i L A DOCUMENT RESUME -
Y . £, -
o e - . ©p 016 124
N\ 3.7 . . - *
.Acland, Henty
Secéndary Analysis of the Emergency Schbol Assistance

T . . Program. L. -

.~ *INSTFTUTION ‘ Rand Corp., Santa Monica, Calif. . N
SPONS AGENCY Office gf Education (DHEW) ,* Washington, D4«C.

- PUB DATE’ _ “Dec 75 7 ’ : SR

«  COMTRACT - 300-75-0106 . Lo : '
NOTE . % 95p.; Por Executive Summary, see UD 016 123 -
ED2S PRICE ~ -MF-$0.83. HC-$4.67 Plus Postage. - :
DESCRIPTORS Academic Achievement; Achievement Géinﬁ; Aclhievement =«

O . .. Pating; Chamging+Atiitudes; EBvaluation; Federal '
. T : *  Programs; *Follawup Studies; *Grade 105 High School

students: Integration Bffecéts; Integradion.

. Litigation; Integration Studies; *Negro Achievementg

. ) ‘ . Negrio’Education; -*Negro Youthy, *Performance  Factors;
Program Effectiveness; Racial Coifposition; Racjal

.. . Fac}qrs; Racial Integration; School Integrap}op;,

N 'secgopdary Educatiorn; *Success- Factors: & ...~ ~ . .

. ~“4DENZIFIERS - * Emergency School Aid Rct; *Emergepcy School .

Assistahce PyogTam; ESAA; ESAP | . -

-

oy [

- LN
-

-

AN

. .

ABESTRACTY o

.

“~

, The original evaluation of the effect of Emergency
ol School ,Assistance.Programs (ESAP) in the second year, indicated that
black, male tenth graders in schools receiving the emergency aid did
significantly better on a test of academic performance than d4id s

v sinilar students in non-funded comparison schools. No program effects
were reported for other groups of students. The. analysis.reported . .

here accounts for the programs effect on black males. The orientation
‘of this investigation is exploratory and not confirmatory in nature,
and this is reflected in all stages of the work. The aim is to search
.for clues, not clear-cut certainties, about the existence and causes
. of program success. Basically five issues are addressed as follows: -

(1) did ESAP alter the racial climate of the funded schools; (2) are «
there relationships:between student educational performance and .

e non-cognitive variables that are dependent oy his race and sex; (3) -
N *what did ESAP buy; (4) can teacher-and student non-cognitive . -t ’

vatiabtles be related to particular edicational programs; and, (5) can
edutational achievement’'levels be ‘linked:to non-cognitive vapiables
and these in turn o educational programsﬂ It is suggested that ESAP
changes the attitudes and behaviors of white males and black femaleés

in a gésitive direction.. (Author/ail) : o . .
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-7 The Emergency School Assistance Program -(ESAP) provided f;nanciAl
' “aid to-schools during 1§7041971 and 1971«1972 to help them in the pro-

cess of ach1ev1ng successful desegregatlon. . The eriginal evaluation
of’ the program' s effeet, .in the second year, indicated that black male -
10th graders in schoois receiving\the emergency aid &id significantly’
better on a test of academic performance -than did s?milar students in _,
unfunded comparison'schools.' No program effects were reported for other -
groups of students: '10th grade black females, 10th grade whites (both *
sexes), and SLh graders, (alt four race- sex groups) . e

;e
. The ana1y51s reported henesLs an attempt to agcount for the program

. . effect on black males. Could the effect be better explalned by what the
s cchocls dxq with ESAP money or by- changes brought about in 'the attitudes

and behavior of students or teachers9 v

. ) The National Adv1sory Council on Equallty of Edueational OpportuniEy

* (NACEEO)- asked the Offlce of Bdueatlon to pursue this- interesting resul{

[

-~ ~ with the aim of finding any uséful information about the operation of”
A . %ESAA, the.successor to ESAP; whlch the’ council monitored. ° The Natlonal
“»
< - Council knew that this secondary analysls wou]d beoexploratory, not

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

\S
the work; the aim is to search for c1ues, not clear—cut certa1nt1es,

-

ab’ut the existence and ‘causes of program success. , y
L)

} JThe Office of Fducation contracted with Rand for "the task of re~
& analysis. The work has been reported in two parts. The first rtevglu:
ated the finding that ESAP resulted in better performance‘for bkack male

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

¢ - 5 e

% _ came about.. .
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o© At a tlme when many schools in the southern states were g01ng “'_“
through the trans1t10n from segregated to desegregated status, the
. fed@ral government initiated the Emergency School Ass1stance ‘Program
(FSAP) to help them'thrgugh a difficult phase. The program supplied
financial asslstance to target schools, whloh, on average, 1ncrcased
thorr‘annual budget by an estimated 3 percent.s Th1s funding pa1d~fqr.

all sorts of act1v1t1es that were adthorized by the regulations with

. the- common. intention of meeting 'special ngeds incident to the elimina-

[ .

tion of rac¢ial segregation.” . "
A} L
.- The program was administered in part, on an experimental basis
$0° that ww%hrn a set of'comparab]e p81PS of schools some, chosen at )

random, received\the fundlng while others’did not. Tt was therefore -
possrble to 1nvest1gate the o}ogram s effect by ‘comparing experlmental
and control’ schools . The original eva]uatlon (NORC 1973) showed that
black male 10th graders performed s1gniflcantly better,~ oy avetage,

LT}

. than similar students in the control schools. 8, o
There are flve 1ssues addressed here . }_"
(l) Did LSAP alter “the racial c11matewof the funded schools?
_ NORG had suggested, but not proved, that the hrgher levels°of
performance for black males was attributable to improvements«in the.
rac1a1 cllmate of the ESAP-funded schools. This change cannot be

deLectéd wéth these data. (Seotlon II). ' But if the students are divided
k]

lnto four “groups (black males, black females, white males, white females)

4 it is found that‘ESAP had a differentialfeffect,on students' attitudes

and perceptlons of their teachers and schools. However, these race and

-4

sex skinked ‘@ffects do not impinge on the black males, so “the- higher

T

achievement levels of black males eannot’be attributed to the inter-~

. -

vening effect the program had on their attitudes. It i suggested that
s ‘ N

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

influenced black ma]eS' but th1s affords a tenuous explanatlon of how

"ESAP ‘worked. . N

-
-
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-2} Are theme relationships-between student educational performance "
. .
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. partlcula( educational programs”
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and noncognitive variables (such as attitude to school work) that are
dependent on his race and sex? ~ ‘ < o

<

) _The data lnclude a large number of noncognltlve variables~~measures
of a student's attltude to school teachers, and fellow students,‘and
hlS feelings of self—esteem. In Section IV these noncognitive variables
are rel ted to ach1evement ‘levels for the four race=sex groups. The

strength and d1rectlon of these relatlonshlps was fouhd to vary across

the four groups, and in some instances the variability promlsed to ..rﬁﬁ-

‘explain the higher performance levels of‘black males. Spec1f1cally,
black students who felt race'was not linked to.{Q or who felt blacks |
were ''smaré" ten%?d to do better on the achredeﬂent test. However, ’
other parts of the analys1s could not link either ESAP fundipg or spe-

*

cific educatlona] programs to these noncogn1t1ve variables. Therefore,
.thle this part ‘of - the analysqs is suggestive df reasons forathe per- -
formance levels of different race and sex groups, the clues could not
“ be connetted to a 1arger picture that included ESAP.., )
"3y ln'hatodld ESAP buy? - . ' e T \
Consistent with the diverse)a@timities authorized by ESAP regula-

&tions, schools were found to have used program money for all kinds of )
oprograms and services. Analysis of this information in Sectiqn V points
to several pfobldms in specifylng the contént of the program in actlon.
These include the vague terms used to deflne educatlonal activities, ‘the
mixturé of programs. that were funded and the lack of correspOndenca
bctween different accounts of how the money was used. The most important
conclus1on, however, is that it is not poss1ble to define a distinctive
program in actian. The actlv1t1es that ESAP "funded look much like the

-

kinds of things that go ort in the’ control schools. lhough lt would be

+

possible, ‘in prlnciple,,to differentiate experimeptal, and control schools“

in terms of the extent or size of the»fundlng, data were not available
for thls purpose.. Because of thlsq the remalnder of the analys1s is a -
general 1nvest1gat10n &3 rebatlonshlps between educational programs and
student outcomes; th1s 1nvest1gat10n cannot be tied to hSAP per se."

(4) ‘can teacher and student noncognitive variables, be related to

“~

gPPograms and ‘activities are 1dent1f1ed in Section V”NAnd these,
v . i
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dimensions of the school envil
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Qenérally, specific programs {

of attitude and® behavior for.

effect on teachers or studentH,
Both teachers and-students tef

att1tudes and self- reported b4

two kinds of programs: rnser\
tions, or prggjams in lntergr
are mhlnly concentrated among
the main oﬁjectlves of ESAP t
qschoors,:ts atta1ned to a grea
of programs that mightiﬂgjixpe

thédse effects should not“ be ex

~r -
vit

¢ -

« e . ¢
! . * -

ofment are related to selected measures
eachérs and students in Seétdion VI. ¢

o not have a substantial or consistent

‘but there are two important excep ions. .

d to have more positive or ﬁavorabLe~

havior” when their schools have one bf e

4

ice trarnrng that emphasxzes race nela-
IR

P- rekatlons for students. - The effects

o & -

hite students, howeyér ., Thus, one of

e 1mprovement of race relatlons i

T extent in dchoolls that ron the| kinds
ed to achleve those ends. Tl ﬁlzc of
a gerated busiﬁhe clues afforded

- -

by R
!

‘these results 4re- encouraglng

4

[y
¥

. n .
Can educatlonal achieygment levelds be linked to nonco&nLtlve

- (5),
var1ab1ed and these in turn to educational programs? '

Voo

JAn student attitudes can both b

» of those relationships cannot be a

.The question is whether the degre
these nonecs nitive charac;erlstl(
the presence of programs - involvrn
to-be no connectlon‘of thls kind,

asSociated with noncognitive diff

'strattgles (Scctron VI1). “This se

I

districts where: students in the ex

(or lower) than thoSe in the cont

linked to educational achlerrent? °

3
to which achievement is rel: ted to

of students can be attr1buted to

Iy

LnLergroup relatlons. There appears
ls are -

or although achleve%fht leve
ences among students, the existence
fributed to particular educltional
‘tion-also contains an analybis of
erimental school ,scored much higher

l.school.

This«shows the

- S e ’ . :
BSAP schools tended to be smaller an sftuated in fairly guralfareas.
! ‘ ” . " € * A}
The way ESAP was implemented in the district could account for| this
diffprence. , . : .
> I ] - . o
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TNTRODUCIION

e~

- .

The Emergency School Assist?nte Pr0gram (ESAP) provided financial

a1d to schooLs tha{ wére in the process of becoming racially desegregated

or had recently made this trans1tion. The program s objectives were,

broad ones. - %_ ‘__ PRI . Lo
The purpose of the émergency assdstance to be' made

.available...is to meet special. needs’ incident to the elimina—'
tion,of racial segregation and discrimination among 'students
and faculty in elementary and Seconddry schools by ‘contrib-—
ubing ty the cfsts-of new .or°expanded aqtivities...designe{'

to achieve successful desegregation ahd'%he elimination of
all forms of discrimination in the schools on the basis of

racesy color, religipn or ngtional origin. (Part I81. 2,
Title 45. Code of Federal Regulations.) . .

v

.

.

This was to]be.achieved by financial assistance, which for-the‘schools
studied here,-amounted'to about $10 000 per schooll The funds were
used for all klnds Qf things, ig, keeping with. the broad{range af activ—

1t1es.authorize8 by-the bill* teacher training, remedial education,,'

:'currxcular 1nnbuabions, purchase of teaching equinment, cohmunity pro-

grams, remodetang buildings, and h1r1ng profess1onals such as guidance
counselors or teacher a1des. The 1mpression is that the program s aims
Jacked Speclflqhty and the means of attaining them were correspondingiy
diffuse.‘ But though the program had a gbod deal of flex bility in :
act1o39 1eg1slators percelved a SpeCLfLC, short-term neéd faced by de-.
stgregatlng !chools, as evidenced -by COngress1ohai ear}ngs. Furids
were to help wiuh a temporary,difficulty . : . : » )
.To what extent was this notion of a’'disturbante or ¢risis justified?
Prelimiyary to the majn analyses reported here, the data collected for
the evaluation of ESAP were used to see if sch001s d1d experience g
short~ term crisis assogiated with desegregation. The analysis, reported

at the end of this Introduction, deals w1th the. way ‘teachers and students
5,

—

. perceive the qhality of race rélatidns in the schoolr There is a small

but d1scern¢ble tendency for the quality of the social environment to
decline and then rechdver as a school makes .the trans1tiqn to desegrega—

"tion. But 1t alsQ s¢gems the onset ofﬁthls d1sturbance is deiayed, '

-
-
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[y

o

.

R 1nterest ‘in the reanalysis was promptea by the need for information that

)

. » thing, the program effect was fairly small, so any associated relation—

“iwith changes in racial composition. This alysis, theh, gives qualified

2

H

National Oginion Research Corporation (NORC, Vols. 1 & 2, 19?3), and the

’ "the way ESAP worked, and moEe partieularly how it succeeded. It is an

. sUpport for tHe common sense notion that. schools experience tempofary

of measurament that imposed limits -~ ‘any analysis, notably that seeking °

. to identify the contht of, the Emergency School Assistance Program.’

.." ' . . N R\ \ . . N i
‘ N . -
I ’ ~ N \ < N

suggésting that sqbools take time‘to catc up to the problems aSSOciated

»

disturbance. - In retrospect the assumption of ESAP,\that schoola'wete, inv .
fact, disrupted by desegregation is modestly supported by these datas
A mSJor ihvestighfion of the’ program‘s ‘effects was mounted by the

data collecxed in that evaluation are the Basic materfal foffthis report.'

Tiee evafuation sought to explain how ESAP money had been/spent aﬂd what -',
) .

effect it had had on schools, teachers, and students. The“most important .

