favorable attitude toward others'and toward oneself, and this is,
anticip'ted to mean a better -disposition toward school work and to

possible academic success. In anyevent,'it is found that the fairorl

able answer to this question is more strongly related to achievement

for black males than it, is for the other three groups. This means the

f"'"
belief that race.-and smartness are unconnected is more important for

this subgroup than the!others. It should be added that this is race-

linked rather than sex-linked. Black males are little different from

black females. But blacks (of both sexes) seem to be quite 4ifferent

from"whites (of eithersex).

This finding is more or less supported for Other measures of-

attitude toward one's own race and the opposite race. Disagreeing

that either one's own ethnic group or the other one is "dumb" seems

to be more closely associated with high achievement for blacks than

it is for whites (Part 4). 'But though this suggests that self-image

and image of the other ethnic group and,. perhaps, the facility'of

intergroup relatiorig are more important to tlacks.'11;Trit- whites ,` there

is contradictory, evidence-that cannot bd'ignored. For example, the

idea that self-image is More important for blacks than for whites is

undermined by the correlations reported in.Part'7, which'shoW self-
% .

esteem is almost always less closely associated wibbi achievement for

blacks thanfor whites. 'Equally, it does not help bl acks if they feel

that blacks are smarter than whites (Part 3), though predictably enough

it hinders thervif they feel 'whites are smarten'. Therefore there ilas

to be some uncertainty that self-image or image of the other race is

going to explain differences in achievement levels of the four race-

sex groups. However, this is the most promising line of inquiry opened

up by this part of the analysis and deserves further attention..

The obvious question is whether -ESAP funding can be linked With

these mincognitive variables for black males. The answer is found in

Table 2, Part 4, which shOws clearly that control school students, not

experimental.schooT-students, had more favorable scoress-on the two most

important attitudinal variables (Student says race not linked to IQ,

and does not describe own race as "dumb"). In other words there is no
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chance pf linking ESAP funding to these noncognitive variables, even

though the linkage between them.and student achievement could possibly

explain the cUfferencgs in. achievement level among race-sex groups.

.The second question is'whether particular educational programs might

account for the differences in student attitudes.. This-will be pur-

sued intSection V.

4 5
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V. WHAT DID ESAP MONEY BUY?

Up to this point the analyses reported here liaVe treated ESAP as

"Program consisting of additional funding aimed at helping schools

make progress with desegregation. This is the most comprehensive way

of Looking at the program. But it also ignores another level of re=

ality. Money was translated into ectiops--resources and-programs in

the schools--indthgee activities 11,be the dubject of the rest of

this investigation, Specifically, what were the federal funds used

for in schools? And were some programs more effective than others?

The destination of ESAR mimey-was de ided,' in part,.at the local level,

and,'not surprisingly, different scho 1 districts concocted different,

schemes. The activities authorized by the bill put verS, little off

limits (notably, ESAP money Gould not .e: used foi busing! where it was

aleady in use to fulfill the-reqUireme ts of a court-ordered desegre-

.gation plah).

It is extraordinarily difficult to pecify the content of the

program in\simple and precise terms. ES P paid iorremedial education,

the develop ent of instructional methods, the repair of buildings,

'efforts'to involve the cbmmunity in the s hool, training for teachers,

hiring 'teach r aides, secretarial assistan e--the range was wide. This,

presents obv ous problems to the analyst w o wants to make accurate

generalizatio s about the rature of the pro: ram. The problems, are com-
\

pounded by th terms used by the evaluators.' For example, how'certain

is it that "in ervice training programs" really have enough in"common

to be sensibly defined as a single set of activities? Or, more.simply,

what did "comer hensive planning" consist of? Again, when ESAP paid

for,counseling, what did this involve and which students beneficted?

Working at this, distance from the program there is no hope of retrieving

the answers; the` est that can be done is to cross-check different

sources,of inform tion collected by thee.valuators. The 'definition of

program types will he,reported on below.

Yet, there is more basic paint, one that turns this part of,the

secondary analysis into a general investigation of the effects of
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different program types rather than ad investigation of the effects of

ESAP-funded programs. To make the point concretely, I shall anticipate 10

the task of analyzing the effect of inservice training programs. From

the point of view of the evaluation of ESAP, the relevant issue is
.

whether ESAP-funded inservice training programs were more (or lesi)
1

effective than other ESAP-funded activities. In other words, how.does

this use of program funds compare with other uses? 'The first step in
-,

such. an analysip would be to identify schools with ESAP-funded in-

service-trainiag programs. This can be done with available data. But

z

having got to this point'it cannot be assumed that the other schools

do not have inservice training: Other experimental schools may have

this kind of program, funded by other sources. So too may the control

schools have inservice training, funded either by ESAP or other sources.

IIC

So unless it is claimed that the ESAP-funded &vice training is

qualitatively different from programs funded other means, the analy-

sis cannot go lorward. There is no evidence that ESAP-funded-programs

were special in any respect; therefore, the questiOn has to-be rephrased.

Instead of ESAP-related activities, the objective of the analysis Alust

be to investigate the effects of different programs regardless of fund-

ing source.

Itsis important to stress that by altering the question the in-

vestigation is no longer strictly an investigation of ESAP. It becomes

an inquiry into the relationship between educational programs and out-

comes, such as student attitudes, without regard to the origin of the

programs. It is also important to emphasize thet this analysis cannot

capitalize on the strengths of the randomized design because program

types were not randomly distributed among districts. So it is only

reasonable to suspect particular circumstances were associated with

particular program types. For example, it might be that schools that

had experienced a lot of racial tension will be more likely to choose

inservice training with an emphasis on intergroup relations. A school

with lots of slow learnerq might lie more likely to use ESAP money for

remedial education; some of these possibilities will be investigated in

the second part of the section. There is a reasonable possibility that.'

program type is confounded with other 'sclool level factors, and these

o .
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'factors may well account for variations in outcomes. The point is

that the analysis is hampArei hy the usual constraints of confounded
t's

independenf variables.

The issue addressed in this section is how best to characterize

the program types.,.The information used for this purpOSe is obtained

from .three sources, the first-two of. which are much the moat important.

THE ESAP DIRECTOR SURVEY
4

ThetSAPdieVaN was .most usually the, person responsible for.
4

federal: ptograms,in the district, but sometimes it was-the superintem.

-dent- He, or his assistant, was interviewed and asked about the.use

0

of ESAP funds and it is important to note that only the directovsir-

vey refers to ESAP (see below). Further, most information the director

supplied related to activities and programs in the schoolst rather than

in the district as .a whole. And filter questions were added to check

that these activities were ones that 10th grade students could have

participatedein.

- Informant
asked if ESAP
funds bougWt
program?

to data re-Is program
late to the, availAle
school or to 10th

the distrldt? grade?

General program description
(e.g., inservice training) Yes School Yes.,

Equipment (e.g., AV equip-
ment) , Yes School Yes

Specific inservice (e.g.,
remedial,education). Yes School No

.Specialists (e.g.,. teacher

aL4e) , Yes r School Yes

General program description
(teacher aides) ''Yes District, No ,
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. THE PRINCIPAL SURVEY

The principals, mmlike the directors, were not asked about the

use* ESAP money.- Their answers provide information about the re-

'sources and programs in their schools regardless of funding source.

DO data
relate to

'Did ESAP school or

buy program? district?

Is program,.
available
to 10th

grade?

Programs, courses, or

personnel,

AdditiOnal.funds for
equipment of different

types

No School Yes

)

No School No

Existence and content
of inservice training No School No

THE TEACHER SURVEY

This is the least important survey for the purpose of program

identification; it was not designed to findout what activities there

were in schools. However, incidenial Apestions do touch on the

teachers' experience with a few programs, and this information will
.

be used to cross-check the existence of programs in schools:

4--*. 44
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Did ESAP
buy program?

Do data
relate to
school or
district?

Is program
available °

to 10th
grade?

Program in parent-
V

teacher relations No School No

/
Minority courses or

texts No . School No

Teacher had had in-
service prOgram No School Yes

4'9
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PROGRAM TYPES

These data are used to define 11 dichotomous variables identifying

program type (program presence contrasted with absence). These are

different categorie0rom'those used in previous evaluations of ESAP'

(RMC, 1971; NORC, 197), and there are three reasons for the creation

of new variables. First, unlike previous investigators, I have tried

to avoid creating composite indices.= Since the terms:used to identify

ESAP activities were broad enough to start with, there seemed every

reason not to compound the problem by putting several'program types

Cogethein one variable. Besides, NORC's factor analysisof programs

and activities (NORC, 1973, pp. 35-41)(,did not encourage the view that

the data would yield readily interpretable composite indices. Second,

with the,limited set of 48 school pairs it turned out.that Many programs

were, not,represented in the sample of schools. A variable for program

'type was discarded where there were four or fewer schOols reported to

have a particular program type. A great many of the variables, turned

out to fail this test;/ for the director survey, 41 out of 75 variables

were not used for this reason. Third, the definition of program types

-was guided toward activities that might plausibly be used to improVe

educa- tional achievement'or 'alter racial attitudes.