" finding'was that students in ESAP—funded schools Scored higher on an-,

.f

achievement test than similar students in comparison Schools.'*The pro~-
pram had an effect on educational performance. However, this effect was
Jound for one group of students only, black.male lOtn graders. It.did ‘ﬂ '
not have the same effect on black females or whites of either sex,'nor .

dld it havé thig effect on the sample;of Sth graders. . ) - .

-

ThelNationhl Advisory Coun¢il on Equality of Educational OppOrtunity [}
(NACEEO) asked the Office«of Education to pursue this finding further,
and the c0ntract forwthis work was awarded to Rand. The Advisory Council 8
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

.)‘

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

v
:

lherefore «hé secondary analys s are. carried qut as a free-ranging and

open —ended. inquiry; the ajim ig tQ search for any useful informatfon about

<

exploratory, not a conftrmatory, inquiry..

Rand s secondary analysis had «two parts. " The first was a reinves-

q

tigajtion of the program effect on the achievement scoRes of black male .o
10th "grade students. The ;esults of this stage of the work show that

these students did, score above similar students in comparisOn schools,l
- though the new est%mates are somewhat smaller than those‘Q%ported in the -

:
8 L ) . .
\ 1 1 LY . L LI -
.
. .




‘ ‘i' o ,
original evaluation. It appears black male students in the ESAP-funded

O

%
schools scqre, on average, one test point above those in the comparison X
, schools. The “second stage of the Rand work reported here, sought to , -
account for the special program effect on this subset of students. '.The

original data, are reanalyzed here w1th the aim of finding out why the e

program was associated with better edﬂéational performnnce for one grPup

of students, ‘but not ‘for others. . N

The first part of the analysis (Seftions II and III) pursués a pos— -
sibility raised in the original evaluation that ESAP altered the racial.
climate of the schools, and this in turn helped some’ students perfprm )
bettpr on the achievement test. Racial climate is measured in a number
of ways, including statements of attitude’on the part of teachers, | ‘ R4

'—iﬂh students, and ﬁchool principals‘ their self-reported behavigr, perceptions
“of others, and observations about the quality of race relations. These:l

are-used to investigdte two propositions. (1) that ESAP schools had more '« .

o -favorable racial climates, dnd (2) that that 8limate h;d a specialized
effedt on some subgroups of students, and nft others i the way they felt
abouC school and how they got on ther X ' ‘

3
This. is followed by cxaminat}on o}\the Jelationship between student

a \

achievement levels and their attitudes, self concept perceptiogs of their

teachers, and other measures that are called noncognitive.'

is to search for differential relationships for the four ‘Fade and gex

The purpose

-~ groups tQ See if achieveMent is influenced by these: noncognitive variables . ..
in ways that could explain theoperformance “of black male students ’
(Section 1IV).

~ X
The next step was to make a more detailed gnalysis of the program

in actlon. ESAP money® was used in dll kinds of ways; because ,of this it bl
1s naturgl to. ask if some* uses, activities, or, programs were more effec- :
tive than othexs. Accordingly, in Section V, I’look at the different
uses made of ESAP money and discuss the d1ff1cult1es of identifying the . .
school-level activitles with certainty. Then, *in §ections <VI and VII, I‘
investigate the effects of "different program types on a range .af outcomes,’

« including teachers' attitudes toward desegregation ahd toward minority

students and students' feelings about school ‘and their educationhl .
. . .
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THEDATA SET - = - S 0 ¢

. . 4 2 In- 19715I?72, the year of ‘the evaluation, the program involved’
452 school dlstricts and varying numbers of schools within. each.of these
v j distrlcts 4.Th1s secondary.analysis-is concera!d with a subset of school

. districts in which. ESAP was administéred on a randomized basis. There were

© 103 districts,included in this‘part of'the program; 48 of them had a pair

3

- v fg,highsschools. In each of these k8 districts, school administrators i ~
."iselected a‘p i of highmschools that had.comparable populations of.stu- L
dents.'lbn ‘ chool‘from each pair was then randomdy chosen to receive ESAP , .. S

£ . funding, and the unfunded school became the contrpl for comparison purposes.

y

v
-

»

&
'Much of\the secqndary analys1s 1nvolves comparisons betwves the experimental

o or tredtment, schools and the control schools.

. . © The 8 school—pairs stud;ed here are the total set of e erimental and
* - r

v . fontrol schools;’,A school-pair was eliminated from the previous analysis L.
either because of conventiqnal missing data problems or because\there were

,. no students ‘of a givsn race or sey. ) : : Ry R
A ’ ‘ . k1 . ’ AN . -
" THE MPLEMENTATION QF.ESAP g T y

A potential«problem 1nvolv1ng the experimental debign is that it does PR \‘“

. T L ot appear to have been perfectly executed, Some experimental schools'

W
de not receive, the treatment while some’control sghools did’ reccive 1t,l
. -, - » o '- . o
L e Information was obtained from the ESAF d1rector,rwho was respons1b1e fgﬁt}gu
’ . -' a *‘* ’
P ESAP at the loca1 level and reported on the use of ESAP funds in each

- e .“ . schdol, Hé wés, also asked whether the schools had received these funds

v C o )1n the first place. _Twq of the 48 experimental schools were found not to
. ’

© s : '“havg obtalned the program money, ‘wor did they have any ESAP—funded activity

. such as 1nserv1ce tra1ning ‘or new. personnel equipment_’> or resources. : -
.“ LR e L 4
- et L4y the control schools, seven of tﬁe 48 _were reported to have re- -
PR . ” < i

ceived” ES@P ngney, and in six of these sEven the ESAP director also re-

s ported‘af least one activ1ty or prqgram financed by ESAP.- This breakdown IR

": -+ s repoxted for control “schools only, on the following page. - = - ©r

,;‘ 4 ) To take the most stringent view, 19 control Schoolsphad some ESAP-
§ T : fundbd actlvity Since one of .these is the school’ matched to one of the

‘:f two experimental schools that violated the experimental design, there are

~

,20 scthl pairs out of 48 that do not comply with the experiment protocdl

- x N -
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- TALLY OF ESAP- FUNDED PROGRAMS, . . L

. - «(control schools only) -
P - 2 X .. IS
ESAP-Funding - . None At Least One Total
, _None- recorded 28 ° 7 13 ] 41
Some fundimg 1 ’ 6 ‘ 7 o
. Total ' 29 19 48 .
. D' L] Aﬂ :

-

A case can be made that these data are ambiguous. First, it is -
possible there -was_ some confusion about which sthools were.being askqd
about by the in*erviewer. This is likely because a good deal of _school
information was obtained by 1eaVing questionnaire ‘forms for later com- .
pletion, often byothe director's assistant. Second, some ESAP-funded | -
activities were available om.a district-wide basis. For example,-an '
inservice training schem@ run from a central location would draw

teachers from a number of different schools; perhaps including the

* control schools. This would explain the 13 control schools that did .

~ ° , L
not receive ESAP funding; yet participated in ESAP-funded activities.

‘4-

To check this possability 1 looked to sée if the prdgrams recorded for
these 13 Schoolq-w%re the kinds that might logically be offered on a )
district-wide basis. For instance, did tHese schools-tend to have pro- )

grams like inservice training or community projects? Or were“they‘just

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

7
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 Bone, ard subsequent analysis showed no tendency for the

" 13 control- schools té have, taken part‘in the firsé rather than the second

-

kind of~program. . T )

In-view of the importance of the experimental design and the possible
violation of that design, key analyses‘that nill.be repoyted here were
renlicated eliminating the 20 school pairs where the experimental design
may have been mismanaged. The results of these analyses indicated there
was no blas involved in including all the schools, so analyses reported

here are based -on the maximum data set ‘of 48 school—pairs. The decision

14
&=




* I c s
to use all posslble sbhools was based on both the emplrlcal flndlng
. that the schools violating the design do not bias the resuits and on l

‘the uncertainty about the quality of the 1nformat10n reported by the

v

o , ESAP director. : ‘
- C . '
. INTEGRATION AND DESTURBANCE. ‘ .
. ) It was suggested earlier that 1ntegratlon .goes w1th'a perlod of
) @ temporary dlsturbance in the schools.. A* comparlson of schools that * - .
< had been integrated for different” lengths of time made %t'poss1b1e to
» . | test ﬁhis supposition. The principals in experimental’and control

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

o

change of rac1al composition of the student body." Schools where this
"change had- bqgn greateqt 1n the current school year (1971=1972) were .
separated‘ﬁﬁqh those where it had taken place 1n the two previous years:
(lgb9 1970~and\1970 1971) and these from schools where desegregation
had—taken plgce\earlier yet, making three levels of "recency of:deseg-- .

" Two possibilities were investigated. First, it might be

regation.
that most recently desegregated schools would be worst off“ followedy
by schools desegregate&‘next longest, followed by the schools deseg-=

regated for the longest period. Th1s is based-on the idea of aﬁsteady

‘- TCLOVLry from the 1mmed1ate eflect of racial mixing. The second possi~ .

. biflity is a little more compllcated 1nvolv1ng the, notxion o{;a delayed

reaction. Here, the effect of desegregatlon takes a. year or ‘So to be-
come evident, fol]owed by recovery. LIf this is how things work, schools
desegregated for one to ,two years should be worst, of f, - and schools that
have been desegregated for shorter-or longer periods wauld be relatively
" better off. The two pOSSlbllltleS can be diagrammed as shown at the top '
of - p. +7. _ ] o o
: & * Measures of, the school environment are derived from principalj
teacher, and student duestionnaires and cover, among other th{ngs, their
‘berception'of the relations between races, of teachets' attitudes “to
desegregatlon, students attitudesvto,their schoolwork, and stqdéntsf
attltudes toward students of the OPPOSlte race. A total of 67 Mmeasures
wcre used. Simple comparisons were made among the schools desegregated -

for different lengths of time; these cqmparlsons showed very few

-

-" ‘ ;. ‘15 } ., o , N
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¢ . & .
v - ) R 4 o - -4
. Variable Indicating ' ' - .-
« . Quality of Scheol * First R Second
- Environment Hypeothesis . Hypothesis .~
. ‘ I‘ ) - . i
Favorable L . X : X
. score ) . ‘ ’
. i . ) .
. r - -,
I . . - x % . ~
. . 7 - .
‘Unfaverable - ‘ X : x ’
o - © score D C : *
. X oo . p
Year school ° . 1971 1969/ 1968 or p 1971 1969/ 1968 or :
desegregated 1970 before g 1970 before
) statlstlcally\51gn1f1cant results, but the trend of the mean scores

for schools is consistent w1th the second hypothes1s about the effect .

.

of desegregatlon Schools appear to experlence a delayed onset of
the effects of des'egregation, wh1ch became ev1dent after one OF two

. years, followed by recovery. To-repeat, faw of these differences. were

2

found to be” stat1st1ca11y s1gn1f1cant, the Justlficat10n°for the con-

s

* clu31on is based on “the similarity of results for.a substantlal number

« « of varlables, not on the s1zeﬁff the dlfferences involved. -Therefore,

" the results of the ana1y51s are not reported except that descrlptlons
R of varlables copformlng to the second pattern are listed‘in Tab1e 1,

whlch also shows' the total number of varlablesuused 1n~the analyses. o
o ptratsd &' PO

- . Although the results are net strong, they are consequential be—
:, . cause they confirm the common sense obseryation of the association

. between.integration and d@sthrbance, S0 it is important to test alter;
native explanations,of the finqings. One contending.expLanation is_;
that desegregation had taken place earlier in rural areas, ‘and urban

s giscriEts followed later. Schools desegregated the 1onges& we?ghthere—.

qfote more‘like]y'to be rural and to experience.fewer‘tensions and diffi-~

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

———X g e

! of desegregation. Counversely, .schools that had beert desegregateawa

- short time Were more likely to be urban schools so that the measdres
of the school environment would be picking up the 1pf1uence of the urban
- . " , < ~ i ’ . ' . . o s
1 n ’ .
L9
Q » * ‘
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environment. Therefore the analyses wgre repeated control]ing for the
percent of the populaglon in the county ltv1ng in cpmmunlties over
2,500. The 1ntroduction of -this cont¥0l did not “alter the ‘original

conclusion; the pattern of results could ndt be explaired in terms of
- b ¢ [ - . -

.the different logatians of schools. ’ .

“
.
- . ~ ¢ “ . .
.

.
B .
. ¢ . -

T - ' : Table. 1 o ' ' .
“ \ f ’ - PR 3 . ) :‘: " .
, SUMMARY OF ANALYSES RELATING THE LENGTH OF, TIME A SCHOOL HAS
LBEEN QESEGREGATED TO THE RACIAL CLIMATE OF THE SCHOOL .
Teachér data (24 variables"used) : o ’ Ty
L2

Reports a greater amount of flghting than before desegrégation
[
< Reports white students becoming less preJudiced .

LR

«

Describes contact'between whites and blacks ashfriendlﬁ

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

e ~ gated ones =~ ° . % ) - s .
T :}; . Thinks whites would bé better off in 1ntegrated schools,-not segre=- ‘
[ L _gated ohes d ‘ . '
< -
Feels it is proper to let students know how they feel about race®
relations R . .

. " Tends to have class dlscussions about ~ace . . : .

- ) Says teachers tend to he fa1r to black.students ’

Reports students tend to be favorable to desegregatlon e T
]

Reports white teachers in school tend to be favorable to desegregatlon‘ .

’ :‘. Reports black teachers in school tend to be favorable to °desegregation-=
Thinks the C1V11 rights movement has done good rather than harm e .
. . Thinks  that blacks and wh1tes should be allowed to 1ntermarry -
, Says .that student dances haxe ot been e11m1nated because of possible
. . racial problems p . ‘T

b Says that student electiofls have not been eliminated’ because of possible -

i racial problems = . , . . ’
e . .
i § -, . . N -

. Principal data (17 variables compared) R

"

Thinks that whites would be better-off in integrated, not segregated
- , schools T

v Tthks the civ1l rights movement .has done more goad than harm L.