The first program type, inservice training for teachers, like most

of the other programs, .is identified by both the director and the princi-

pa l,. The directbi'survey in c'ated that there were 23 experimental schools

and 11 control schools with service teacher training see p. 42). The

teacher survey, however, indicated 38 experimental and 34 control schools,

with inservice training. biffefent schools are identified by directots

and principals, most,likely ,because the principal gave information abdut

programs of all kipdS not just ESAP funded activities.

The breakdown separates experimental and control schools to bring

out tw9-poiaS. The director identifies a substantial mumber.of control
ew

,

sChocaS111) as'having ESAP-funded inservice training programs:- Thdre

are experimental schools. (38 less 23) with inservice training funded

by non -ESAP sources. The point .has been made before: There is little

sense in contrasting schools with ESAP-funded inservice training and

those without. Many of the residual schools have inservice training,
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and many of the control schools have ESAR=fundtld inservice tra4ning.

The same point is implied in the followevg summaries.

Inservice" training with
emphasis on intergroup *1'

relations Experimental

Directdr survey
Principal survey 31

Inservice training with
emphasis on remedial

- 'education

Director survey

Inservice training with
emphasis on teaching
method

Control

4

26

5 1

Director survey:, 10 4

Pfincipal survey 38 36

Inservice training with ..

emphasis on curriculum
euelopment

i (..
.

Di ector survey 9 3 .

Pri ipal survey 38 32

Provision of remedial
educati

Director s rvey
Principal si rvey

Curriculum development .

Director survey
Principal survey

Programs to
c

incr&ase\6ontaci.
.between school an.1 unity

Focus on relations,between\
St dent'

Director survey
Principal survey

Vie

1Q 3

40 . 36

3 1

30 20

10 5

29 15

Di ector survey \
\

5. 0

Pri ipal survey .. 31 23

)1 I
.

-...\

. 51 \
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Courses or materials oriented .

toward minority groups Experimental Control

Director survey " 3 0

Principal survey 13 17

Provision of 'teacher aides

Director, survey t, 34

Principal survey 29 23

It
35
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These summaries bring out theioint that ESAP money was spread -
. '

P
over 411 kinds andtvarieties of educational progOms. TOere is no'"

4 ooi .

single or dominant' theme, except perhaps that tIttiOney siems\to have N,
,1

been used for teacher tra#mieg, especially training with an etphasie

i
o intergroup, elationsgna on teacher aides. And in view of 'the size

lh

ir--.

d timing of the grants in each school, it is likely these programs

id not amount to propound, deep-cutting chan es in the organization

of ,the sc 'bool but were more probably short-te
!.

m remedies and responses

to integration.1 /

A NOTE/ ON PROGRAM DELIVERY

So far Only the,director and principal data have been used to
a

determlne what the ESAP money was used-for. But since the matter is

'so impoant, it is worth taking one step furtffef by*looking at the \\ I

I

teacher survey data. The purpoae of doing this is.t6-seeif the '- *,

r

.
teachers',answers corroborate theinformation given by director encl.\

:prthcipal. ,,

. . . .
.

Teachers were asked several questions about the resources in their
_-----

school, particularly.aa_they were affected. For example, t ey-wete

. asked if they had taken any inservice training -during the yea how
i

,qften they had discussions in class about race, and if they, had learned

about handlihg intergroup relations among students. They were elso,..
. /

asked about,the school in'general--for'example, whether the school had !
- .

'made efforts to get parents to visit the school during the year or

whether there had been special projects (plays of group discussions)

that dealt with intergroup problems. Data from these'questions Were,

aggregated at the school level to give an average teachers' score for
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each 'school. Thus, if all.the surveyed' teachers in a school reported

they had:had ihs'ervidetraining, then the aggregate score for that

school would, be 100; if half had received training, the score Woufe,he

50; and-so on. These a

to data obtained from th

gram was effectively deli

agreement bet'ween'the two.

The program described by the

the 10th graders or their tea

gr4gate teacher reiponses.can then be related

director and,.prihcipasurveysi If the pro-
,

gred 'in the s'chool,there will be reasonable

ourCeS of informatimm. There is one.cautioh.

director may nothave been.intended for

ers, so lack of consistency mai.not

.:1 vways point to upcertaintabout the existence of a.program.

In some areas, the director- and principal data check out.very pooily

with the teacher information. For example, if schoolware divided on the a

.basis of the director data into those that shad programs to deyelop

,--.'parent-teacher relations and those that did not, we fihd that teachers

in the first 4tegory of schooli are lees likely to report their school.

was "trying harder'this year than it had in the past- to.get parents to.

visit the school or come tO.PTA or other,pareht groups." The aggregate

teacher response (in agreement with the question)- for the-,first kind of

sciool was 18.0, and in the second kind of,school, 30.6. If the same

chec is done using the principal'data, the'Comparable figures are 28.4

and 28.7. In other words,-the'teacher reports imply ESAP- made little

difference to the program schools.

In'.other areas there is greater consistency:. For example, schools

;where the director said there were ESAP-funded inservice training pro-

grams (available to the 10th grade teachers) had teachers who were more

likely to report teceIving inservice training than schools without this

program. Schools were divided on the basis of directors'' information

about inservice training. In the schools Vith this program, 63.2 percent
, 1

of the teachers, on average, said they had had some "inservice training-.

Where thOre:Was no proiiam, the, average response fell' to 51.8 percent.

Rowe er, when the principals' information is used, this difference be-

twee program and nonprogram schools disappears (55.5 percent of the

,teachers said they had had training in schools without, and 55.9 percent

aaidthey hid training in schools where Peograms Vete reported).

'Better agreement is obtained about, whether teachers received
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inservicetraining withan emphasis on intergroup.or'race relations.

When,tlether the,director or the principal says the school had a progam

of this kind, the teachers are mote likely to say, they had had some

training in this area. School& where the director claited such a pro-

gram had an averageof 44.7°peAent of -the teachers saying they trained

in intergroup relations (37.3 pe cent in schools without these program)'.

Schools wherezthe principal claim d this kind of programhaa an average

of-45.8 percent of the teachers reporting training in the area (27.7 per-

cent of teachers" in the 'schools without). This coherence is disturbed'

only by the fact that teachers in schools with inservice training dri

intergroup relations were less likely to repoFt therhad learned Itow to

handle 'intergroup relations than teachers in other schools. But one

further check giveS weight to the,positi7 Teachers were'asked

if they had class discussions about race. They were more likely to S4.

th'e; had these discussions if they were in a school that: eported id-

service training with'an emphasis on race relations.

Finally, there is g reaterlikelihood that principals and' teachers

will concur about. the existence of touresin minority bistory or cul-

ture Teacher were considerably more likely to say there was a course

k of this kind in the school (35 percent) if the principal indicated
.,

the4 was than they were if the Principal said there was no minority

,- course (teachers: 7.1 'percent).

lit is clearhe teachers' information does not help a great deal

in identifying what ESAP consisted of in the schaCas. Sometimes their

reportsdpported what the director said ESAP funds had Men used for;

mcre usually_they did not,. this null fibding is ambigdous, as pointed

out in the beginning. Without much more precise information it is pos-
.

sibIe only to say that this /Conflicting evidence warrants real concern

about the implementation/of ESAP; it does not prove poor implementation.
.

WHY Dip SCHOOL5tHOOSE THEIR PARTICULAR PROGRAM?

-The ESAP money was used to buy a variety of different programs and

services% It is reasonable to think'that ihe choice)reflected local

needs; trie supplementary tunds bought things that the 0-1ncipals or the

district administratOrs wanted,mOst. If so', there should= be.some

5 4
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4

relationshiA,between the characteristics of type schools and tWe programs-
. .

.

they got-. 10 see if there were relationships of this, kind, the program

..
variables were cross-tabillated with a set of. v rubles that characterize ,:.

the schools. The latter included the school's racial composition,, the

principal's evaluation of the quality of hisf culty, the
.
princi'pal's

. .
,

attitude to desegregation, the year desegregati'n had its gieatest er-
.

fect on the racial balance of the school, and t e level of.racial tension

in the school duringthe previous year (1ndicat d by whetherithe school

was closed).. Since the data were not collectedisath is analysis in

`mind, itisAnot surptising that this"list is shci t: Th se few variables
r.-.

, .;
ir \

describe schobls ift only a limited way.
. ,

With one,exception, the analyses provided no elddence\that the
. , \

Schools' characteristics or special problems were related t)o the kinds

of programs they had. The exception is that schools that ha inserVice

46

training programs with an emphasis on race relations were mO e recently

desegregated than other schools. This makes sense;a school justgoing

'through the proces'ioT desegregation is pr.esumably in-greaterineed of

prfigrams that deal with the relationships between ethnic groups. And

the ideathat there 'are special, temporary problems involved in desegre-
.

"gation received some modest support in earlier analysis (Section II).

However, it would be.equaliy sensible, to expect thatschools that had

eiEllis kind of iiiservice training for their teachers would.also have=ex-
- . . .

,. .
.

periencedgreater,racial tension, they.might have principals that were
.

more in favor of desegregation, or they might have a particular racial
..-

.
, ..

.
'composition: But no association was' found between these three variables

. ,

and the presente of
.

this kind orprograin (tire. criterion for deciding if

two va iables were associatpd was that x
2
should exceed the value for

-- 1
T.---.

,

The rest of the analysis revealed' no%other .relationships between

program type and school characteristici. 'For example, the principal's
. . .

evaluation of the quality of his faculty is not associated with the
%

. .
1

probability that the school, has anvinservice training program, nor are

: I

programs that concentrate on remedial education more likely to be found

in schools where principals feel that blacks' failure can be- attributed
i
/

to the restrictions imposed by white societyta her than to students'
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own failings. Schools that chose programs to,help with the relation:-

ships between ethnic groups are not unusual in their racial composition,

the,,year in which they desegregated, nor -in the level of racial hostil-

ity in the school (measured by whether the school closed because-of

racial problems). Finally, schools tha,,t'chose to spend money on teacher

aides seem to have had just about t same student-teacher ratio as

those that did not.

With the exception of the 6lationship between year of desegrega-

tion and ihservice training programs focused on' race,relations, there

are.no revelations about the "circumstances that led to the selection of

particular programs. This mo t praably means that we do not have the

appropriate measures to char cterize the schools.. However, it is then

possible to infer that the s hools did not get the most appropriate kind

of program from the point view of the principal, administrator's, or

ade available after the beginning A thestudents. ESAP funds were

school year, and the decis on about fund usage was not entirely made at

the school level; these f cts give some weak support to this inference.
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VI. RELATIONSHIP BETWEEN PROGRAM TYPE AND,PROGRAM OUTCOMES:

TEACHER AND STUDENT NONCOGNITIVE VARIABLES

Program-tyk variables identified in Section V are used here to

investigat the effect these programs had annoncognitive outcomes. ,

The purpos is to see-if the existence of the programs in schools is

associated with changes in-attitudes and teported behaVidr of teachers

.

and students.' Program type variables are derived from the principal

survey, which mans the analysis is a general investigation of the
2 .
'CLationship between educational acti'ities and outcomes. As pointed

out before, the analysis is not tied to the Emergency School Assistance

Program. .

TEACHER OUTCOMES'

There are many teacher attitude variables, the dependent variables

in this analysis, and there are 11 program type variables. -Interrelating

each program type with all_posSible outcome measures would have produced

an indigestible array of results, so selection was called for. The out-
.

come measures chdsen were those I thought most closely represented the

things.ESAP was trying to.change. They fell into three categories:

teachers' atti6des to desegregation and to minority students, teachers'

attitudes to the academic potential of students,.and teachers' self-. .

report on how they'felt about teaching that year. The dependent vari-
,

ables were divided -into these three groups because'it seemed likely

that different outcomes would be influenced .y different progtam types.

ror example, it seemed likely that teacher tr ning in race relations

would have more of an effect on attitudes' to de egregition than it would

on how much teachers enjoyed their job. Of cours- this, kind of teacher

training might have an .effect on job satisfaction to but parsimony

directed attention to the best bets first. Accordingly, different

.selections of program type variables were related to each ,the three

sets of variables defined above. The first part of the analys uses

the simplest possible approach:' a comparison of means of the outc

m easures for schools with and schools without the program. Thedifler
\
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between these means represents initial indication that the programis .

associated with a differente in outcome:

leachers' attitudes to desegregation and to minority students are

represented by 14 variables (Table 4, Part A) that deal with their

feelings about racial mixing in schools ("Do you think'blacks are better

off in racially mixed schools?"), with their self-reported bdHavior in

class ("Do you have discussions about ace?")and with theii perception

of other teachers' attitudes to degegregation. Thede were identified

as possible outcomes,for-three kinds of educational programs. Tli'e most

obvious''is teacher training in race relations, which is assumed to be

directly aimed at ehangipg teachers' attitudes concerning racial issues

in the school. The other two, the presence of courses in minority

history or culture and unspecified teacher training activity, though

less obviously connected with attitude changed were assumed to have an

indirect effect on the same class of outcomes.

General inservice training programs are not associated with any

significant differences.in teachers' attitudes. .For example, they do

not lead to more favorable teachers' attitudes toward Minority students

or to the value of.desegregation, nor do they change teachers' openness

with students about the matter of race. 'This is most prObably because

of the, great variety of activities included under the classification

"inservice training," each with somewhat different objectives. ,By

contrast, teacher training specifically directed at race relations is

associated with differences in attitude and reported behavior, which,

from the point of view of the program, must be regarded as favorable.

Teachers in schools with these programs are more likely to think white

and black students profit from racial mixing, their personal attitudes

to race relations are mere favorable, and they see their fellow teachers,

black and white, being better disposed' to, desegregation. When schools-

have courses in minority historyfor culture, the teachers are also more

likely to haVe favorable attitudes on some of the same outcomes; the

effect of this program is somewhat less pronounced than that o;',

vice training emphasizing race relations.

As always, these positive conclusions Mast be balanced against

some familiar disclaimers. First, the effects are quite small ones,
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even though they are statistically significant. For instance, 75 per-

*dint-of!,the teachers In schools with- race relations inservice training

and 68 Percent of the teachers in schoOls that did not have this kind

of program said black students would be better offin racially mixed

schools, adcifference of 7percent; Though statistically significant,

and undoubtedly of potential prectic,Il importonce, this kind of differ=
get

ence cannot be called overwhelming. econd, in dealing with a Sensitive

:issue like racial attitudes, resPofid ts are likely to give sOcial,ly

--acorrect!' answers rather than their true opinions, particularly, if they

have just been through a course to sensitize them to some of the issues

connected with desegregation. 'In other words, there is an inevitable -

problem of validity with self-completed questionnaites. We cannot .be'

sure, just because teachers told us so, that white teachers were really

more favorably disposed to desegregation. Still.less can we conclude

that their attitudes, as perceived by other teachers, were connected

with their behavior.4 NevertheleSs, we are looking for clues rather than

certainties, and we have to strike a balance between agnosticism and

naivete.

A' final problem with these results As that they are heir to the

usual limitatibns'of post hoc observational surveys; in other words, the

observed differences might well be attributed to other causes than the

one under consideration. Specifically, the differences in teachers'

'attitudes might be attributable to Other background characteristics of

these teachers rather than to the program in the school. Accordingly,

-regression analyses were run that are analogous to the t-tests reported

in Table 4 yet that allow for control of other independent variables.

Twewere,chosen: teacher age and length of experience with desegregated

schools. The clear conclusion of thtA4analysis was that the controls

for these characteristics did not significantly alter the(relationships

between program type and teachbt attitude.

Another possibility was that characteristics of the school might

explain the observed differences.' One promisin'g counterexpianation of

the effect'of inservlce training in race relations.was 'based on the

earlier finding that recently desegregated schools were more likely to

have this'kind of program. Also teachers' perceptions of the racial

63
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climate in the school were related to the recency of desegregation.

Therefore the differences i'n attitudes that are apparently due to the

existence of a prograth might really be a reflectioi of the stage in

the desegregation process different schools. have reached. Accordingly,

a second series of regresions were run where controls were introduced

for the time the school had been desegregated. Two dummy variables

were entered identifying schools desegregated during 1971 and those

desegregated during'1969 and 1970. The introduction of these controls,
'

like thetearlfer analysis, J-!..d not alter the original conclaSion that

the program was associated -with -more-favorable-ettitude outcomes.

The second part of the analysis (Table 4, Part B) looks at the

way teachers evaluate the academic potential and performalaceof their

students. The outcomes-here-cover teachers' estimation of the studen

ability to get into College and of thOroportion of blaCk students

petkormint ;'up to scratch'," their opinion about studentg' performance

in general during the year and about the reasons black students do not

achieve "equality."

These outcomes were related to three kinds of programs. The most

promising oneqentified schools with programs in remedial education.

The other two were both inservice training activities, one that concen-

trated on curriculum development and the other on teachiniethdd.

None of these programs seemed to make.a consistent difference to

teachers' attitudes about students' ability or capability. There are

twostatisticarly significant results, but they are. overwhelmed by the

other nonsignificant differences. This apparently discouraging result
. ..,

quite probably indicates the ambivalence implicit in remedial programs;

for although they may encouragesmdre.positiVe attitudes on the part of

teachers-, .01e fact that "underachievers" are getting speciali7ed treat-

ment in the school may encourage a negative attitude. ..Those predisposed

to think black students are unlikely to succeed may be confirmed in their

views if they see these stud nts getting eXtra heipy

The final piece of analys\is (Table 4, Part C) looks at a measure of
. N I,

,job satisfaction: teachers' responses to a question about how much they

'enjoyed teaching during the current year compared with last year. This,

though far from'ideal, was the best available measure of their disposition
____

6 4 tIg
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to their job. -Three program types were related' t\ o this outcome; two

identified the provision of aides and counselors in
\
the schools, and

the third identified..teacher training thetfocused o teaching methods.

None of these program types wasassocigted with tatistically'sig-
. .

. nificant differences in the dependent variable. Again, this m4y be s

because' teachers do not appreciate the efforts of aides r,counselors,

or it may be that these programs really do not make life el,asier for

-teachers. In, any case, there is no discernible relationshi between'

these prograths and teachers' attitudes to their job during the year.