Reports black teachers attitudes to desegregation being favorable in
* his school . . - — [ U S - - e

” \-) \ )
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Aruitoxt provided by Eic:

Table l--continued o v

0
.
L . . - 0'.
”

‘Student data (26 variables compared) - :

- K : ; ) -0
Says he feels he belongs in. the school :

M -
L

Says most of his ‘teachers like the idea’ of blacks and whites going to
the same school \ .

Tends to disagree that "white !'students complainegd favoritism. is being
shown to~black students"

. o
'Tends to disagree that 'tensions have made it hard for everyone" .
Reports few serious problems in the way th1ngs are working out be-
tween black and Jhlte students in the school ,
Says that among the three, students he talks to most in school§ at .
least one is of the opposite raceq
Had called a stddent of the opposite race on the ephone ‘\
Had helped a student of the apposite race with homework ' 3
Had asked a student of thehoppos1te race for help with own homewor£
WOuld .prefer to be_in a rac1alry mlxed school - . T .
WOuld_llke to have more friends- of'the oppos1te race T -

-3,
- Says he is usually comfortable around students of thh oppusite race

v t-
stagrees that students of {he Oprblte race are dumb’ ;

/

Thlnks that ‘race 1s not liaked to smartness »

o

Reports that he, tends to be,happy these days T v
l

Note:

i -

—
-

2 B * -
e \

%Schools were, d1v1ded intd those| where the effect of desegrega—
« tion was reported greatest durldg the present academ1c year
o, (1971, durlng the two years previous to that (1970, 1969) and
earller (1968 or. before)., Mean seores on measures of 'schopl
clitate were Qomputed for each of these three groups. The
total number of variables analyz +d is shown at the top of .
each section. The body of the table contains descriptions
. of the variables that show the scbre for 'the second group
(desegregated 1970, “1969) 1nd1cates -the school to have.a less
favorable racial climate than eltuer the first group (desegre- |
gated during the school year 197])\or the third group (desegre- .
* gated: before 1969).

[
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II. .DID ESAP ALTER THE RACIAL CULIMATE OF THE SCHbUE?“¢$ ¢
. Y . . . '.’ e v

) .
ESAP was intended to assist schools in the process‘of integration.
¢ Integration involves more than racial mixing; it also refers to the
o - qualiti of the relationships between racial groups, the degree ;f har-
mony in the: school the level of host111ty, students' attitudes ‘toward

M gneﬁanother, and<the expectatlons they have of themselves and of the
other group. These intangible qua11t1es are sometimes talked about

. collectively as the "racial climate”~of the school. Since ESAP was v

o expected to help schools integrate, 1t is reasonable to ask if it had -

% . ——

- an effect on climate; did schools that ‘received program funding\haze

’

more favorable environments than the unfunded control S€JP0189 ) .
N « .7 “The second reason for ralsing th1s questiOn was suggested by the

authors 01 the orrginal eyaluation. Their summary conta:ns the specu-l

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'- (NORCy 1973, p. iv). As the report .’

(3 » N -
made clear, the evidepce for this suggestion was incomplete; in fact, the
L
— , . ) )
analysis of ESAP's influence’on student attitudes tOward integration

showed no effect of the kind they suggested. But only one measure was’ )

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

teacher, and prinC1pa1 att1tudes anﬁ behavior was not used to answer the
-4
question: Are theré any ‘differences between experimental and control

schools that could establish the link between thé program funding,and  °

. - . 1.

the\hlgher performance of black males?
In this section, I make straightforward unadJusted compar1sons be—
«.. tween ESAP and cpntrol- schools. Since the purpOSe is-to look at overall
e program effect, the students are not divided here by race and sex.. The °
most. important aata are obtained from prl‘!&pal teacher, and student

surveys. This 1nformation is supplemented by data obta1ned from thév‘

~

. school counselo. and from an observer (the person ftrom the evaluationi

N i
team who administered the school surveys) - . :

v

7
An interview was administered personally to each pr1nc1pa1 in each
. ~ experimental and eontrol_school.' Slnce there are 48 experimental and

1 0
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e 48 control schoois, the results of this survey are presented_aswﬂnumber_ﬁw‘
o of pr1nc1pa1s ‘responding.’ : ) ' L .
x - Ten 10th- ~grade teachers were sampled from each school and given a
- : questionnaireyto answer on their own. Slnce there are unequal numbers

of teachers in exper1menta1 (495) and control (489) schools, comparisons

M bf these data are presented as perce” tages (for example, "x percent of
"\ 3
experxmental school teachers said..."). . reee . .

EY

: v Student questlonnaires were given ‘out in class" by the* evaluatiOn

staff, andevery effort was made ‘to have students r'omplete 1t when che

. o - teacher was out of the room because some questions deaf with students

. perceptions of their teachers» .Here too, there are slightly d1fferent
numbers of students (2665 experimental, 2621 control) so results are

- presented as peréentagés.. . : v

v

Data from'éach source are c1assified inté four broad areas: sela-"

tions between d1fferent groups with an-.empha$is on their behavior

“ -

~— dtfitudes of the principal to 1ntegra icit and to minority groups, atti—

\\\L\tudes of the teachers to integration and toward minorities; and attitudes

of students to one another and their feelings about themse]ves.

-\ P - Y

-7 - . .. "
.
. - LR Y \
- . ~ “
~ « ™

R » ' RELATIONS BETWEEN ka t o

A ..
s

- Possibly the s1mp1est'way of\assessing the quality of relatlons'
: . between groups is to ask an outslder for\hzs\Immediate reaction. SucH
T

..,‘

v, T ”*'-“~~an~out31der—;swthe;member of the eValuatlon team who visitEH\the\school

lto administer various questionnalres. While ther®, he recorded his

ki ", sensé’ of the "general atmosphere." Most schools, of both kinds,~were

~e

} found to beprégaxed -rather than tense (30 exper1menta1 and 31 control),
‘r L] . (J
there is no important dlfference between the experimental and - control

e - I schoolsf This assessment is backed up by the teachers who usually .
‘indicated that pfoblens associated with desegregation were "minor"'
(80.9 percent exper1menta1 and 74.8 percent contrdl) However,,students
i .. offer | different account; they were much more llkely to say tensions

had,"made it hard for gweryone (47. 7 percent of studedzs in: the, experi—'

> mental schools’answered this way and 48.6 percent of the students in

contradl” schools) The difference between students’ and teachers re~ -

¥

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

- 1
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are not the same as problems;-but stdlb,'there‘is a good chance differert ' -

W&

groups perceive the same‘situation i different ways.

E . . Cenéral questions have the dlsadvantage that people éan read their IS

-

. own meanings into*.thems This is harder when questigns are speclfic.

For example, the panclpals were asked how many days the school was *

a

cLosedoduang the year. becausé of racial tensian. Only two princ1pals
. ’ (both of exper1mental schools) sa1d this had happened. Asked about the
' previous year, rather more said the school had cjosed (3 experimental
° and 10 control). The dlfference between experimental and control schools:
- “here eannot” be attributed to theprecency of desegregatlon,lthe experi- :
mental schools tend to have been desegregated lenger, but not by much.

oo . .

* Teachers were also asked about the suspension of normal school activitles i

because of racial problems. They reported on the elimination of dances
. : (34.5 percent exper1menta1 and 31 4 control) ‘and of student electiens L\
. B YY) percentsexper1menta;_and 6. 4 percént control). More dramdtic was
e Lnformation about whethe& teachers were attacked by studenbs (2 experi—
. mental schools and 5 control), ‘and’ about the amount of f1ght1ng that v
] . - went on among students fin 13 experimental and i2 control schools, fights i
= E ..o_led to the meed for medical treatment) The: level of overt hostility
. -~ , seems just about equal in both types of scho&ls"thls is supported by
“ the students' own account, which may;brlng out (or poss1b1y exaggerate) .

 details that adults w0u1d rather - -forget X16u7 percent,of students said

nthey had- been involved 1n a fight during the.year in experxmental schools -

d\"

1

and 15.7 percent in GOntrols) Students ‘also reported quite a lot o‘ ‘A,, ) ’

'\ ; Lnterraclal fightimg, though they tend to report “this’ from the point 9f *

: view of their own "side." In experimental sehools,‘36 Z percent- of the

\\\\ o students said blacks had attacked whitespsand:in control schoo}s,

B e i) his

~36.7 percent saLd the same. TN PN ’ “) .

A . ¥

Harder to 1nterpret than the 1eve1s of.v1olence 1n the school are o
the statistics on d1sc1p11ne and control. Yet this is an 1mportant area :
hich the. relationship-between/adults -and students is expressed and LN
indire 1y tells.us about the level of tension in the “school. Expulsion
‘is the most\ serious actlon schools take to deal with student problems.
) lit'is not used“often; in fact, it was “used so little in these schools
. l,~ that it is a poor index for the purpose of this énalysis. (Of 10th grade

» - as . * e v LS
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students in expepimental schzols 1 percent had been expelled that year'
and 0.4 percent in controls—wblack students ‘only). 'Dropout fates, ‘which
may reflect an- informal expulsion, are also very similar for the two ° h

-

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

schools and 7.2 percent in-controls) Ahsenteeism is"another credible

__ measur® of the degree to which students find school an enjoyable or

rewardipg experience; and here, too, experimental and control schdols

" look almost identical (two experimental "school principals and three cony
trol sa1d absenteeism.had 1ncreased for black'students during the previous.
year) The students' ewn report supplles the same message. In experi—
mental schools, 54 6 percent sald they had "stayed away from school just-
becalise they\dldn t'want to come,f and 54.3 parcemt in control schools.
Bhey wéke also similar when\it comes to being sent to the.school office

for breaking rules (46.1 percent of students in experlmental schools had

‘heen at leasg once during the yéar and 47.9 per ent in control schools)

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

and wh1te students mix and form friendships. Generally, students’keep
. n P! b

themselves apart.. Most often they said “the three people they talked tc °
‘mostk i school were of ‘the same race as themsglves (78.4 percent in ex-
per1menta1 schools and "80.4 percent in c0ntrols), and they were unlikely
to have made social contact outs1de gchool (25 8 percent in experimental
schools had phoned a student of thegother race and 28 3 percent in con- '’
trol schools). However, the informal segregation was far from complete

About ene third of students*said they had asked, for help: w1th homework -

Y

from sogeone of.the other race (34. :5 percent experimental and 32.2 percent
control) Teachers support this account, askedato chapacterize the -
quallty of contact betweén ;blacks and whites they\most usually said there
were a "few" 1nterrac1al fr1endships (52. 6 percent of experimental school
teachers and 46.3 percent control). Added to that, t\e outside ‘obrseryer,
usually said he had seen some interracial groups around “the school dur1ng
_recess or after school (23 of the exper1menta1 schools and 22 of the con-

trols). The most important point in al his is not the level of inter—'

action but the difference between exper1menta1 and control sehools.

While some cumparlsons show students in experlmental schools are better

off than those in controls (11 out of 21 comparisons favor exper&mental -




“

schools), it is also true that control'%chool students are better off

’ . than experrmental school students in several other comparlsons (lO out
LY

of 21). o . L .

The only tenable summary of balanced results.like these ;s thav@
the qualxty of ‘relations is 3ystematicallyvneither better nor worse ‘in . ¢
.- ? the experlmental schools. Tn no single comparison is there a dramatic
4 difference hetween the two-kinds of sc ools. Yet if ESAP-did not chdhge

the quality of,relations, perhaps it altered the way.principals ang

v | A hers felt aboutf?he issues'of‘race‘and‘}ntegration. 4? . ; o,
_ « " tui PRINCIPALS' ATTITUDES .. L e
- The prlnc1pa1 is-in a unique position-to- define-what- eenstitutes L -
'—42;“' m}E .acicptable behavior and to’ change people s/}deas and atE1tudes . This . .
- ls not toMay he does exert such powerfu}/influence' but .he mights { i:
';/}’ Therefore his attitudes toward desegregation ang mino?ity group Btudenfé
; R

are 1mportant One bnd1cator of hls enthuslasm for desegregation was

—— . obtained directly by asklng how well he liked, lt‘ most said they did
< (33 of the experlmental 'school pr1ncipals éhd 38 of the controks)

. . . But it seems’ this feellng is not percelved by others, sinoe only about s

- ' .a thlrd of the teachers said they thought the. princ1pal liked desegrega— L

»

g
o
<

tron (33 Y percent ‘exper 1mehta1 *and 31.6 percent controls), students
were even more doubtful (16 5 percent said ‘their principal liked it in ‘diifffi.'
experlmental schools and 16.6 percent 1n &ntrol schools) Somf of the- . 5 L
difference i$ probably attributab]e to the way the questionnalres were
.- ) «ielled ine Prrnclpaas did 1t face—to face with an interV1ewer who Wwas

& tdcntnfled as an ESAP evaluato;, teachers and students fllled theirs in

> anonymously so they may have been more candid e ~
& _, .
y . Pr1ncrpals were also asked whether students would be better off 1in ‘e
oo schools that were rac1ally segregated. . Thigwereveals equally positive «

1nclrnatrons,.four of the pr1ncrpals of experlmental schools sa1d blacks . »

~ would be better off and” f1ve of the controi school principals. Not sur- @

. prrsrngly, they answer d1fferently when asked about®whites; but still,
less than h1]f say white students wouid be better of f I-/éegregated

h SLhOOlS (14 for experrmehtal schdol pr1nc1p?ls and 15 for controls).

. ¥ .
- ) ) Agaln,.the résyltg-are mixéd and do not support the contentlon that N
‘there were clear differences between experlmental and co troL schools.

4 L - RN
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" 'IHE TEACHERS'" ATTLTUDES ‘ “ L

Principals of the two classes of schools are. evidently quite alike.
.. ' " But perhaps they are figureheads, without direct influence on the day-
' “to-day life of the students. It is much harder to argue that the class-.
foom'teachers are similarly remote,‘so their attitudés may ‘be even more
. significant.' However, the teachers in experimental and control'schools,
like the principals, appear to be much alike. For instaqpe, asked whether )
' blacks w0uld be better off in all’ black schools, 29 7 percent of experi-
_ mencal teachets felt they would, and 25.8 percent of control school .
. teachers, which suggests control school ‘teachers are somewhat better
o dispOsed to integration than experimental“school teachers. Asked the '
“\;tj same question about whites, the differehce is 'reversed (41.5 percent of . :

experimenqal %chool teachers say whites wpuld:be better off and 4}1.4 per—

:, cent oﬁtcontrol school teachers) Othet gropps also reported on what

they fekf teachers' attitudes te be.. “For instance, principaLs tEnded to
say theiw teachers liked desegregation (28 of experimental school prin—
cipals. said white teachers liked it and 32 of the control school princi— pe
' pals sa1d the same) The students were less 1ikely to think theéir -
teachers 1iked desegregatlon (lO 4 percent of experimental school sEudentg
sa1d so and 9 8" percent of the control school students) Loyt
’ S Teachers were asked about black- students’ academic potential, some=
thing to whitch great importance hasvbeen attached by the research comnun=
.ity. ‘They were asked teo Judge what proportion of blacks had' the potential -
. _*to attend the largest univergity in their state Very few,safd that even
half the b‘ack students in’ their school had this future (7 0‘percent 2
experimental school teachers dnd 6.3 percent in control schools) ‘Teachers -

/
were also asked to assess the—proportion of h{acks who were "discipline

p;oblems,"fnd here too there 15 littlg difference ‘between experimental
and control schools; about half the teachgrs in hoth types of schools
said at least one in 20 of their black students were discipline problems
(53.4 percent experinental and *55.1 percent -contrgl). :

Again, although there are individual. comparisons that show the

teachers in the two kinds of schools were different from one another,

the differences tend to cancel out Taken together there is little
" indication that teachers in'ESAP—funded,scRools had more, or,les§>~

- [ .
. . Y . . . .
— . . . :

[ " f .
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. control schools, 47.6 percent: rathet less. Cbmparable‘differences

teachers in control s¢hools, . ’
" ; . . . N

. STUDENTS' ATTITUDE% : : : . R

" The students were not ‘asked about desegregation directly,.instead E

they .were asked whether they would prefer to attend a racially mixed
school. In experimental schools, 49.8 petcent gaid they would and inm:
how up on other variables too. For example, asked if they would liké.

more friends of the other race, 58.3 percent of the ekperimental school

’ /students said yes and 55.6 percent of- the control school students.

,Very slightly fewer students in experimental schools say they are never
uncomfortable around students of the opposité race (32 2 percent "and . ’
32.7 petcent) Howevér, they are just about equal. when it came to

saying if students of the other race are, dumb (29. 4 percent and 29. 2.per—
cent) and . if. ‘race has anything tq do with smazt_ess "(81. 6»percent in '

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

>

- by

- A different angle on. the quali@y of the school atmosphiie can be

obtained from sgudents' fanswers to questians about how much they like

. school ~.d how they- feel they are treated there. This brings the dis—\

, cussion back to where it began. Drie index of _student perception is the

‘view they have aboyt the fairnéss of the rulés in the.school.’ Only half
felt the rules were fair (53.6 pércent in experimental schocls and- :
52 2 percent 1n controls), and a lot thought they got punished fot no
good reasen (44 1 percent and 45.6 percent) “More, generally, the 10th
graders were not éspecially enthusiastic about going to school (43.6 per-
' cent said they were: pleased to go to school in the eﬁperimental -schools
and 44. 6 percent in ¢dontrols). And whery, they got there, only a few felt
they belonged in thg-school in some way (21.5 percent and 24, 2 percent)
\Most of these differences favor tne experimental sthools and indicate
the program "improved. th1ngs for students. Students in experimental
schools were also ‘more optimistic abou; thinking they could complete,
college (65.9 percent and 64.8 percent), although they ranked themselves,
in compatrison with their classmates, in exactly the same manner (28.i per-<
cent say they are.above average 1n exper1mental schoj?s and 28 1 perccnt
~ * - »*

in- controls)r . . . PR
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s . <« In conclusion, the best evidente that ESAP made schools moge
e . .. w* - )
- . 'harmonious places comes from the analysis of’ student attftude variables.

Students in the experimental schools were slightly more likely to pre- :

¢ fer desegregated schoals, to prefer more friends of the other race, ahd
’ R ﬂo f 1 comfortable around students of the other -race, But ev here
' ﬂ!ere is contradictory evidence. showing control school-studénts were.
* . happier about going to school for example. In the -other three areas °
LY v D
explored here, experimental and control schools seem very much. alike.
‘ * _ Ta the extent ‘that comparisons from different sourcgg‘can be fitted to“ * -
, R yether, the most sensible conclusion is that ESAP schools were not ~ !
'4; clearly ‘different from control schools, they did not have markedly better
. *. ; 'relations between races, their principalq and. teachers were: not better a
. dispdsed to integration or tg minortties, and their students were also
P ) -
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- TYI. THE INZERACTIVE-EFFECT.OF:ESAP ON NONCOGNITIVE OUTCOMES

' . 2
. L . e . . Y .
.S - . -

1
e - - - - . . .
-~ . . o .. s »

~ .. - . : —v y - . B -~
. 4 - LS
The previou§ section looked at” the€ effeet of ESAP on ‘ceachers,

pr1nc1pals, and $tudents without~ subdiv1d1ng them in any way, but it

5

~ - * 2~ . is both posslble and likely that d1rferent groups mesponded in differ-
A ' ©, -+ ent_ways to ESAP. Slnce tbe analyses of athievemefit scores had 1nd1—
3 t oated h1gher achlevement levels\mﬁt blackqmale students in experimental
' schools,’the questlon was: ra1sed whether ESAP had differential effects
. T, on other outcome varlébles for "the students. For instance, suppoBe T

blnck male students in experlmental schpols had oreater cohfidence in

-

theLr own ab111ty than black male students in control schools, and

Y suppose that th1s dlfference is not found for groups of different race

T and sex.. Then one lfnk will be suggested 1n the chain of events-be=

twccn ESAP fundlng and educatlonal achievement. . Of course, it would

s ~ £

- : *;_‘ . themjbe necessary to show that students self-conf1dence was refatedf .
L a 'to.their educational performance, but at least the first step would ' )
. T ’show a dlfferentlal program "effect on a noncogn1t1ve quantity. . -
, . - ° The analz\ac approach 1s s1mple but the interpretation of results
e - ;~‘ la1rky compllcated The sample of students is div1ded ‘into four sub-

L . Broups: black males (N=906), black females (N=1037), whlte dales

. (N 1538%, and wh1te females (N-Lﬁll) For any given outcome—-say, .

sfudent se]f-confldence--the dlfﬁprence between the means for experl—

: mental and controﬂ _schools is tested withdn each of the four subgroups.

In Table 2" each llne shows the mean’ scores and the significance. level

of the difference symbolized in the conventlonal manner. Most of the

yvarlables are, chhotomous, so the numbers to the r1ght of the decimal
. -~ point can be rnterpreted as percentages.’ For example»,taklng the first

- : comparlsons, fhe value of 1. 616:means 6%. 6 percent of the black males

« Ln the cxperlmental schools said tHey were in a schogl club or team.

s ) [n the Cthrol schools, 65 8 percent. of*the black males said the same.

" But nét al[ varlables are of* thls kind and care‘should be taken to

< ‘ RN

~ check the vodrng of*each varxable in the left hand marg1n._ . g
Before I turn to the results themselves, cons1der the k1nds of
~ “ ¢
findings that ame pertinent to_the inquiry. A
. r . . /-—
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(1)"Th% first class of finding would be one where black males ;

» »

in exper1mental schogls have 'a more "favorable'" score than those ins
conérol’ schools, but the d1fferénce does notoshow up for the'other

race-sex'groups. This might mean havipg higher self-esteem, as in

) o°  the e}ample given above, or more frequent contact with teachers, or a .

more posihive view about students of the opposite race. ,// v

(2) Black males-in experimental schools are no dlfferent from N

those in control schools with'nespect to the ‘6utcome variable. But )

- at the same 'time, some or all of the other rate-sex groups' are worse

. 5 off in the expérimental schools than in controls. Suppose black males '
: .

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

or contrg} schoolg. Further, imagine students in the ather race-sex
A

groups had lower leyels of self- confidehce if they were in the experi-
mental schools. Then it can be argued . phat black males in experimental

o f schools enjoy a relative advantage, and onme. that might accpunt for their

h1gher level-of ach1evement. .

[ S A ¢
K (3) The third class of finding is more complicated still. Here '

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

wt-

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

ye

o related to achiévement. For example, black males may be less self- .
confident. in experimental schools, while students of the other race-sex
groups are more sélf- confident if they are in the expefimental schools.

. Further, 1mag1ne the unlikely event that’ higher levels of self- confidence

< ‘are associated with lower levels of achievement. Then -this would indi-

* gate a possgible explanatlon for the superior performance of bla@k males
in experlmental schools.

The results of the 'analysis are presented in Table 2. The dependent,
or outcome, var1ables are put into seven groups on the basis of the kind
of attitude ‘or behavior they measure. The, first four variables; deal w1th
students 1nteract10n with the school and, more particularly, the level
and ease,. of their communication with the adylts in the school. The

.- supposition is that the more students are involved with their teachers
or counselors, the more they are integrated w1th the schodl and the

. greater their chance of doing well. ' " ' .

"The second .group, student's feelings about the school, deal dlrectly

-
¢
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with stedents' sttitudes toward the school and“towara school work .
Scme measures are readily interpreted;*if a student says he hates v
. + 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 ’\l
homework may . 1ndicate his enthusiasm for schaol, but it :must also re-

flect the teachefs demands, regardless of what the student feels,

a

.

.Further attitude measures deal with the amount of trouble students .get

into ‘and the extent to which they find the rules fairs A :

~.
~

Since ESAP Was aimed ateimproving race relations, students' ‘atti-

tudes “to those of a different»race (fourth part) are obviously impor- ,

* tant, as well as’ their level of int: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

stereotyplng o ¢ . .' SRS
Variables in the sixth .group deal with students perceptions of
teachers' attitydes toward désegregation “and minorities. YOE course,
this w111rreﬁlect both the teachers actual behavior and the way stu-
-dents respond to' and interpret that behavxor. Finally, the last part

contains four, measures of students" self- esteem or feeling of self-

Voe .

£ . .

. worth.

.

*The results w1ll be discussed in terms of the three kinds of

I findings outlined above. The first question 1s 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 ln the other rhce-sex groups. It turns out there are

two stat1$ticall§ slgnlficant differences between experimental and T
control schools (out of 40 comparisons), but in both cases the control
school. students, not the experimental school studentg, score hlghest.
This eliminates the most likely area for future inquiry, since the
program does not appear to have any posltive effect on the noncognitive-
outcomes for black males.

¥

Theré are similarly straightforwatd comparisons for the other three

groupsl\ Black females: There are six variables for which the,

experimental—control—difference is statistically significant, and for
. R ) °

five of thesq the difference favors the experimental school. White

I3

¥




;quiry will be reported in Section VII. c e

males: All of the five signiflcant comparisons show experiment 1
school students scoring in a more favorable direction than cortrol
students’. White females Here the sitaation is reversed since six
out of e1ght significant comparisons favor the concrol schools. The
“results for the white males and white females suggest a question for
future study*-thaﬁuthese changes had an indirect effect on black male

ac‘tevement. For, instance, it is imaginable that the program improved
white male attitudes to integration in a way that madq the school en-
v1ronment less threatening for black males, and this in turn, made it

_easier for them to do their work and score better on ‘tests. This in-

The next_kind of finding is that black males in experimental .
schools score at the same level as those in control sg¢hools, while
experimencal school students in the other race-sex subgroups score at
a lower level’ than the’control School students. 0f course, if all the
remain1ng three subgroups,showqg this pattern, the resultleUId have
“added s.gnificance. However, nbne\Bf -the variables analyzed in Table
2 showed.this pattern. - A more modest standard 1s to compare the re-
sults for black males with .those for, black feméfes which .will expose
the sex-related interaction, and then with results for white males,

exposing the race-related interaction effect. One interaction pattern

*fxts the first condition, dbne fit the sécond. ~The one.that does show '

Students were asked -

- There

up is a variable measuring interracial* contact.

if ,they had calledla student of »a different race on thé phone.

' 1s no difference between black males in experimental and control. schools,

but there is a slgnificant difference betweenlblack females, the control

school female black students report hxgwex levels of interaction than

e

, experimental school female black students. ‘ If this variable 1s a de-
terminant of achievement levels, the finding is of importance, sinc;
.black male students in experimental schools then have a relative ad-:
vantage over black ‘females in these schools. The importance of this

—ﬂoncognitive variable will be explored in the next section.

* The final class of f1nd1ng is more complicated étill,.since it

“requ1res black males to be worse off on the noncognitive variables

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

b . .3 5 B} . .
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udents for the other three race-

133

between-experimental and cont:oi s

cr

sex groups are either insignifican , or positive in favor of experi-
- f mental schools._rThis scenario algo requires that the nondognitive TRtRInn
variable in -question is negatively cortelated to achievement. Here,
) too, one variable follows the required pattern-. Students were asked
o if there was an adult whom they could turn to if they werernpset or in
trouble, A significant difference 1s reported in favor of control
a . school students for black males. Eurther, there is no impsv. cant dif-°
;' ference between experimental and control group students for the o§her

three race-sex gtoups on this variable. This indicates a noncognitive

R variable of potefitial impOrtance, and I shall look at the association
N between this variable and student achievement scores in the next:.section.
 1In this case, the assoclation has to be“negative to support an explana-

0t

T l tion of the Wigher achievement scores of-~black males.
\ In conclusion, although there: are no‘instances in which black ‘male
students in experimental schools score higher than contro} otudents
(wﬂile other race-sex groups do not), q few noncognitive variableslshow
- ) a promising pattern of results for explaining the‘relative difference
. in performance bexween black males and the other subgroups. The rela-
o tionship beétween noncognltive outcomes and achievement will be denlt
. with in the next section. A huge number of comparisons are made between
experimental and control .schiools in Table 2; some of these are'going to.
be statistically significant, and among those will be found Some fiEting
the patt us that aﬁe 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 mot turn out the same way for

variables that measure similar quantities.