In conclusion, the strongest evidence of program eftects'is con-
.,

tained in the first part of the analysis, specifically with the\analysis

of inservice training focused on race relations. It can ba argu d that

this is as it should be.' ESAP wasinterlded to assist the process, of

integration and 'teachers' attitudes are certainly an important eleMent

in that process. Programs, tome of them funded gy ESAP, that aim di;'

rectly. at changing racial attitudes are associated with-the expected

effect. There must be reservations'about the finding, but it is a pos
..

itive indication of program success and it points to areas for more

complicated investigation, to be reported in Section VII,

DENT OUTCOMES

The a 11)1s-is of student outcomes is similar to that of teacher out-
.

.11*

out-

comes. The issue is whether there are educational .progeams ,that can be

related to differences in'students' perceptions, attitudeg, and self-
,

feported behavior. The questioh is directly related to ESAP's goals of
0

improving the quality of relationships in desegregating school's.' The

measures of ftudent outcomes used in the analysis give some indication

of the way they felt abgut theirschool, the way they saw the teachers

and; principal, their interaction with students of the oppgsite race,

and their self-esteem.,
a

Six of the program types were chosen for, apalysis'on the basis of

assumOtions about the possible and-likely connections between educational

prqgrams and students' attitudes and behavior. Each program ,variable is

entered in a regression analysis and its effect on the dependent measure -

is represented by the standardized partial regression coefficient. This
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method of analysis was chosen because itlprovi

measure of home background (years of educatlon 'Omplesied7Sy student's

way of controlling for other independent variables, in this case'a

mother) and the percent of white students ip the school:' Both variables
.

i

.

'provided :the convenient
/

e
,

were seen aspossibae Aeterminants.of student attitndes, and were there-
.

, -
fore entered first in the re ression analyses;;psior tO, the dummy vari-

able identifying program typ . In Table 5Ithe stanhrdized-coeffiCiltd
* '

1

, . .

I

for the program type varipbl (with associated'levei fort Wherebeta
t f;',1,.

.

is statistically significant, i7the only information reported.ftom -

,-.

these analyses.
1,

The, total sample of stu ents is 'divided intO the tour race and sex
..,

1grouPs. This is consistent ith the general aim of thit inquiryto.

supply an explanation of the ESAP effect on black maTe*""hChievement. To

repeat, I am not looking her: at the effects of prpgrams that were ex-

\

c.i.

c usively funded by ESAP, buy at the effects of prograp0funded by many

d fferent sources in the hop= ofiidentifYing effective strategies. This ,1

is the nesTest approach that can be made to the p eferred analysis.. As

a f rst step, student noncog r itive variables we e selected for analysis

t "theiron Cie basis ofheir correlation with achiev ent s. This, too,fc:t,e

was justified in terms of the overallpurpor of identifying intervening

6brIables--here the student n, ncognitiVe measures--that might explain .

the association between program type and,student achievement. Clearly,

it makes more sense to investigate dependent variables that account for,

variance in achievement.

The analyses are present1d in.Table'5, which divides the resultg

on the basig of program type.' Some of hetrograms appear to have little

effect. Fc(r example, Part A of Table S shows the coefficients for gen-

eral inservice training prograMs. These, with one exception,'are

tistically insignificant, which suggests inservice training is not

associated with either higher or lower levels of student attitu es. This

may not be too surprising since a variety of objectives are gubssied under

this broad category of programs and since inservice training is'dirActed

at teachers, not students.

Other programs are associated with more favorable student attitudes.

One of these is inservice training that concentrates on race relations/
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Table 5
. .,

.

MULTIPLE REGRESSION.ANALYS1S OF RELATIONSHIP BETWEEN.

PROGRAM 1"/PE VARIABLES,AND MEASURES OF STUDENT

NONCOCNITIyE OUTCOME, BY 'RACE -SEX GROUPS.

Dependent Variables

Black / Blac9k White White

Males Females Males Females

,

Part A: A: Analysis of'Inservice'Training Program for. Teachers, . .

Student's' rating of his
ability compared with others

, .

in class

Teachers seen as liking,;
blacks and whites at same
school;, by student

Student,Jlad called student

'of the other Ace off 'the'
,

phone
t, ,

If studedi could choose, .

would go to a racially mixed
school

Student says he hates

school
'

Student is a membef of
school club or sports team

.06

c

T.03

.05

.0

-.01

.02

.01 °

.03

.01

.01

. 1

z.03

.03 ,

.01

.03

-.04

.03

-.02.

.01

.04

-.03

-.00

.05 .

(1.2,9)

Part B: Analysis of Inservice Training with EMphasis on Race or

IntergrOup Relations

Students rating of his
\ ability.compared with others

in" .class /'\
\Teachers seen as liking .

blackssand whites at same

. s hool, by student

.,Stu ent.had called student
of the otheS race on the

phone

.05

**
-.10

(2.87)

.00

'

:-.01

.00

-.02 .

.03.. A

.05

: '

.07
** .

.04

***
.09

(3.52)

. .09
***,

+.1

(2.78), (3.61), .
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Table 5--continued

Dependent Variables
'

.

Black Black .White

Males 'Females' Males FemaleA.

Part 5: Analysis bf Ineervice Training with ftphaeie on Race

IntiPgroupReiat40110continued1

or

If student could choose,
Would,go to a racially

mixed sch9o1 . .09
**

.07 .08
** **

(2.62) (2.31) X3.17) 21)

Student says hi hates

school' , .05' ,-.06 ' .04 TOl

Studen6As a member,gf school ?

.

.. ***
club or..sports team . .01 '.04 -.05 -.14

a
. a (5.53)

.......°"14

Part C: .4halysie of Inservice,Taining with ariphaeie okTtachtng

Methbds 7..

.

S &udent's rating oi his, .

, ability compared with others

)'in class -

Teachers seen as liking
blacks and whites atsame
school, by student

[

of the other race on' the
4tuden had called student

phone

If ,student could choose,
would io. to a'ricially

mixed schOol

Student-saygThe'hates
school

Student is amember,of
'schoorclub or sports team

-.01

,

.01

-.06

-.06,
;

-.01

-.06

%

-------
-.701

7 /

.07

.

.05

a

-.05

-.00
-

**
' . .07

(2.6g)

,

.-.00,

.05

..**

.07

(2.87/

.02

.02

.

.03

,-.05 -'

.08
***

(3.37):

.05'

(2.09) /

.04

-.01

/

6 8°
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Table 5--continued

Dependent Variables

Black Black White White

Males .Females Males Females

Part 6: Analysis of Programs in Intergroup Relations among Students

_.-

Student's rating of his.
ability compared with others
in class

Teachers seen as liking
blacks and whites at same
school, :by student

Student had called student
of the othei race on the
phone '

:

, .

'If etudent could choose,
,..

would go to a racially mixed
,?school

, ..
Student says'he hates

,
school

Student is a member of
school club or sports team

*
.08

(2.32)

.02

,

-.02-

-.01

.00

-:.02

.

-.02

*
.06

(1.98).

.04

.10

.

(3.13)

-.02

..08
(2.63)

*
.06

.(2.32)

.03*

.

**
.08

(3.10)

*
.06

(2.26)

-.02

-.03 ....

Part E: -AnalysiS.,of Programs in Minority Culture or Ristory

Students rating of hi:,
ability compared with othes

4

In class .04 .02 .05

'Teachers seen as liking
blacks and whites; at same

school, by student .04 -.02 .00

Student had called student
of the other race on the **
phone .08 .07

(2.61) (2.67)

69

.01

***
.09

(3.61)

***
.09

(3.76)

.01 \
,

(2.64)

.02

.03

- **
..08

(,3.16)
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fable .5 -- continued

/

Black . Black / White White/
A

Males Females Male's Femal s-

Part E: Analysis of Programs, in Milority Culture or History

If student could 'ch ?se,
Ns.

would go to a racially * -.:*

mixed school
. \

-.07 .00 .04 08

(2.15) (3.16)

i f

Student says he hat

school J .00 -.02 .04.- .03

/.

-.00 .07
*

\

-.03 -.01

(2.22)
...,

Part F: Analysis OfProgram in Parent- eacher Relations

.

(continue

Student is a member' of
school club or sponts team

Student's rating o his,

ability compared wth others *

in.class, .07 -.01

(2.32)

. Teachers seen as 1 #king

: blacks and whites at same
school, by, student -.01 .05

tStudenihad called- student
of the other race bn the

phone

If student could choose,
.1

would go'to a racially mixed

school

Student says he hatjes

s9ool

Student is a member of
s hool .club or spor s team

.02

.04-

-.04

.04

-.03

\ -.05

t- statistics in parentheses.
* = significan at the .05 percent level.

** = signifian at the .01 percent le el.

*** =,signifiT at the .001 percent le el.

70
o

.06

(2.30)

.06*

(2.45)

.01

4)6* .03

1.04 .03

I .

.01 .00

I E .08** .61

J(2.96}-

i

,

1
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(Part B). In several, of the analyses the presence of the program is

associated with more favorabile student attitudes of seve 11 kinds. In

parti ular, it is associated with an increased probability-students will

.
say they would prefet a racially mixed school over a segregated one,.

This is encouraging for two reasons. First, this type of student out-

come might be expected to *change as a result of ,altered teacher atti-

-tudes. Further, student attitudes, that would not be predicted CO

respond to changes in teachers are found to haveno association with

--the presence of this kind of program. For example, this type of in- '

service training does not 'appear to make any difference to how much

students like to go to school. Second, this is precisely the kind of,

program that reflected ES'AP's-goal tif achieving successful desegregation.