¢
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1V. RELATIONSHIPS BETWEEN STUDENT NONCOGNITIVE
f VARIABLES AND ACHIEVEMENT SCORES

N * | .

L4

In search of the scauses of higher blacé male achigvement in ESAP
schools, the Janalysis investigates the, way noncognitive variables re-
late to_ach} vement scores ‘for the four race-sex groups. If the rela-
tionships vary across subgroups the finding might suggest ways of ex-
plaining ES P's effect on ‘black male achievement. For example, it -

= . might be thjt students' self-confidence was m re.strongly related to

educatlonal4performance for black males than @or othex subgroups’, per-.‘

haps because they are more vulnerable to disturbances in’the school

e ' than otherfgroups and profit most from any improvément in their self-

'cbnfidencef To test th1s and other propositions, the sample is divided

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

order correlations are produced for each of the noncbgnitive variables

¢

‘- and student achievement levels. The general question is whether, for

. a given Variable, these correlations show significant variation across
) tHe foir race-sex groups. ) ®
; . This raisés the question of how to judge "significant variation."
For one thing, -the reliability of the achievement test is not exactly
~ the same for each group it is .85 for blacy maiés, .84 for black
% females, .91 for white males and .90 for.white females) So reliabil-
1ty will account for some of the observed. varlation. However, it ,turned
out that the corrections had an incons1derable effect on* zthe pattern of
cotrelations. .The question then is‘howeto judge if 2 set of four cor-

«relations is similar or different. ‘There are two approaches. ‘one’
based on’tests of statistical significance, the other on -the relative
values of rz.‘ 1f the first standard 13 applied it takeb only small
dlfferences between tWo correlations for them to be judged unlike one

- another. For example, a correlation of .07 is statistically s1gnificant
at p = .05, when E = 906 (as it does for black malesl, while a correla-

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

—

Tﬁe difference in statistic ienificance levels indicates the twe
- _correldtions are appreciably different. However, the predictive

N e ]
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efficiency of these\correlations should also be considered From‘this
point of view, a correla(ion of .07, which implies the independent
variable might account for Bne half of 1 percent of the variance in

C . // , the dependent variable, does not seem much different from one of lO

which,accounts for_l Jpergent of the variance. The issue ‘then is what.
,difference in r2 is goingdto 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
cf the dependent variable variancé. This means.a correlation”df‘.3k5
is judged different from one of “350-.36 As a correlation of .122.dif-
ferent from gne of .070. These examples illustrate the point that as
correlati0ns get bigger, ‘the required difference gets smaller. In the
analysis, both of these standards are used. Statistical significance
ltevels will be wused to-decide if correlations are different.from zero;
and r2 will be relied on to judge if two ;orrelations are substantially

.

different from one another.:

. In reporting on ‘Table 3, I first Look ' at the leads suggested hy
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, defined 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 interraclal contact than did

-

those in experimentel schools. If it can Be found that this “oncognitive .

I
] tha*lack

males in experimental schools were better off than black females in ex-

measure is poéitively related to achievement, it wirl suggest;

perimental schools, at least in the sense that they had a relative ad*
vantage over them. . The variable turns out to be positﬂvely correlated

with achievement (Table 3, ‘Part 5), and the correlations for three of
'y

- the four groups, th0ugh all smaller than 0 1, are also\ tatistically

'significant. This suggests one lead that could account for the relative
superiority of black males in experlmental schools. However, using the

values of rz, the correlation for black .males (5 = .03, r2 = .0009) 1is
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‘ (1= no/2§yes) o -.05 =07 .07

. . , *
) Table 3 )
4 : " ZERO OﬁbER COﬁRELATIONS BETWELN MEASURES OF STUDENTS'
Ty t‘ NONCOGNITIVE VARIABLES AND BHEIR ACUIEVEMENT SCORES,
3 . *
e . - / ¥ * \
- . % » . .~
T - R . » .
a f. ‘ N : Beack Black  White White
} Noncognitive variables- . . Male: Femalc . Male Fefnale” °
. - . ".. ] . 4, “ ' ./‘
(1) [-rvel of interdetion in '
gchool . . -~ - -7 o - .
- I€ student is'a member of a | R .,
schpol club or sports team ’ x Kk b ek Ak
(1=no/2=yes) . - .07 213 - 15 .24
" 1f student had talked with v, <,/ ) 1 N
~ school counselor during year ok i Y ak .’ '
" (1=no/2=yes) ) N YA .10 104, .04
Student-talked with teacher : .
/ about outside interests’  ° ' -~y ’ .
: (1=no/2=yes) " -0l . - .05- .05 .06
Is there an adult student \\\\\ -
. could go to in trouble i . ‘ ' b -
. (1=no/2=yes) . -.01 -.03 .03 -.00
) °tudents f%elzng about ) .
the school S o . (
Student‘feels he belongs in ) ok N "k '
the school (l=disagree/2=agree) .06 il YA . .08 .07
Student sé&s he feels happy . ek ek
(high score=happy) ‘ ~-.04 .07 w12 .11
Says he is glad, to go to schoql . e ax ‘
‘ in the morning (l=no/2=yes) -.06 -.07 . .08 -,02 .
~ o [ e i . o )
Student says,_ he hates school ¢ & kY kkdk t kkk
* (1=yes/2=no) 204 .09 .20 A2
: Amount ‘of time spent on home~ : kk . -
v work (Range:1-5. 5=mdst time) .01 ¢+ .11 - ,06 . .02
. ) * - .
‘Fodhd either schoolwork or.home- A . ' » 7
work interesting during week . . W o g
- 03




Table 3--tontinued ‘ T
[ . . .

| (3 U TR

s " 'Black ° Black . White * White

Non‘bgnitive Variables " Male Female Male - Female

(3) ' Getting into trouble . ) , : . .
. . -

Says he had bgeﬁ in a ‘fight

during the school year: ) . v Ak ) Kk Ak
"(1=yes/2=no) v o .04 V- XS VIR

. " . ) l‘ » ~ ’ . M - "' . .
Had been sent to the office - L' R .-
for breaking the- rules during ! **' KKK o Kk Akk
the year (Range: 1-3) ' .10., a3 e . 15 .09,

-¢ . ) .
Says. he spent days away -from . .
school just becaufe he didn't , )
. want to come ‘(Range1-5. ' | * . C Kkk Kk

S=never...1l=16 or wore day%); .08 .02 - 13 .10

*. Student says he is biamed for ' ' . )
‘things- that are not his : A . Akk dek ok
fault (1= yes/2=no) .13 ~21 37 ,«05

» - -
N A -
\

. Student says rules in the CN . ..
scpool are fair (l=disagrees - : *kk Ak
2=agrees) = ¢ ¢ -7 04 . .04 , .14 . 08

Says that when ‘punished it is®. - Lo
for n& good regson (1= d1sagrees/ \ . : CL
2=agrees) ° e St -.04 -.06 -.01 1 -.05

"
> +

(4), At‘tiéudes to students of T &

¢« the other race - -

* If student could»choo%e, he y ) - - . . .
would go to a rdcially mixed Kk Sk *xk . ok
school (1l=no/2=yes) . <14 19 . - .19 15

. . ?

Would like more frlends of the . ok Kk Akk
other race. (1=no/2= yes) .08 * . .08 W9 i .08

Feels uncomfor&agle with stu- - ¢ ~
_ dents Jof the other race LI ewk R *kk
,(Rgnge4 1-4. 4=no) - .15 .‘2 .13 .03

* Describes students of~thé*0tﬂér R Kk l;** . . ‘
race as dumb (l=yes/2=no) Sl .17 -.0% -.01




..Table 3——c6qtinued
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¥

. . * Black Black White - * White,
“‘Nonecognitive Variables ,_ . .. Male *.-Female . ‘Male : Female

Descrlbes .student$ of own racial i ‘Cxk ' etk
group as dumb (l=yes/2= no) i .13 . 312

"' Says whites are smarter ‘than * - i
blacks (1-yes/0~other response) -.01 -.02 .01

H R .
»

Says blacks are smarter than | ' .o ok * kk
whites (l=yes/O=other redponse) - 08 "-.10¥%7 -.08.

Says color doesn"t have any-
thing to do wi'th smartness
(1=agree/0=other)

(?5) Interaction with students
of ‘the, other race
- - \*‘ -
Says three students talks to °
most are of.the same rate
(1=yes/2=not all same) -

i

Had called.a student of the

other race on the phone
d(1=noA2=yes)

Had helped-a student of the
other race with homework
(1=no/2=yes) .

Had asked for help with hoﬁé&'
work. from Student of other
race$(1 no/2—yes) - ’

.

«(6) Perception.of teacher's
attitudes to desegrega-
= tion and minoritieb *
Teachers seen as liking blacks
and -whites goﬂng to, same school
“ (1=yes/0=other) ~.01

»

Teachers seen. as dislikinéo
blacks and whites at same
school (l=yes/O=other)
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o . .- \-;Table 3-—continued . '
._' L ) : . \ X . i <. .
SR . \  Black. Black ° White - White ,
Noncognitiye Variables \ Male Female® Male Female
P - . Y - — =
~ Principal. seen as liking blacks \ i ) ' \ 2
’ and whites at same school \’ * x . -y 7 .

: - (1=yes/0O=other) ) 07" .08 .05 202
Principal seen as disliking . . : ® ’ .
blacks and whites at same . - : * ! :
school (l=yes/O=other) ° CE .01 - -.03 -.06 - .02 ’

. Teachers seen as beiag unfair - ?\ _ { ‘ o . ‘e
to blacks (l=yes/2=no) B .03 - =-.02 -.02 -.11 '
~ oot ' e ) . y
Teachers’ seen as bcipg unfair N K koo , )
to whites (l=yes/2=no) - .08 -.03 .11 .01 . @
5 . . ’ y
- ' '(7)0 Student's self-esteem g ‘
! & Studegt's rating of his abil- ’
. ./// .,}ty compared with others in- his *kk *kk ikkk ok
class (Range: 1-5) .32 .39, ' 46 .45

..‘ . . Student’s assessment>of abil-t*

o ity to complete college- . *kk Xk Kk *hk

, ! . (Range 1-5. 5=could complete) .33 .39 .47 . .48

' “Student sayg‘he will éo to. ) ek E **; © akk ek
" college (1=no/2=¥gs) . .« .25 .o.28 % L .40 241 K
- . . r . . g .. . .
.. Student}says he does not ha;? . \ ’ Lo

T, much to’be proud of (l=agreé/ Kk - kkk N\ k% ~  _kkk '

2=disagree) IR 216 .21 \ .12 .18 -
P ) . ° N based on 906 1037 1\533 1611 )
* = gignificant at the .05 level. no .
v ** = gignificant at the .0l level. SR ) .
. %k = gignificant at the .001 level. \ T L




v ' 34
not appreciably different from the corréﬁation for black females ‘
(r = .07, r2 = ,0049) in that the larger correlation potentially
’ accounts for legs than one—half of 1 percent of additional var1ance.
The ‘second variable .that was 1dentified as having pOSSlble im- -~ -
portance in accounting for the performance of black males‘is a measure
T of their.interaction with adults in the school. The comparison showed
. ' . that black males were more "likely to say. there vas an adult they could
turn co in trouble if they were in confrdl“schools than if *they were
. in experlmental schools. Further., there were no s1gn1f1cant differ-
. énces between the two types of. schools for the other three race and
sex groups. If it is now found that th1s noncogn1t1ve var1able is

. o negatively correlated_with ach1evement it will suggest a possible

chain of events that led to the h1gher performance of black males in

> experlmental ‘'schools. These correlatlons are shown in Table 3, Part 1.

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

-y which suggests it is either a disadvantage to feel you'can go 'to an

) adult if vou‘need'to, or telse that the kinds of students who either
want or need* to have this .kind of contact with adults are less likely
to do well in school work. In any case, although the S1gns of the

.- . correlations are negative, they are also all indistinguishable from

- B zero. Therefore, although the correlations suggest a causal sequence
‘that is important, it is possible that the true value of these correla-
tlons is zero or positive. .- _

The second way of 1nspect1ng Table 3 ignores the findings of
Section III and looks for any evidence of relat10nsh1ps that are d1 -
ferent for the four race-sex groups. Given™his aim, the search is
for positive‘correlations that .are stronger fotr black male 10th

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

—l G
[
Y

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

i

weaker ‘for the black males.

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

.

f£all into the first category. That is, ."favorable" responses to these

<
[T
T

4

"questions are more,strongly associated with achievement for black

males than they are for\the cher race—seg groups. Take, for example,

the last 'variable in Part 4, if the student says that race has nothing
/ < .

w
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‘this subgroup than the lothers.

it is for whites (Part 4)

it hinders them-if they feel whites are smarter.’.

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

these noncognitive variables for black males.

et

X

AY
P : ’

,
;,

to do with being smart. Disagreement is interpreted as evidence of a

more favorable att1tude toward others “and toward oneself, and this is

ant1c1p§ted to mean a better disposition toward school work and to

possible academic success.' In any event, ‘it is found that the faVof;

able answer to this question is more strongly related to ach1evement

for black males ‘than it is for the other three groups. TYThis means the

belief that radeand smartness are unconnected is more ihportaht for
It should be added that this is race-

linked rather than sex-linked. Black males are little Jiffe;ent from

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

from whites (of either sex). *

~This finding is more or less supported for other measures of -

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

that either one's own ethn1c group or the other one is ''dumb" seems -

-

to be more closely ass0c1ated with hlgh achlevement for blacks than
But though th1s suggests that self- 1mage v

and image of the other ethn1c group andy perhaps, the facillty ‘of
K
intergroup relations are more important to ‘blacks.“than gg-whltes, there
e . ) ‘ s '
is contradictory evidenCe*Ehat cannot be‘ignored.

For example, the
idea that -self- 1mage is more important for blacks than for whités is
undermlned by the correlations reported in. Part 7 which’ show self-

A

esteem is almost always less closely associated w1b achievement for

blacks than for whites. ' Equally, it does not help blacks if they feel:
that blacks are smarter ‘than whites (Part 3), though :>ed1ctab1y enough
t Thetefore theré -has >
toibe‘some'uncertainty that self-image or image of the other raceAis
going to explain differences in achievemeﬁt levels of the four race-

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

The+obvious question is whether-ESAé funding can be linked with
The answer is found in
Table 2, Part 4, which shaws_clearly'that contrd% school students, not
experimental.schqof'students, had more favorable scores}on the two most
important attitudiﬁal variables (Student says race not linked to IQ,

and does not describe own race as "dumb"). 1In other words there is no

,
<
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chance of linking ESAP funging to these noncognitive variables, even

[Y

though the Linkage betweén them.and student achievement could possibly

o

explain the differences in- achievement level among race-sex groups.
.The second question is ‘whether particular educational programs might : "
. 1
account for the differences in student attitudes, . This-will bé pur-
sued int«Section V. i LT )
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. V. WHAT DID ESAP MONEY BUY? '

' \ =
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.Up to this point the analyses reported heré have treated ESAP as /

a program consisting of additional funding aimed at helping schools
make progress with desegreéation. This is the most comprehensjve way ¢
of looking at the program. But it also ignores another level of re-
a11ty Money was translated into hctiops--resources and-programs ih
the schools--and these activities 11 be the subject of the rest of
th1s investigation, Speciflcally, what were the’ gederal funds used

for in schools? And were Spme progr ms more effective than others?

The destination of ESAP.m ney was decided, in part, at the local 1eve1

and,*not surprisingly, different schoql districts concocted different .
schemes. The activities authorized’by the bill put very little off
Yimits (notably, ESAP money could not

’Ar—‘

e’ used for busing’where it was

It is extraordinarily difficult to ‘specify the content of the
program in !simple and precise terms. ESAP paid for’remedial éducation,

the development of instructional methods,| the repair of buildings,

i

" efforts’ to nvolve the community in the s hool, training for teachers,

hiring teacher aides, secretarial assistange--the range was wide. This,

presents obvious problems to the analyst w o wants to make accurate

\

generallzatlo s about the r ature of the program. The problems are com-

pounded by the terms used by the eValuators. For example how certain

is Lt that "inservice training programs really have enough in’ common

to be sens1b1y defined as a s1ng1e set of activities? Or, more.simply, .
what did "compréhensive planning" consist of? Again, mhen ESAP paid
what did this fnmolve and which studénts beneficted?

Working at this\‘lstance from _the program there is no hope of retrieving

a 2

" the answers; the best that can be done is to cross-check differait

sources ,of inform \tion collected by the ‘evaluators. The definition of
program types will\be.reported on below.
Yet, there is more basic point, one that turns th1s part of, the

secondary analysis into a general inVeStigation of the effacts of

P
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“ different program types rather than ar 1nvest1gation of the effects of
ESAP-funded programs. To make the point concretely, I shall anticipate » ’
o the task of analyzing the effect of 1nservice training programs. From
T ' the point of view of the evaluation of ESAP, the relevant issue is T,
whether ESAP—funded inservice training programs were more (or less)
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 analysig would be to identify schools with ESAP-funded in-
service ‘trainiag programs. This can be done with available data. But 2

having got'to this point-it cannot be assumed that tHe other.schools ] o'(~
do not have inservice training. Other experimental schools may have
- this kind oﬁiprogram, funded by other sources. So too may the control
' schools have inservice training, fnnded either by ESAP or other sources.
' + So unless 4t is claimed that the ESAP-funded ijgservice training 1is
qualitatively different from programs funded ‘other means, the analy-
sis cannot go .forward. There is no eV1dence that ESAP-funded-- programs
were,special in any respect; therefore, the question has to-be rephrased.
o Instead of'ESAP—related activities, the objective of the-amalysis thust

be to investigate the effects of different programs regardless of fund-
: . .
ing source. ‘ . h .

1t is 1mportant to stress that by alter1ng the question the in-
‘ vestigation is no longer strictlj an investigation of ESAP. It becomes

an inquiry into the relationship between educational programs and out-

comes, such as student att1tudes, without regard to the origin’ of the .
“ programs. It is also important to emphasize that this analysis cannot
capitalize on the strengths of the randomized design because program

types were not randomly distributed amgong districts. So it is only
> e

reasonable to suspect particular circumstances were associated with ‘
- i
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 Learners might be mare likely to use ESAP money for
remedial education, some of these poss1bi11t1es will be investigated in
the second part ‘of the section. There is a reasonable possibility that~

program type is confounded with other 'sctool level factors, and these

.
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" factors may well account for variations in outcomes. The point is

". .that the analysis 1is hampgged by the usual constraints of confounded
\ N s

independenf varidbles. ‘- _
The issue addressed in this section is how best tghchanactérizé
the program types._ .The igfdrmatiéﬁ used for this purpoge is obtained

from three sources,. the first -two of.which are much thé m6§t impértant.

. .
;‘? L) .- . P '.- . - .

.THE_ESAP DIRECTOR SURVEY. _ T e oo
. ) i .
The ESAP‘Hife@td@ was.most usually the_person responsible for

federal programs -in ;he district but sometimes it was'the superinten=-

" _ dent.. He, or his assistant, was interviewed and asked about the.use
of ESAP funds and it is important to note that only the director: sur-

J b

vey refers to ESAP (see below). Further,‘most information the director

" l
supplied related to activities and programs in the schools% rather than

in the dis;;}gt as_a whole. _And filter quesfiops were added to check

«

.

that these activities were ones that 10th grade students could have
. ¢ : : ‘

. barticipatéd‘ih.

tar I3 -

' . JInformant Do data re- - 1Is program
< asked if ESAP  late to the -’ available
funds bought school or to 10th
program? the district? grade? . !

Genkral program description

(e.g., inservice training) Yes . " School ™ Yes . f
Equipment (e. -85 AV equip- (\ ¢ . R
g ment) .o Yes - School Yes

1
a ¥

Specific inservice (e.g., .
remedial,education)’ Yes ! School No

.. Specialists (e.g., teacher

. aide) ‘e Yes ’ » School _ Yes o
General program description . L. . -
(teacher aides) ““Yes . -’ District « No .




- usé‘qf ESAP money.

THE PRINCIPAL SURVEY

¥

‘sources and programs in their schools regardless of funding source.

LEY

»

The principals, unlike the directors, were not asked about the

Their answers provide information about the re-

2l

~

1s program .

, Do data
, . ‘ relate to available
) 'Did ESAP school or to 10th
buy program? + district? grade?
] 7 |
_Programs, courses, or )
.__'personnel © No School Yes
Additional.fnnds for N
equipment of different )
types ' No School No
Existence and content ' . '
of inservice training No -School No

<
= v/

“~ THE TEACHER SURVEY

This is the least important survey for the purpose of program

identification; it was not designed to find- out what activities there O

were inbschools. However, incidental .questions do touch on the

i

teachers experience with a few programs, and this information will

be used to cross-check the existence of programs in schools:

~ & )
M"‘"‘/"‘., " Ki
s S ) Do, data Is program
’ : = relate to available
s, . . Did ESAP school or - to 10th
) PR *  buy program? ; district? grade?
Program in parent- ' S ’
teacher relations . No School No
/ .
Minority courses or
texts ‘ : ~ No ) School No
Teacher had had in- T , ) .
. service program No School Yes




Iy

PROGRAM TYPES

These data are used to define 11 dichotomous ‘variables identifying .
program type (program presence contrasted with absence) These are
different categories from those used in previous evaluations of ESAP

- d (RMC, l97l NORC, 1973), and there are three reasons for the creation
‘ of new variables First, unlike previous investigators, I have tried
to avoid creating composite indices.f Since the terms used “to identify
ESAP activities were broad enough ta start with, thereﬁseemed every.
}reason not to compound the problem by putting several program -types o

o - together. in oné variable. Besides, NORC's factor analysis - of programs
~and_activities (NORC, l§73, pp. 35-41)cdid 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

Ve ‘type was discarded where there were four or fewer schdols 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 def1nition of program types
“was gu1ded toward activities that might plausibly be used to improve
educational achievement or "alter racial attitudes.

The first program type, inservice training for teachers, like most <
of the other programs, .is identified by both the directgr”and the princi-
paly The director survey indficated that.there were 23 experimental schobls
and 11 control schools with inservice teacher training (see p 42). The
teacher survey, however, ind1cated 38" experimental and 34 control schools
[ ' with inservice training Different schools are identified by directoYs

' and principals, most l;kely because the principal gave information abdut
- . programs of all kigds, not just ESAP funded activities.
. . The breakdown separates experimental and control schools to bring
out twg points v The director identifies a substantial number -of control
' schools {il) as’ hav1ng ESAP- funded inservice training programs.~ Thére <0
are fs 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,

, . © ‘
. '- . * '50 »




and many of the control schools have ESARPfundqd inservice traéping{
Thé same point is impiiéd in the followimg summﬁries.

Yem

Inservice training with

» emphasis on zntergroup W‘fP . '
relations v Experimental Control
. » VoL X L
Director survey, ' AN 11 4 .
. Principal survey . \ 31 26 "

Inservice training with
emphasis on remedial N

' ‘education

Director survey . 5 . |
| . Inservice training with .
. emphastis on teaching ) ‘
. o methods
B Director survey 10 4
: Principal survey 38 36

Inservice training with -
emphasis on curriculum

| ¢/~ ‘
Dinector survey 9 3
ipal survey 38 32
Provision of remedLaZ ' '
educatiop i _ - :
Director survey T o 1q 3 ’
Principal Sﬁ<rey . 40 . . 36
! ~ Curriculum development . .- .
Director survey \ : 3 ' 1 *
Principal survey \\ . ews 30 20
L3 " - N N
Programs to zncreagé eontact
. ‘between school and cd@munzty . .
- Director survey \\ ' 10 ' S
Principal survey \ 29 . 15

\ ' &
. \ s R

N Focus on relations, between\
stydentis N L,

Director survey - \ 5* . 0
. Pring¢ipal survey RN . 31 : . 23
y I , ) ‘\




¢

1

~ about hand11ng intergroup relations ampng students.

.
'3 - . - . . .

’ . 43 ) - . )
. ’ ‘c ‘ . + v w % ¥
Courses or matetials oriented : ' e,
toward minority groups Experimental Control ~ *
Director survey . .3 ) 0 r
~Principal survey ‘ 13 : 17 .
. ' ] ¢
_Provision of teacher atdes. . s v
. . . \ ‘\u .
_Director. survey 034 : - 25 N
Principal survey . 29 23 co
( ' 3 . - oA
1 , ) . . v >"\
These summaries bring out the’%oint that ESAP money was spread
over 311 kinds andtvarieties of educational progrﬁms. Tdere is no .

single or dominant theme, except perhaps that th? money seems to have\ ~.
been used for teacher tra&niug, especialty training with an emphasis .
intergroup relations\‘and on teacher aides. And in view of ‘the size
J:d timing of the grantsqi; each school it is likely these programs l
did not amount,_ to profound, deep—cutting changes In the organization
of the school but were more probab1y short—tegm remedies and responses
to integration. o o ' - B

. ' . -

A NOTE ON PROGRAM DELIVERY N o o. 2

So far only the.director and principal data ha been used{to' .

determine what the ESAP money was used' for. But since the matter is

‘80 impoh@ant, it is worth taking one step further by*looking at the \\ |

-

The purpose of doing this is to~see if the ™ .8

‘

teacher survey data.

teachers answers corroborate the. information given by director and

= )

prrncipal o . . o~

»(

Teachers were asked several questions about the resources in their ///i -

/

school, particularlg as_they were affected. For example,

h\izwere
- asked if they had taken any inservice training -during the yea ’ how

-qf ten they had discussions in class about race, and if they. had learned
They Were also Lo
asked about the school in general——for ‘example, whether the school had
‘made eftorts to get parents to visit the school during the year; or
whether there had been special projects (plays or group discussions)

that dealt with intergroup problems. Data from these questions Were,

aggregated at the school level to give an average teachers scorb for

. 7.




each school: Thus;'if all -the surveyed teachers in a school reported'
they had:had ihservﬂie‘training, then the aggregate score for that
school would, be 100; ifiiualf had receivei training, the score'QOpIdtbe
50; and 'so on. These aggrégate teachen‘responses-can then be related
to data%obtained‘from the director and“prihcipafssurveys§ If the pro-
gram’was'effectively'deli ered ‘in the shhool,\there will be reasonable
agreement between' the two.Bourceg of information. Thete 'is one: caution.

The program described by the\director may not ‘have been.intended for

the 10th graders or their teachers, so lack of consistency méﬁ.not al-
ways point to uncertainty,about the existence of a program. e ¥

f In some areas, the director and principal data check out.very poorly

basis of the director data into those that ‘had programs to develop
;”o parent—teacher relations and those that did not, we ‘find that teachers
h “in the first dategory of schools are legg likely to report their school. -
was "trying harder’ this year than it had in the past: to. get parents tovi
'\\ , visit the sciool or: come to- PTA or other. pareht groups.'" The aggregate
teacher response (in agreement with the question) for the first kind of’
;E : sghool was 18.0, and in the second kind of school 30.6. It~the same
checkxis done using the principal data, the comparable figures are 28.4
and 28.7. In other words,~the'teacher reports imply ESAP- made little
ldifference 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 teachersy had teachers who were more
likely to repoit receiving inservice training'than schools without this
program. Schools were divided on the basis of directors information-‘
about inservice trakning. In the schools Wwith this program, 63.2 percent

of the teac lers, on axerage? said they had had some ‘inservice training

Where thére'bas no pro\}am,‘the average response fell to 51.8 percent.
L . Howepyer, when the principals' information is used, this difference be-
2 thee program and nonprogram schodls disappears (55 5 percent of the '
teac ers said they had had training in schools without, and 35.9 percent
said they had train:ng ‘in schools where prbgrams wete reported)

‘Better agreement is obtained about whether teachers received

‘ . ‘ . ‘5:3 ’ .
. SR ' J/

with the teacher information. For example, if schools‘are divided on the

@
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inservice training with an emphasis eon intergroup»or race reletions.
When_either the director or the principal says the school had a program
of this kind, the teachers are more likely to say they had had some
training in ‘this area. Schoold where the director claimed Such a pro-
gram had an average ‘of 44. 7“per¥ent of -the teachers saying they trained
in incergroup Yelations (37.3 percent in schools without these programg)
Schools where\the principal claimed this kiad of program had 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 in
iﬁtergroup relations were lessg likely\to report-they‘had‘learned how to
handle intergroup relations than teachers in other schools. But one

~ further check gives weight to the posit ve side, . Teachers were‘asked

if they had class discussions about races They were more likely to sayi
thé} had these discussiens if they were in a school that reported in- :
service training with"au emphasis on race relatioﬂs.