Moreover, inservice training that hai a different kind of emphasis,

teaching methods (Part C), does'not have the same effect on student

attitudes. This too falls in line with expectations. Programs that

set'out to alter teachers' attitudes and behavior apparently succeed

in changing the way, students feel about things too.

'Most of the positive and significant results in Part B are concen-

crated among white students of both sexes. This suggests that black

and white students respond in different ways to their educational,en-

vironments. But it also suggests that these Program effects on non-

cognitive outcomes are not going to account for tiie-kelationship be-

tween ESAP and the educational performance of black males'. If blacks

are not affected by these kinds of interventions, then there seems

little hope of sketching the connection of events between the ESAP

funding on the one hand and the higher test scores of black student:3

on the other. a

More positive program effects are found in Part D, which reports

the affects-of-programs in-intergroup relations designed for students.

Here too the positive and statistically significaRuesults outweigh'

the number that would be expected by chance by a large factor. And

again, this kind of activity is associated with the differences in

attitude that might be expected. For' instance, it is associated with

a larger proportion<of students who say they prefer ihtegrated over

segregated schools and with a larger proportion of students (white, only)
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who interact with students of the other race. However, the program

has little effect on students' perceptions of teachers' attitudes, or

on the extent to which students like going to school. This tob\is.\

---
encouraging since once again it is the type of program that ESAP fostered

and its effect is consistent with ESAP's goals. However,. it isworib

noting that the pr6gram effect isleast-obvious for black males, so i\
does not look as \if this kind of educational activity could account for

ESAP's success with black males.

Parts E and F deal with programs in minority higtory or culture and

those designed to bring a closer relationship between parents and school.

Courses oriented to minorities do not seem to makeany difference to
,w,TeMA-C,

students' self-esokem, even black studentg' self-esteem, nor does it

alter attitudes about going to school;, though, for easons that are not
.1

immediately obvious, it does have a consistent, effd t on the interactions

among students of different races: Since this program did not alter'

students' outcomes to any sOstantial extent, and certainly not in the

way that was expected, it does not look like a promising tapic for further

analysis. The same general conclusion holdsforthe,analysis of programs

that develop parent-teacher relations (Part.F).- The effect of this.pro-

gram is uneven, except that it is associated' with higher levels of self-

esteem among students. However, compared with inservice training in

race relations and intergroup programs for students,' the effects seem

modest.

In review, the strongest,evidence of special program effects were

obtained in the analysis of inservice training programs that emphasized'

race relations and programs that develop intergroup relations among

students. -The analysis of these two program variables was extended,

fiist by looking at the possible confounding effect of recency of de-

segregation. In the analysis of teacher outcomes-it was pointed:out

that recently desegregated schools were more likely to have this kind

of inservice training. The question was whether this difference might

explain the levels of student attitudes regardless of program presence.

In other words, was the program effect apparent rather than real? The

regression analyses for these two program type variables (Parts B and-D)

were repeated with extra control variables added that grouped' schools

72
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VS,

according to therecency of desegregation. The results clearly show'

that recency of desegregation does not substantially alter the un-

controlled relationship between program type and student attitude.

The second step was to investigate further dependent variables.

New measures of self-reported behavior and attitude were used in

Table 6, .following leads from Table 5. These analyses confirmed the

previous finding; the positive effects of these two programs tend to

be concentrated among white students. Thus inservice trining that .

emphasizes race relations has,4 positive effect on white student's

interaction wi,th blacks .3mi:roll their attitudes to black students; but

there are no corresponding.prograM effects on black students. This

is important because previous analysis had shown that two of these

racial attitude variables might explain'the relative performance of

black males in experimental schools, The westion is Ohether the

attitude variables Might be influenced by thelWesence of certain kinds

of education programs. It is clear that they are not so related; black

students' racial stereotyping and their belief about the relationship

between race and intelligence are not to by explained.by this particu-

lar kind of teacher training.

As before, this kind of inservice training is associated with more

favorable perceptions of teachers' attitudes and,behavior, just what

might be expected to result from a program like this. But again, the

program does nothave the'same effect on blacks.

The analysis of programs in intergroup relations. for students

(Part B) shows comparable results, though less obvious; Mast of the

positive effects are concentrated among white students as before, but

some of the statistically significant relationships are found ,for the

two black groups. Thus, this program too is associated with more

favorable attitudes toward students of the other race and higher levels

of interaction between races. However, the'effect on perception of

teacheeattitudes and thavior is Mixed; in most-analyses,the relation-

ship is negative.

In summary, the p4ttern of results accumulated over a substantial

number of analyses indicates two programs were associated with more

favorableostudent attitudes and behavior, though this effect is almost

-73
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Table 6

RELATIONSHIP BETWEEN PROGRAM TYPE VARIABLE AND MEASURES
OF STUDENT NONCOGNITIVE OUTCOME,.BY ^RACE AND SEX

4,

Dependent 'Variables

Black Black White White

Males Females Males Females

-. dart A: Inservice TPaining with Emphasis on IntergPoup Relations

Would like more friends of
the other racial group

,

Feels uncomfortable with
students of the other race
(Range 1-4. 4=never) -

Says three students talks to
most are ,of the same race

(Range 1-2. 2=no) .

Had helped student of other
race with homework --"

Had asked for/help with home-

worts from student of othef
.race

Decribes students of the
other race as dumb (1=yes/
2=no)

Says color doesn't have any-
thing to do with smartness
(1=agtee/0=other response)

Principals seen as liking
blacks and whites at same
school, by student

4.

-.02.

.

.04

-.03 -.01

4

-.05 -.07

-.03 -.05

-.05

.04 -.0,4*

-.01 .' -.01

*** ***
. .10 .08

(3.83) (3.10)

.Q0 .01

=

**
.

:. ***I
.

.08 .09

(2.93)' (3.51)

.04
-*

:06

(2..44)

**
.06 .08

(2.37) (3.18)

* *
.06 . .06

(2.07) (2.12)

Teachers seen.as being unfair
to whites (Range 1-2. 2=no) .05 -.02

7'

.05 , .05

(2.02)

* **

.00 .13

,,(5405)*

-.03

t
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Table 6--continued

Dependegt Variables

Black
--'Mares

'Part A: Inservice Training with EMphasis

.Teachers seen as being unfair
toblacks (Range..1-2. ,2=no),,

Te achers perceived asaiking
blacks and whits going to
same schoc1
(177-Y-es/0=other).

Teachers perCeived as dis-
liking blacks and whites
going to same school
=y-es/1=othe0

I.

Black
Females' Males \S

on Atergroup Relatio4-Xcon, tinued)

-.02

**
.10

(2.87)'' .

.06

.02

.00

.08

( .55)

.01

.05

**
.08

(2.97)

-.02

.09
***

(3:52)

***
.13

(5.01)

Part B: Analysis of Programs. in Inttrgroup Relations

. .

Mould like more. friends of

the other racipl group

Feels uncomfortable with
'students of the other race
(Range 174. 4=never)

Says three students talks to
most are of the same. race

(Range 1-2. 2=no)

Has helped student of other

. race with ,homework

Has asked for help with Home-

work from student of other
race %

Describes students of the
other race as climb (1=yes/

2=no)

among Students

-.04. -.00
**

.08

(348)

**
.07

(2.63)

-.06 .08* , .01 .02

(2.55)

-.03
*

.09
**

,.06
***

(3.-67) (2.27)

***
-.04 .11 .05 .07

(3.93) (2.76)

.08
**

.08 .02
**

.08 '

, (2.70) (2.98)

**
.03 ; .02 .00 .07

240)

7 .5
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0 Table 6continued

Dependent Variables

Black Black White White

Males' Females, Males 'Females

Part B:, Analysis of Programs jin Intergroup Relations among ,tudents_(Continued)j

Says color doesn't have any-
thing to do with smartness
(1=agree/0=other response)

Prinolpals seen as liking
blacks and whites at same
school, by student

.00 .o1 .05 .08
***

o
(3.35) .

.02 ' .07*

Teachers seen as being unfair '**

to whites (Range .1-2%, 2=no),--- -.10 -.02 -.05

(2".98)
.

,
Teachersseet as being unfair , *

to blacks (Range 1-2. 2=no) -.08
(2.20)

Teachers perceived as biking
bfa'cks and whites going to

same school (1=yes/0=other).. %02

(2.24,1

A

.
.

.00

LAs.;

(1 98)

6

-.08
(2..99)

.03
4

.A

- Teachets,perceived as dis-

lik&ng blacks-'and whites. .

.

'going to same.echool, ***
(0=yeS/1=other) .., 7.01 ..13

. . . .,.. (4.31) a, 4

-.01

-.04

f, -.01

.03 .0q***-
,

t- statistics in"parentheses.
* = at. the .95 percent level.

**,= significant at the .01 percent level.
-*** = significant at the .001 percent level.

4

,t 7,6

0 ,

A.

4
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entirely concentrated among white' students.. To repeat, these results ..4-..

_ .

are encouraging, but they should not be blown out of proportion. They
r.

,,--do not tell, us how ESA worked; they only report on theobserved're-

lationships between program types and certain teacher and student out-
.