Finally, there is greater likelihood that principals and teachers .
will concur about ;the existence of courses, in minority history or cul-
ture. Teachers were considerably more likely to say there was a course
of this kind in the school (35 percent) if the principal indicated
there was than they were if the principal said there was no minority
course (teachers._ 7.1 percent). "_' . '

- fIt is‘clear'the teachers'’ in£ormation does not help a great deal

in ﬁdentifying what ESAP cons1sted of in the schobls. Sometimes their
reports supported what the director said ESAP funds had béen used for;
mcce usually_they did not,. This null fihding is ambiguous, as pointed
out in the beginning Without much more precise information it is pos-‘
sible only to say that this/conflicting evidence warrants real concern

about the implementation of ESAP; it does not prove poor implementation.

3

WHY DLD SCHOOLS cnoosa THEIR PARTICULAR PROGRAM? .

The ESAP money | was used to buy a variety ot different programs and

services., -It is reasonable to think’ that-the choice) reflected local
needs; th; supplementary tunds bought things that the principals or the

district administrators wanted‘most.A If so, there should be some

%
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- they got.l Tb see 1f there were 'elatlonships of this, kind, the program* - ..

the schools. The latter included the school's|racial composition, the

. was closed).. Since the data were not collected;w1th is analys1s in

;mind it 1s\not surprislng that this list is stht. These few variables
- \
° descr1be schobls ifi only a limited way 3 :

.o ’ W1th one: exception, the analyses provided no ev1dence\that the -~
T o ; schoois’ characteristics or spec1al problems were related t the kinds \

\

N - of programs they had. The exception is that schools that ha§ inservice .

- tra1n1ng programs with an emphasis on race relatlons were more recently

s " -desegregated than other schools. This .makes sense; a school Just g01ng
. ‘through the process of desegregation is presumably in greater need of
.. prggrams ‘that deal with the’ relationships ‘between ethnic groups. And

o the idea -that there ‘are spec1al temporhry problems irvolved 10 desegre-

.

‘gation rece1ved some modest ‘support in ear11er analys1s (Section 11).

- However, it would be. equally sensible to expect that .schools that had

- «? o

thfs k1nd of imservice tra1n1ng for their- teachers would-also have ‘ex- /(

P -

perienced greater,racial tension, they. m1ght have pr1nc1pals that were

more in favor of desegregatlon, or they m1ght have a part1cular racial

.

. .o " composition. But no association was found between these three var1ables
and the presence'of this k1nd of program (the.criterion for deciding if

_two vaﬁ:ables were assoc1ated was -that xz should}exceed the value for

P = 0 2 e .

. - ;
The rest of the analysis revealed no.other relationships between
" g._\_

- program ‘type and school character1st1cs. ‘ For example, the pr1nc1pal'

)*m P

evaluation of the quality of his faculty is not associated with the

probab111ty that the school has an’inservice training program, nor are
. programs that concenttate on remedial educatiqnimore likely to be found
< in schools where'principals feel that blacks' fallure can be attributed

» .. to the restrictions imposed by white society*ra her than to students’

. 2
P '
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Aruitoxt provided by Eic:

- the-year in wh1ch they desegregated

47 : ‘

. o ’ Lo
own faflings. Schools that‘chose progtams to, help with the relation-

sh1ps between ethnic groups are not unusual in the1r racial composition,

oo
nor- in the 1eve1 of rac1a1 hostil-

ity 1n the school (measured by whether the school closed because‘of

racial problems). F1na11y, schools that” chose to spend money on teacher

e
aides seem to have had Just about//bé’same student~teacher ratio as

those that did not. [
V. ) :

With the except1on of the %élationship between year of desegrega-

tion and 1nserv1ce training pr grams focused on race.relat1ons, there

are .no revelat1ons about the’ 1rcumstances that led to -the selectlon of

particuiar programs. This mo t prdBably means that we do not have the

appropriate measures to chargcterize the schools. However, it is then

- possible to infer that the s hools did not get the most appropr1ate kind

of program from the p01nt o? view of the pr1nc1pal, adm1n1strators, or

students. ESAP funds were ,ade available after the beginning of the -

school year, and the dec1s on about fund usage was not ent1re1y made at

the school levéi these facts g1ve some weak support to th1s 1nference.
e ST .

N ~ . . . T
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VI. RELATIONSHIP BETWEEN PROGRAM TYPE AND> PROGRAM OUTCOMES: . . y
TEACHER AND STUDENT NONCOGNITIVE VARIABLES

Program;type’yariables identified in Section V are used here to
investigate the effect these programs had on noncognitige outcomes. »
The purpos§ is to see~if the existence of the programs in schools is

associatedtwith changes inattitudes and reported behavior of teachers

and students.” Program type variabies are derived from the principal

survey, which means the analysis is a general investigation of the

v« lationship between educational act1V1t1es and outcomes. As pointed

out before, the ana1ys1s is not tied to the Emergency School Assistance , ’
Program. K ’

TEACHER OUTCOMES _ .

There are many teacher attitude variables,_the depende&nt variables
in this analysis, and there are 11 program type variaoles. .Interrelating
each program type w1th alL poss1b1e outcome measures would have produced
an indlgestlble array of results, so selection was called for. The out-
come measures chosen were those I thought most closely represented the

things .ESAP was trying to'change. They fell into three categories:

teachers' attithdes to desegregation and to minority students, teachers'

attitudés to the academic potential of students, and teaohers' self-
report on how they’ felt about teach1ng 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.

For example, it seemed likely that teacher trai

ning in race relations
would have more of -an effect on attitudes to de egregation than it would

on how much teachers\enqued_their job. Of cours this kind of teaoher

training might have an effect on job satisfaction tod, but parsimony

ar ®

directed attentlon to the best bets first. Accordingly) different

selections of program type variables wete related to each\b

~the three

sets of varLab]es defined above. The f1rst part of the analys'

N 57
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Aruitoxt provided by Eic:

not lead to more favorable teachers attitudes toward m1nor1ty students

‘vice training emphasizing race relations.

g . =

49

o -
between these means represents initial indication that the brogram:is -
assogiated with a difference in outcome? .

Teachers' 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 th1nk blacks are better
off in rac1ally mixed schools?"), with the1r self~-reported béﬁav1or i
class ("Do you have discussions about pace?") and with their perception
of other teachers' attitudes to desegregation. These were identified
as possrble outcomes forwthree kinds of educational programs. THe most
obvicus “is teacher training in race relatrons, wh1ch is aSsumed to be

directly aimed at changing teachers' attitudes:-concerning racial issues
in the school. The other two, the pcesence of courses in minority i
history or culture and unspecified teacher training activity, though
less obviously connected with attitude change, were assumed to have an
indirect effect on the same c&ass of OUtcomes .

General inservice tralnlng programs are pot associated w1Ch any

s1gn1f1cant differences.in teachers att1tudes. .For example, they do

or to the value of desegregatlon, nor do they change teachers openness
w1th students about the matter of race. ‘This is most probably because

of the great variety of activities 1ncluded under the classification

%

1nserv1ce tra1n1ng,' each with somewhat dlfﬁerent objectives. By
contrast, teacher training speciﬁically directed at race re}ations is
associated with differences in attitude and reported behavior, which,.
from the point of vieonf the program, must be regarqed as favorable.
Teache;s in schools with these programs are more likely to think white
and black students profit from raci%l mixing, their personal attitudes
to race relations are more favorablé, dnd they see their fellow teachers, -
black and white, being better.disposed‘to*desegregation. When schools *
have courses in minority history-or 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 oi inser-

% N

As always, these positive conclusions must be balanced against

some familiar Qisclaimers. First, the effects are quite small ones,

“%
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N even though they are statistically significant. For instance, 75 per-
ceﬁt“offthe 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 off *in racially mixed T
schools, aodifference of 7. percent.” Though statistically significant, . o
and undoubtedly of potential practiqahlimporqance, this kind of differ-
ence cannot be called overwhclmingl cond, in dealing with a ‘sensitive
“{ssue like racial attitudes, respond;iis are likely to give«socially

—“correcd' answers rather than their true opinions, particularly if they

have just been through & ‘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 questionnaires. We cannot be: T
sure, just because teachers told us so, that white teachers were really 1
more favorably disposed to desegregation. Still.less can we conclude

\\ . .
that their attitudes, as perceived by otRier teachers, were connected

A

R s with théir behav1or.5 Nevertheless, we are looking for clues rather than
certainties, and we have to strike a balance between agnosticism and

LI

naivete. . ,
A final -problem with these results,is that they are heir to the
Tusual limitatiOns'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,
Tegression analyses were run that are ane\ogous to the t-tests reported
in Table &4 yet that allow for control of other 1ndependent variables.

Two® were ,chosen: teacher age and length of experience with desegregated

schools. The clear conclusion of this:analysis was that the controls

‘ for these characteristics did not significantly alter the relationships
¥

I3

between program type and teachr attitude. i - . ’

Another poss1b111ty was that characteristics of the schocl might

o

. . explain the obserweo)differences.' One promising counterexplanation of

the effect of inservice training in race relations,was based on the

! $

earlier finding that recently desegregated schools were more likely to

have this kind of program. Also teachecs' perceptions of the racial

v

[AY
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climate in the school were related to the recency "of desegregation. o KA
Therefore the differences in attitudes that are apparently due to the o
existence of a program might really be a reflection of the stage in
the desegregation process different schools have reached. Accordingly,
"a second series of regressions were run where controls were introduced
For the time the school had been desegregated. Two dummy variables
were entered 1dentifying schools desegregated during 1971 and those )
desegregated during® 1969 and l970. The introduction of these controls, T
like thefjearlier analysis. did not alter the original conclusion thag
+ the program was associaEedmwithumorewtavorablemattiLude outcomes. . _ T
The second part of the analysis (Table'L Part B) looks at the o
way teachers evaluate the academic potential and performagce of their

students. The outcomes here cover teachers ‘estimation of the studenbg

ability to get 1nto college and of the proportion of black students \\\ B
performing !'up to scratch)" their opinion about students’ performance \Q;\

in general during the year and about che reasons black students do not - \\
achieve "equality." . : - o . L

These outcomes wer¢ related to three kinds of programs. . The most -
promising one 1dent1fied 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 teaching methdd.
None of these programs seemed to make .a ‘consistent difference to ’
teachers' attitudes about students abilitv or capability. There are ;w' .
.two~statist1cally s1gnif1cant results, but they are overwhelmed by the LS
other nongignificant differences.' This apparently discouraging result
quite probably\lndicates the anbivalence 1mplic1t in remed1al programs;
for although they may encouragesmore-pos1t1Ve attitudes on the part ‘of ’ \ \
teachetrs, the fact that "underachieversh are get'ting speciali7ed treat- R
ment in the school may encourage a negative attitude.‘ﬂThose predisposed
to th1nk black students are unlikely to succeed may be confirmed in their ' -
views if they see these students getting extra help. ) ‘
The final piece of analysis (Table 4, Part C) looks at a measure of
~job satisfaction. teachers' responses to a question about how much they

“enjoyed teaching during thc current Kear compared with last year. This,

thoagh far from‘ideal, was the best available measure of their disposition

E : A YR 3
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_to their job. - Three program types were related to this outcome;j two
identified the provision of aides\and counselors in the schools, and
the third identified. teacher tra1ning that focused on teaching methods.

None of these program types was - associated with tatistically'sig— '
nificant differences in the dependent variable. Again, this mgy be
because’ teachers do not appreciate the efforts of aides qggcounselors,

or it may be that these programs really do not make life sier for

‘teachers. In, any case, there is no discernible relationship between’ “

these. programs and teachers' attitudes to their job during the year.

In conclusion, the strongest evidence of program effects\is con-
tained in the first part of the analysis, specifically with the\analysis
of 1nservice training focused on race relations. It can be argued that
this is as it should be.t ESAP was, Interded toyassist the‘procesi\pf
1ntegration and teachers' attitudes are certainly an important element
in that process. Programs, gome of them funded by ESAP that aim di*—s
rectly at changing racial attltudes are associated with ‘the expected \&
effect. There must be reservations ~dbout the finding, but it is a pos
itive indlcation of ptogram success and. it paints to areas'for more \x

o
complicated investigation, to be reported in Section VIIL. * \

\“ “ L. a 1 \
/

. SJYDENT OUTCOMES . ' - . o T
' The & ilysdis of student outcomes is similar to that of teacher out-

comes. The issue is whether there are educational}progfams,that can be
related to differences in 'students’ percepfions, attituded, and self-
reported behavior. The question is d1rectly related to ESAP's goals of
1mprov1ng the quality of relationships in desegregating schools. The
measures of ?tudent outcomes used in the analysis give some ind1cat10n
of the way they felt about their .school, the way they saw the teachers
and:principal, their interaction with students of the oppgsite race,

l

‘and théir self -esteem. .
SLX of the progran types were chosen for. anaLysis on the bas1s of
assumptions about the possible andvlikely connections between educational
prqgrams and students' attitudes and behavior. Each program variable is
entéred in a regress10n analysis and its effect on the dependent meagure -
is represented by the standardized partial regress1on coefficiernt. This

s
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method of analysis was chosen because it provided the ampst convenient

A ‘

way of controlling for other independent variables, in this/case ‘a F ‘

measure of home background (years of education éomplétedzpy student's ’

mother) and the percent of white students ip the school Both variables'

were seen as’possible determinantg. of student attitudes ‘and were there-

. fore entered first in the regression analyses, p‘ior tﬁ the dummy vari~
\

v + ) . b\
able identifying program type. In Table Slthe standhrdized coeffioie(t . R
. \

o ’ ‘
is statistically significan*) ii/the only information reported from -

these analyses. ‘- .- - . K

The total sample of stug

Vgroups, This is consistent with the general aim of thié inquiry to : / \
supply an ekplanation of the [ESAP efféct on black mal—*hchievement. To\\ﬁk
repeat, I am not looking her
éiusively funded by ESAP, bu
d

at the effects of pnograms that were ex-
at the effects of programs'funded by many
of’identifying effective strategies. This

is\;he nearest approach that can be made to the P eferred analysis.A As
; e
a first step, student noncog

fferent sources in the hop i

itive variables were selected for analysis :

I on t e basis of“their correl tion with achiev ent scores. This, too,

was. Justified in terms of the overall'purpos of identifying intervening

Onriables--here the student n%ncognitive measures--that might explain

the association between progrbm type and. student achievement.' Clearly,

it makes more sense to investigate dependent variables that account for
variance in achievement.