.
. .

comes in the experimental and control schOols: Nor are these effeCfS"

large ones. The pattern of results supports a positive conclusion,

but it would be incautious to make'bold predictions about the amount

of difference that could be brought about by wider application of\

these prOgrams. This is Rarticulgifre'Rtince we have only the most .

genera( idea *of what 'the programs 'cons gt, in the first place; they

ld therefore be difficult to reproq ce. 1pthough-some attempts have

beed made to test alternative explanations of the findings, such sti-
r

tis- ti al devices cab never be exhaustive, by'definition. Therefore,

there a the ever-present possibility Chit the ollserved'effecta are

not prop ly attributed to the.programs, but to some unmeasured or un-

controlled thirli-4414.1meritt. Despite these cautions, the res4ts are

suoft ggestive o ways in which school's, alter teacher and studenrattitudes,

and the leads p ovided iv'these analys'es direct the approach adopted in

--the following section, which looks again at the determinants of achieve-

ment levels.

4

e

& I
-
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...811*
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VII. THE 'RELATION Ot' STUDENT ACHIEVEMENT TO ESAY,

, EDUCATIONAL PROGRAMS, AND.STUDENT ATTITUDES

The first part of the Rand work with the ESAP data consisted of a
. .

reevaluation of the program's effects onastudent achievement by various

compar1sons between experimental and control schgols. ,In this'section

the analysis of achievement scores is taken in two different directions, '

First, I look at'districts,where students in the ESAP school did much

better than those in the control school. These instances, called out-
.

liers, areexamined for possItile clues about special or Unusual circum-

stances associated with program success. The districts where experi-

mental school students far outperform--those'in control schools are'

compared -with districts witerd ddrever'Se is true. The purpoie is to,

identify dramatic differences between highlyteffective and 'ineffective

implementations of the Emergency Schodl Assistance Program. since there

are 48 school' -pairs to start with, and I am looking at oily a fraction ,

of these, this part of the analysis approaches case study,
_ .

The rest of the section is not a study of ESAP,per,se, but of the
1.

relationship between school programs and student achlepement. The ob

jective here is to tie together various parts of the reanalysis. Or-

tain educational programs have been shown to be associated with favor-
.

able noncognitive teacher and student outcomes-,--and some of-these, in

turn, have been found to be related to student achievements. The analysis.

reported here aims at relating programs, nobcognitive.variables, and

4

achieveyegX...* an ,effort to explain performance levels with the avail-.

data on schools, teachers,and students.
o

ANALYSIS'OF OUTLIERS
/ i

SN 4 The first-task is to define the outlying districts: .those where

,students in experimental schools aid eithermuch better or much worse

than those in control schools. The sample was divided into the, fogr

race-sex groupS because the plrpose of the analysis was to examine

interactions related to-these two variables. Then, a school -pair was

eliminated where there were fewer'than'four students of a given race or

78
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ferences. The. four distributions are displayed in Fig. 1.

j Straightforwa d examination seggests that there are all kinds of

departures from no alityt but-definitive judgments are hard or impos-

sible because of th small number of cases. The cases at the extremes

of the distribution- cotild well be manifestations of a low, density

spread of considera'le importance. In hope of bringing these unusual
,

properties to light4 reconstructed them using grouped rather than con-
.

tinuous data (Fig: Z). These two representations of the distributions

suggeA several things. First, there are outliers at both ends for white

males, and possibly pOsitive outliers for white females. In addition,

these distributions appear to.have two modes. The distribution for black

females piles up at the left hand side; only the distribution for black'

s.males seems roughly normal. .1

The next step was to decide on a cutoff point for the dbfinition

of outliers. This necessarily involves judgment,,one considerAtion

beirig that a cutoff 'trio far from the mean is' going to yield a very small

number-of cases. Guided by this practical consideration, I set a limit

such that about 10 percent of the_cases would be identified as either

positive ornegative outliers-for a.given distribution. Cases over

1.5 standard.deviations above. the mean for each distribution were char-

, a4erized as anstances of highly effective ESAP treatments and cases

1.5 standard deviations below the-mean-as instances-of highl- reflective
control schools. In a normal distribution these limits would separate'

/13.4' percent of the sample. These limits are marked -on Fig.. 1 and dis-

tricts above and below the cutoffs labeled by their serial number. Eight

cases fall in thelow end of the distributien, seven in the high end.

Counting eadh appearance in the outlying group separately, there are an
t

average of just under five cases in each distribution' in the high or low

70

sex'.' This meant different schdbl-pairs were eliminat d from the four

subgroups. The next series of choices concerned the measure Alf effec-
,

tiveness. In -the end, the 61mplest was used: the unadjusted difference

.between the means for experimental and control school students...__An ex-

tenofve examination of, adjusted difference scores revealed that the

'v same schools were located ih:the upper and lower ends of these distribu-

tions as were in the two tails of the distributions of unadjusted dif-

,14
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males -10 -8

Bladk
females

White
males

.72

As

I I

74 .4. ; /6

1' . I 1 1 . I

Number
of

schools

-6
*- 5

4
-3
- ,2

1 .

10

-10 -8 -6 -4 -2 0 41 10

1 11

r7
6

-5
4
3

-2

Fig..2-:-GraPh of raw difference scores using grouped. dia.ta'

e
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This is sligh
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.t exactly 10'percent of the total number of school pairs.

ly under'the expected fraction of the distribution. Four

districts ap ear in more than one distribution, implying that where a

district is/highly effective -` -or ineffective-7for one subgroup of stu-.
,

rents it may also,he effective--or not--for another. However, if these

four distributions 'were totally independent of one another, some of this

consistency would by expected'by chance. 1; fact, the number of schboiS

k Observed' in more th.n one distributiOn is below that.expected for four

lndependent/distrAutiOns.
. main,question is whether these outlying cases can be differen-

tiated from One another. If' they can, it might suggest reasons for the

unusual ,success or failure of ESAP. 'To .start 4vith, comparisons were

made"between high and low outliers on a numbdeof school characteristics

such as ,the 'size, the percent Of white qudentS, the recency of desegre-

gatipn,. the attitude of the principal to desegregation, the per pupil

expenditure, and so forth, All available Indices.of school-to-school

differences were used. Very 'few showed high andlOw outliers *ere

clearly differeit from one another. The exception is thatpositive <

I

outliers tend to be smaller, than negative outliers difference of over

i

. ,

10dIstu'dents), and they tend to,be located'in' somewhat rural areas (esr

tablished using the percent of people in the county living in communities

%,0f'over 2;'500): High, outlying districts had

otliqiers (28) and fei!./er Students in all (abo

,

,,, ,. %

1,
) .4

extra federal funcls do not get lost. Administrators might'be more care-.
, ,

'These differences are not statistically

'be forItUitous either. There arc several reasons for thinking 6 program
. .

like ESAP lio(il be more
successfu4

l in smallotchool clistrict4 and small
. .- .

!
, ' \e'

.

sphoos. ,For example, these districts may be more,manageable so that

fewer sCliools, (21) than loW

t 11,000 and 151000).

significant but they may not.

' 1

ful to see the monegets used for the right purpose. Another possibil-
N

it3, is that rural scho 1 districts are more peaceful than urban ones and

therefore provide,a more stable setting in which_ innovations can be

implemented. Or, the families.studentg come from may be more homogeneous'

in rural areas, and this may mean,there-are fewqr cross-pressures to con-
,

tend with when changes take place ih,schools.

-Some of these issues can be pursued_ with the data. For example,

8 2
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principals' reports on the level of- disruption of the school can be

used tO:check,the idea that smaller, rural school districts are more

peaceful places.- One of thes

lockers are broken into). shoed the expected difference, but the same
.

and consistently for the other variables.

measures (frequency with-which students'.

pattern of results was not f

Another index, of disruption, absenteeism rate, also showed high outliers

were better off than low outliers. So,taking a selective approach to

the data, the case can be Ile that the low outliers, where control

school students did better flan experimental school students, were more

disorganized places. bf course, this does,not prove that disorganiza-

tion led to poor educational performance; the evidence does not-warrant

' such a strong conclusion.
f"

The other.-suggestions were even harder to test adequately. There

was no sensible measure of how readily these schools can be controlled,

either by the administration or by the principal. -Yhe closest approxi-

mations were the principals' assessment, of how much effedt they can
. .

have on students, and information about the"superintendents'.aCtion in
_

helping schools with the process of desegregation. Obviously, neither

can be taken seriously a\a measure of subtle and complicated realities.

Thenext questicin is whether,thezhigh and low outliers can be dif-

ferentiated in terms-of educational programs and activities. For

example, are thehigh outliers more likely to have remedial education'

programs? The simpest possibility is that the low outliers were dis-

tricts where the experimental_ design had been vitiated. That is, ESAP '

might not.have been delivered to the experimental school, or it might

have been delivered to the control school. Of the eight Low outliers,

ttlere was only 0w district where the control school had received ESAP

funding. This explanation.does not seem terriblyihelpful, therefore,

k sinceoneofthesesixcieviantcases,would be expected to-show up in

the lower outlier group on probabil'i..-ic grounds..-

Still, the low outliers might be those districts that rece4ved a

smaller ESAP grant (in the experimer al school) than the high outriers.

However,-comparison of the two groups showed that the .low outliers*

actually received slightly larger ESAP grants. This could be explained

by the fact that these schools tended to be larger; when the ESAP grant

83. ,
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was expressed a a fraction of the total school bud

between high y'nd low groups disappeared. .Consistent

the low out iers were faUnd to have larger number

activities' as reported\by the ESAP director or pr

et the difference

with glisVattern,

programs and

1. But this too

could be explained largely in terms\of the difference
.

n size 2Ltpr

two types o'' schools. When these tallies ot
-
the number of programs

l ,.
. !

were adjiisted fon schol size, thy differences between_ e two groups
. ' \

I

either vanished or werereduced with one excepti9n. A cumulative score
.

for ESAPfunded activate1 s indicated by the dire toot shows high outliers
\ .

had more activities even\when the size of school had been ken into

account.
i

While this makes good sense,.and.is iencouraging,-there s a danger

of t king crude cumulatiN4 scores toc terally4 Equating . pr grams of

di ferent kinds, as one, does in making.a simple
icumulative

sc4reiis,...

viously a hazardous/assumption. And no'accou t istaken of he dif
.

/ferences in size or funding of these activities/. -..Thus a school\ that
.1

spends all its money on a remedial education program will have 1 "lower"
l

score --than one that decides to ao41ve different things with the\grant.
/ .

. 1

Nevertheless, 'Ilis finding suggested a close inspection of the ESAP-
--.

.t'funLlefoi,programs in thes schools to see if there were particdlarstrat4.-
i. .

iegies associated with sucess or failure. AcCordingly, the two groups

-i4ere compared for differk.pces in the things that ESAP money had 14ught.

'
.

;

l,. in general, no pattern emerged from this' analysis. The high outliiers
. 4

t were neither more nor less likely to have used money on remedial d1 t
.

' tutoring programs. They did nQp concentrate Money, any more than he

other group, on inservicetraining. Nor did:they use it onspecial
.

. .

kinds of inservice training, such as training in race relations. There
.;

areno speCiai resources or equipment found in the high and low gr c ups,

1 And it does not seem that extra.Personnel, such as teachers' aides,1 are

more common in the successful schools. Neyertheless, even though high

and low outliers do not seem Go have distinctive types of programs,lon

one cumulative measure the high outliers turn out to be better supplied

by,ESAP.

To summarize, the high and low outlier, Aroups ate different fr6m

one another, but not in terms or the kinds of.educational programs that

84
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they have. They are different in terms of location and size; low out-

liers.tend to be larger and located in urban areas. This may hint at

the importance of the setting for ESAP rather than the substance of the

program itself. Tht key to success may.,not be the content of the pro-

gram so much as the way in which the program is implemented. This idea
, 1

fits with the fact that ESAP regulations allowed school districts a good

deal of latitude in devising their version of ESAP. It might be expected,

therefore, that the skill with which,Iocaladministrators adapt ESAP to

their local needs would make n difference to the outcome of the program.

Bu,t this a guess:

EDUCATIONAL PROGRAMS, NONCOGNITIVE OUTCOMES, AND STUDENT ACHIEVEMENT

Earlier in this section Llooked at unusually effective and ineffec-

tive instances of ESAP. Here I look at all the aat in an'attempt to ex-

plain variations in achievement by, differences in educational programs

and variations in students' attitudes. There are two parts to the analy-

sis.

(1) ESAP was shown to have an effect on certain. measures of stu-

dents' attitudes; that is, students in experimental schools had more, or

Less, favorable attitudes than those in control schools. But theSeef-

fects were more evident for white students than for blacks.- If the pro-

gram had an effect at all, it would seem that the white studentsewere

the ones affected. Most puzzling, the effect on whites was positive for

males and negative for fenales.

Since ESAP had little effect on these noncognitive outcomes for

black male's, they did not look like 'promising intervening variables to

explain the linkage between program funding and achievement scores.
. .

However, it is possible that the program affected black male achievement

levels by changing white students' attitudes. The program could have

thereby created a less threatening environment, for black male students

so that they felt better about their school work and performed more ef-

fectively on tests. This assumes that white students' attitudes are an

important ingredient in determining the quality of black male students'

experience in school.- For example, ESAP was associated with more posi=

tive attitudes for white males in the way they felt about desegregated

8 5
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schools and in the degree to whicn they, interacted with black,students.'

Perhaps these changes made'lt easier for black males ta feel accepted,
4

to feel less threatened, and consequently to improve their potential

for educational'performance in school. A complication enters at 'this

point because while ESAP was associated with more' favorable attitudes'

for white females on some of the measures-examined in Table 2, most

showed a reverse effect: Control students, scored above experimental

students. ',The aggregate measures of these latter variableg' would be

,expected bo have a negative association with b ack male achievement;

at least that would be consistent with the view t at students' influence

on one another's attitudes is not dependent on sex. .

Aggregale scores were computed for white males and females sepa-

rately, so that each school had an aggregate score on those noncognitive

'outcomes that was significantly associated with .the presence of the pro-

-gram. These aggregate scores could then be:cosielated with the individ-

ual level achievement test scores for black males.' -Table 7'reports

these correlations (first column). Even with the'large number, of cases

involved, only one is statistically significant! however, there is-some""

support for the idea of aggregate effects in the patterajof,;,siels of

these correlations. With a single exception, the correlations all in

line with expectations. Where ESAZis associated with a positi e ef-

fect on student attitudes (all, the white male attitudes and two of, the

white female variables); the C6rrelations reported in Table I. are post,:

tive. Where ESAP is associated with a negative effect on student Itti- '

tudes (all but two of the white female variables) the correlati s are

ti

negative. Taking the analysis one step further, .a measure of student's

social background was, introduced. -The suspicion wa's that this might

substantially change the uncontrolled relationships-reported in the first
a

column of Table 7. .The partial regression coefficients (achievement.
A

dependent' variable, independent variable indic.ated in left handlmargin,

mother's education controlled) are reported in the second column. Though

it is true that in three cases de signs of the correlations are changed,

in general the introduction of this control did not alter the

derived from the first set of results. The zero order relationship is

not to be explained away in terms.of student social background.
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Table 7

RELATION BETWEEN AGGREGATE MEASURES OF WHITE 'STUDENT

ATTITUDES AND BLACK MALE ACHIEVEMENT

4 .

Aggregate Measures for White Males

If student had talked to counselor
during the year

Student would prefer to attend a
racially mixed schoOl

Student would like more friends of
the other race

.
.

Student had helped another of the
other race with homework

.01.1

,019

:060

"

,-.007'

-".007

-.007

.047

-..!

-.016

/ ' , .._.- 4

".

Stucient'had.asked another of the other

race for,help with own -homework .041 .040.

Aggregate Measures for White Females

If student had talked to 'counseldr . .,,,

--,

during the,year. .013 -.001

Student says stie is glad to go,to

school in the morning --- ) -.026
721-t-----

../

Student says that when punished it

is° for rio good reason -.029' '..-.0S8
.

Student thinks principal's attitude
to desegregation is favorable

,
Teachers seen as being unfair to

white students' -.042

White students reported as complaining
of favoritism on'part of teaeher`

Black,students reported as complaining
of favoritism on part of teachers

-.051

.

-1052

, ' -.018

-.067 -.055-
O

*
-.099 -.11;M

Column 1. Zero order correlations between aggregate measures of
white student attitudes and individual black male achievement scores.
Aggregate measures o:: .white students' at itudes are those for which a
statistically s.ignificnt difference exists between experimental and

control school stydents (see Table 2).
Column 2. Standardized regression coefficient for measure of'

white student attitude with0m4her:s education controlled:

* = significant at the .05 pefcent

87.
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must be remembered that the correlations are not large; they

account for a vanishingly small percentage of the variance'in achieVe-

ment. In a separate multiple regression,all five white male attitude

variables were entered as independent variables and were found to

0
account for an 'additional 0.5 perCent of the variance in achievement

over and abotve that explained by mother's education. The comparable

arialysis4o.r...,t4e wi e female attitude variables had similar results;

an additional 1.3 percent of the.variance in achievement can be attr/b-

uted to the variation in the complete set of independent variables.

These results must-be considered in light of thefact that only a small
o

percentage of the variance in achievemeht (under 1 percent) can be

accounted for by, ESAP. 'Therefore any intervening effects are toto

hive to be smaller still. Seen this way, such tiny effects become more

0

important.

(2) The analyses presented in the second part of SectioniVI showed'

that certain programs were associated with differences in noncognitive

student outcomes. Specifically, inservicer. training for teacher'S that

emphasized race relations and programs that helped intergroup relations

among students were associated with more favorable student attitudes and

more positive "self-reported behavior. However,.these effects were again,

scom:cntrated among white students, so it did not seem likely that the

key to explaining,the program effect on black male achievement would be

found here. Nevertheless, the inquiry was_pursued, broadening the ob-

jective to include all four subgroups of students in a gelheral investi-
.

7

gation of the relations among program type, noncognitive outcdme, and

student achievement score.

Table 8 reports the analysis orthe two program type variables,

inserVice training focused on race relations and 'intergroup programs

for students.` the four race-sex groups were analyzed separately for

two reasons; the relationship between noncognitive outcome and student

achievement had been found to vary'dcross these four groups, and the

:-, effect of these-two educational programs on the noncognitive outcomes

had also been shown,to differ'depending on student race and sex. Sev-

eral noncognitive variables 4,re chosen for the analyses, the choice

being based on results obtained in Sections IV and VI. Is the

88
r, <
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Table .8\-

ANALYSIS OF RELATION BETWEEN PROGRAM TYPE, SELECTED

STUDENT NONCOGNITIVE VARIABLES AND STUDENT

ACHIEVEMENT SCORES, BY-RACE-SEX GROUP

Intervening Variable

. s

.

Bla'ck% ilack\. White White

Males Females\l Females

Part A: Program Type.: Inservice Training with Emp'hasis. on ,Race Relations

,

If student had talked to r: .03 .07 .O9 .08

a student of the other 15=1 .03 .07 .09\. .08

race on ,the, phone b-2 .02 .06' .,,07' .04

'112.. .05 = .06 .06 .11 I 0

4

If student could choose, i :14 - .1,9 .19 \ .15

b-1 .14 .19

I.

he would prefer a .19 \ .15 .

.

.

racially mixed school b-2 .14 .17' .16 \\.1"2.12

R2 .06 ' ...09 '-.-----11T------ X12
_ .

.

if student is a'fiember of r' .07 .15

4SCh001 club or sports ,-b-1

team ___ to-2---.---

Student would like more r .

friends of'the opposite 1;-1'

race 13-2

--; . R2

.15 4 1

.24\ '-''

.15 .-1 .25 \ 0

'.12 i .20

.19 .08

.18 .08

.17 .06

.09 .12
.

0 . ,

.08 , -.02

.0'8 -.02

.08 -.02

.07 .11

.07 _ ,14

.04 e12

sul.

.08 .08

.08 .07

..09 .08

.05 .07

Student'had asked for r ..08. .J5

help wilth'HOmovotk'OTom b-1 08 .06 ,

,
student of other rate b-2. --.07- ..05 ,

R2 .4...05 .06
L.,

Part B: Program Type: programs.in Intergroup Relations for Students

Student's rating of his

' abi -fity compared with ,

others Ln his class

r....

Student had called'a
student ,of the other race

on the 'phone

r

b-1 _

b-2
R2

r

b-1
,b -2

'112

.32

.32.-

,.30

.14

.03

.03,

.02

.05,

.39

.33

.37

..19

:07

.07

.03

.06

'

.46

.47

.43

:24

..09

, .10

.07

.06 :

.45

.45

.39

.25

.08

.08

.05-

,11

83
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-Table 87-continued

' Black Brack White White

Intervening Variables, 'Malts Females Males' Females.
. «

, 0

, Part B: Program Type: Programs-in Intergroup Relations for Students (continued)

.

If student could choose,
would go to a racially
mixed. school

Student is member of
school club or team

..

Strident would like more
friends of the opposite
race

.

e
b-1

11-2

R2

r

h -1"

"b,2

R2

cr
b-1

b-2

R2

..14

.15

.,14

.07

.07

.07

.05

.05

.08

.08

.09

.06

1

.

-

I

.19

.19

.17

.09

".,15

.14

.12

-.07°.
.

.08

.08

.Q8

.06

4

.

.19.

.19

.17

.09

:15

.15

.12

.07'

.19

.19

18

.09 -

.15

.16...

.12

-.13

.24

..24
-49
.15,

,

.-

.08

09
.07

,, .12

;

Notef Table reports zero .o,rder correlation between noncognitive variable
(indicated in left-hand margin) and achievement, the standardized
partial regression coefficient for this relationship when program

type is introduced into the equatit,.. (b-1); the same coefficient
when mother's education is also entered in the equation, and the

value of 112' when all these variables are inclqded in ,the equation-.
a

I

a
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association between student attitude and perfoi%ance tb be accounted

for by the presence of v.-lather of these two educational programs?

Table 8 contains four pieces of informntion. First, it shows separately,

by subgroup and by noncognitive variable, the directliklationship (zero

order,,correla tion) between achievement aid the noncognitive variable.

_Below this is the standardized regression coefficient for the noncogdi-
.

tive variable obtained when thy dummy variable.identifying progfam typo
d'

is also entered in the equaXibn . Underneath-that is another estimate
, .

of the same relationship, also a standardized regression coefficient,

.1#

when mefter's education is entered.as an additional control. The fourth
.

pied: of information is the value of R- for the'whole equation.

Neither of these two programs explains the-direct relation between

e noncognitive variable andach%evement. This canbe seen by 'comparing

the first number (r) in each ce/I with the second (b-1). Although to
.

.

varying. extents students' educational. performance can be attributed.to
--1,

their noncognitive'differences, no case can be made that these relation-
.

ships are due tothe pregence or absence.ofthe most promising progr'am

.

types identified by previous analysis.
.

The. effect bn the partial rela-

tionship of introducing the,control for social background is a good .-°.

.2 1 ,

. . . ... ,

deal more pronopnced ti.an
:

the effect of intfodU ing program type as the

intervening variahle.(r compared with b-2 in eac celk1). The control,,,
.

,

. for social badkground takes account'of,thvodegree to Which these kinds
.

. . .. , 1

'of educational programs are located in schools with students ofodiffer-
.

.ent levels of-educational 6erfOnmance,.and it also takes account'of the

relationship between background and achievemert. Sbcial background
%..-

appears to be a good deal-more important in accounting fat the relatPor- 7

shEpsbetweeo the noncognitive variables and achievement'than 'are the
,

measures of program type. .4 .
..

In summary, these two ptograms appeae to be assRcrated with posi-
) .

tkve and desirable
..Act

outcomes, which are co istent with the general aims

4

ana intentions of ESAP: inservice traini g programs with emphasis on

intergroup relations and programs in intergroup relations 'for students.

However,-a4though the changes.these programs brought Aholit in students

.

.
, ) .

. .

are associat.ed,with their educational performance, there is,little basis

1,kor a.t that association to theprogram type. illerefore, ihe.iel-i' ;"-,

; ' 0

(
4
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a?,

tma progroms miglit be judged in - terms of their effects on certain non
,

cognitive outcomes, but they do not appear to provide the explanation

,of.the higher achievement levels of any one of the four, subgroups of

students, including black male I0t4I.graders. Of course, i should k,

remembered_thesep'rograds are not necessarily EMP-funded.

1
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VIII. REVIEW.

Inreviewfftg-theaniY,Ysis I put aside the' qualifiCations and

caveats scattered tht.ough the text,.bnt do so knowingsa shortenedf

summary is vulnerable to misinterpretation. The review should be

seen as the most positive and-optimistic.rendition of he results.

more.cautious account will be foundin the text,. and the reader is

directed there also for Wormation about the .Fize ofIltfie effects--

L' being discussed.

(1) Although ESAP does not alter the racial climate of the school

in general, it does change the attitudes and behaviors of some groups

of students, notably white males and black fethale, in-a positive

direction. These students are.more likely to feel they belong in

school, are happier about going there in the morning, intera ct more

with students of the otherracf, and would prefer,a racially mixed

school. These are the kinds of dispositions and attitudes tha ESAP

,tried to develop and canbe seen either as ends in themselves or as

4 means to the end of achieving successful desegregation.

(2) 'Measures of students' attitudes and behavior are associated ,

,,With their achievement levels, and thesi relationships are stronger or

weaker depending on.the student's race and sex. There is no simple
'
IsQ '

summary of all these differences, but achievement is somewhat related.

8 9
to ialether the blc!lc student-thinksrace is linked to IQ_and thinks

other hlacks are smart. This is suggestive ofthe importance of self-

image in academic success. Unfortunately, MAP does not appear to have

been responsible for changing black Students'_attitudes in this key ,

(3)- A good deal of ESAP activity was devoted to improving inter-

group relatilonsliis, bothamong teachers and among students. Signifi-

cfmtly, both kinds of programs are. associated with more favorable

,attitudes and:.behavA,,os.r In 'schools. For instance, Lea-ners in schools

wit Alsepvice &raining that toncentrlated on intergroup relations were

'441

A
to.

more likely to t
favor desegregation, felt that other teachers', attitudes

1

rwere also-Mot positiye, fqlt more open to express themselves to
6

,

w, 93
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their studghts on the maltergrace-r--STUdents in schools that had

esigned to help relatiohs between the raceS were also better

dispqs/d to'racially mixed schools
,

interaqed, more with students .0F

the othet race,\and perceived their t acherS as having more favorable

att/litudes to desegregation. Unfortun tely, it was not possible Oilihk

these two'prdgramtypes to ESAPjthe, naiysis cannot differentiate be-Y.

tween'schools where these piograms ar funded by ESAP and. school where

they are funded from other.sources.

(4) Some school districts were especially, successful; the , the'

experimental school students did much better:than the control tchool
I

students on an ach.evement test. There. were also some distri9 s where
.

the reverse was true. A comparison of theseltwo extremes suggeted
. 4 /

that the best,impAementatio of.ESAP were in fairly s7allsschools,

situated in the smaller, ruT 1.school districts. ThiS may,mean that

T..SAP's success is determihed to, a degree by the local setting.

1

%
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