The analyses are presentﬁd in ‘Table' 5, which divides the results

on the basis of program type. " Some of éhe‘@rograms appear to have little f ///

-~

effect. Fdr example, Part A qf Tatle % shows the coefficients for gen- ’

eral inservice training programs. These, with one exception,'are sta-

tistically insignificant, which suggests inservice training is

not

< at teachers, not students. .

Py

Cd

,  Other programs are assoclated with more favorable .student attitudes. '

One of these is inservice training that concentrates on race relatlons/
Q . . :

N,

I 66 N

jents is ‘divided inno ‘the four race and sex . oS

) \ -
for the program type variable (with associated level for® 't where beta :




. ; g 58
<’ ’
. ax »
. . * y > " . ; - “ R ¢ . v
\ s 2 Table 5 3 Y . )
\ L. MULTIPLE REGRESSION. ANALYSTS OF RELATIONSHIP BETWEEN -
v N / PROGRAM TYPE VARIABLES, AND MEASURES OF STUDENT
\ _ ‘ ‘ : NONCOGNITIVE OUTCOME, BY RACE~SEX GROUPS: , i -
‘: N b ) l L
L. /. ~ ]
Co Black Blagk White White ~
* | Dependent Variables . _ . Males Females Males Females .
L 2 . 1‘ ® » ‘:
Part A: Analysis of'InservicefTraining Proérum for: Teachers.
. s ¢ . ») .
Student s rating of his ‘ . . -
> ability compared with others ° . . .
. in class .o " .06 NI .03 . -.02
: : ' " 9 '
) Teachers seen as liking:- ‘ -
, ) blacks and whites at same . . -
: school, by student ¢ .03 .03 .01 01 -
e Student-had called student - \
) ‘of the other rjce ort ‘the’ . )
' phone - ' .05 .01 .03l .04
‘ 1f student could choose,

: . would go to a racially mixed . RS
\E - school .0L .0l -.04 -.03
AN Student says he hates - . ' }

_ school -.01 - .0l -.04 -.00
iy . . L3 . ; .
A Student is a member of . : *
\\ school club or sports team .02 =.03 .03 .05
\ | ; (1.99)
N\ Part B: Analysis of Inservice Traznzng with EMphaszs on Race or
SO Intergroup Relations
\\. v s \
.\ Student*s rating of his .
N \ ability compared with dthers ' .
in class e .05 ;=01 03" » .04
\Teachers seen as liking’ . e T .
lacks .and whites at same | "k ) - ek
. . hool by, student -.10 .00 .05 . .09
/- . (2.87) . (3.52)
. v :.
Stgﬁent had called student ’
5 N of the other\race on the u' S- (- ek,
phoné X .00 . =.02 - .07 . .09 .
. (2.78), . (3.61), .

“ ] _{ -
)
» .
.
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St Black - . Black White = . MWhite
pependent Variables Males - ‘Females’ Males Females,

v [
- o

Part B: Analysis Of Inservzce Tratnzng with Ehphaszs on Race ond e

e g Intergroup Relations (continued) .
. . . M |
1f student could choose, . _ - -
_ would go to a racially ¢ Kk e . O wk
. mixed schgol . .09 .07 - .08 .08
- S, ) (2.62) €2.31), T (3.17) (3.21) -
* .. Student says he hates T ' NN . )
. s?hool‘ A : .05 -.06 ° .04 . f01 . .
¢ * > ' . e ‘ ‘\
. Student™is a membér of school ] : .
club or,sports team . .0l .04 .. =05 = -.14
- S . . . T . " (5.53)
e - T e
- _ Part C: AhaZJszs of Inservice. Tratntng with Eviphasis oh‘f@uchfng . v
~ : Methods . //"‘ , W
Student's rating of his . N S - .
N ability compared\with others . MVN\*‘LbV x )
. +in class : -.01 - -01 - . .07 . ©.03 -
x . [ 4 . . N /, - (2 66) .
o o /
’ Teachers seen as liking .
blacks and whites at.same . e S o
school, by student ‘ 01 .07 =.00 +-.05 ::i
Studen had called student AR . \
of .the| other race on’ the v ' . . Akk
phone -.06 .05 .05 08 .«
- . 0 ) (3.37).
© o !
o ’ If,stgdent cpald choose, o , . J'J
* . .would go to a’‘racially , _ ] VRN S
mixed school -.06. - 04, .07 .05%
' T RS , (2.87) 2. 09) ;
¢ ) e aN T ' ’ , S . ‘
ik Student -says~he hates - ) ’ . B
© school L -01 , =.05 . .02 .04
4 . N N 1 ’
Student is a .member of . .

", . * schoolclub or sports team  -.06 e -.00 .02 -.01
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1 P
Tablé 5-~continued

\ s

Dependent Variables

2

\ k-3
Black Black White White
Males Males

Females

Females

Student’'s rafing of his,
ability compared with others

- in class

Teaéhers seen as liking
blacks and whites at same
school, by student

o

“Studént had called student O

of the other race on the
phone ¢ : ‘

"If ftudent could choose,
-would go to a racially mixed
school - E

Student says’he hates

L]

Studenit is a member of

. [ Part D":A' Analysis of Programs in Intergroup Relations among Students

b -

x , *
.08 -.02 .06 .03
£ (2.32) - C(2.32)
. . .
; N .
02 . .06 .03~ .01 B
\ (1.98)
\ . **' Jk k
-.02- \ .04 .08 .09 \
‘ (3.10) ~ (3.61)
) *;E * kK%
-.01 .10 .06 ° .09
€3.13) (2.26) (3.76)
00 =02 ¢ -.02 01 % .
. i
k% | %
.08 -.03

school club ar sports team

-.02

(2.63)

Part E: -Analysis.of Programs in iinorivy Culture or History

Student's rating of his
ability compared with othexs
“in class oo

.

'

o

-Teachers seen as liking
blacks and whites: at same
school, by student

Student had called student
of the other race on the
phone

3 ~-.07
(2.64) - ’

A
.04 .02 .05 .02
la 1]
.04 .02 .00 .03
v * *k *
.02 . .08 07 ot
(2.61) (2.67) (3.16)

69
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\ ’ 1 Table 5--continued - e

L

. ’ g R - 7
Black Black - White
Males

Males Females -

Whitézx

Depéndent Variables Femalf~~

. ’
Ao \ .

L1

t- statistics in

* = gignifican
*k = gigrifican
kkk =,signific§n

¥
-—

T i [ - .
. ' ’ . .
Part E: Analysis of Programs in Minority Culture or History (continue 3
If student could hh$qse, T ' z s
would go to a rac1a1hy * c, - % ¢
mixed school A -.07 © .00 ' .04 :
: L. (2.15) )
‘- . . :
. Student says he hatps : ] }
school - .00 -.02 04" -
. v ‘ ™~ 5
g Student is a memberj of x : \ '
school club or sporits team -.00 .07 -.03 -.01
; ' o (2.22)
Part F: Analysis of Program in Parent-Teacher Relations
Student's rating off his,
ability compared with others * x x
in-class , .07 -.01 .06 .06
. (2.32) (2.30) (2.45)
. Teachers seen as liking
blacks and whites at same )
school by, student -.01 .05 .0 .01
gStudent.had called~student
. of the other race on the . * :
phone .02 -.04 .¢6 .03
(27'17)
If student could choose,
would go “to a racially mixed B /
school .04\ .04 /.04 .03
Student says he hates A
scbool ’ .09 -.03 .01 .00
Sttudent is a member; of % .
skhool .club or sports team .03 \ -.05 . ] 7.08 .03
2 ' ](2 .96)~

parentheses. ° \p / "
at the .05 percent level. |

at the .0l percent level. {

at the .00l percent leyel.

70
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kPart B). In several of the qnalyses'the presence of the program is
, « asspciated with more fayoraqie student attitudes of seve 1l kinds. In

. partiwsular, it is asstoated with an increased probabiLity.students will
say they\would prefer a racially mixed school over a segregated one..-
This is encouraging for two reasons. First, th1s type of student out-
come might be expected to change as a resuit of .altered teacher atti-
-tudes. Further, student attitudes that would ndt be predicted to |
respond to changes in teachers are found to have no 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 reéflected ESAP's goal‘zf ach1ev1ng successful desegregatlon.
Moreover, inservice tra1n1ng that has a different kind of emphasis, -

teaching methods (Part C), does net 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 changlng the way,students feel about things too.

’ Most “of the positive and significant results in Part B are concén-
trated 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 @rogram effects on non-
oognitive outcomes are not going to account for the Telationship be-

b tween ESAP and the educational performance of black males. If blacks o
are not affectdd by these kinds of interventions, then there seems . ’
™ little hope of sketchlng the connectioh of events between the ESAP

fundlng on the one hand and the higher test scores of black studentz

om the other. o

More positive program effects are found in Part D, which reports

the—effects—of programs in ‘intergroup relations designed for students.

Here too the positive and statistical}y significant,results outueigh'
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 proportions of students who say they prefer ihtegrated over

segregated schools and with a larger proportion of students (wh1te 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 whlch students like going to school. This too\as
encouraging s1nce once again it is the type of program that ESAP fostered
and its effect is consistent with ESAP's goals. However,. it is- worth

1
noting that the program effect is least-obvious for black males, so it

N,

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 history or culture and
those designed to bring a closer relat1onsh1p between parents and school
. Cqurses oriented to minorities do not seem to make: any d1fference to
wst:denfs' self-est¢em, even black students' self—esteem, nor does it
alter dttltudes about golng to school; though‘ for reasons that are -not
immediately obV1ous, it does have a con51stenq effect on the 1nteract1ons
among students of different races. Since this program d1d not alter’
students' outcoﬁes to any sgbstaptial extent, and certainly not in the
analysis. The same general concluslon holds for the.analysis of programs
: that develop parent~teacher relations (Part F). The effect of this pro-
gram is unevea, except that it is associated with higher levels of self-
estcem among students. However, compared with inservice training in
race relations and iatergroup programs for studeots,'the effects seem ¢

Y

modest.

» 1

In review, the strongest‘evidence\of special program effects were
- obtarned in the analysis of inservice training programs that emphas17ed
race relatxons and programs that develop intergroup relations among
stzdonts -The analysis of these two program vatriables was extended,
first by looking at the possible confounding effect of recency of de-
segregation. In the analysis of teacher outcomes -it was pointed out
that recently descgregated 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 prograﬁ presence.
. In other words was the program effect apparent rather than real? The

regression analyses for these two program Lypo variables (Parts B and D)

were repeated with extra control variables added that grouped- schools

s i .

. .
2 M . '
Full Tt Provided by ERIC.
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according tofthe;recency 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 behav1or and attitude were used in . s
Table 6, following leads from Fable 5. These analyses confirmed the
preuiOus finding; the positive effects of these two programs tend to
be concentrated among white students. Thus inservice trﬁiningAthat .
emphasizes race relations has é positive effect on white student's
interaction with blacks and oq their att1tude9 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,MgThe question is whether the . ] .
attitude variables nfight be influenced by the“ﬁresence 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 be explained.by this particu-
lar kind of teacher training. ) . ‘ ‘

As before, this kind of inservice training is associated with more

favorable perceptions of teachers' att1tudes and ,behavior, just what

.'might be expected to result from a program like this. But again, the

-~

program does not -have the' same effect on blacks.

The analysis of programe in intergroup relations. for students

(Part B) shows comparable results, though less obvious, Most of the

_positive effects are concentrated among white students as before, but

some of the statistically s1gn1f1cant relationships are found,for ‘the .
two black groups. Thus, this program too ss associated with more
favorable attitudes toward students of the other race ‘and higher levels
of interaction between races. However, the effect on perception of
teacher’ attitudes and kéhavior is mixed; in most- anmalyses .the relation-
ship is negative. ’ ‘

In'summary, the pattern of results accumulated over a substantial
numbér of anal&scs indicates two programs were associated with more : .
favorabld.student attitudes and behavfor, tbough this effect is almost :

[ . ) ! ‘
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st . R ’ ' : Table 6 . s
RELATIONSHIP BETWEEN PROGRAM TYPE VARIABLE AND MEASURES
OF STUDENT NONCOGNITIVE OUTCOME, .BY- RACE AND SE& ’ ‘ \\
s b . “ . - *
A SR * Black Black *  White White
Dependent Variables . Males Females Males Females N )
T X P - = L \‘ ¥ —_— -
. Bart A: Inservice Training with Emphasis on IntepgroggrReZations )
Would like more friends of e T T kkk o o
" the other racial group -.02, .04 . .10 .08 :

(3.83)  (3.10)
‘ Feels uncoﬁfortable with .
students of the other race -

v

(Range 1-4. 4=never) . -.03 -.01 .Q0 .01 S
> ST ) ) -
Says three students talks to ’ . . . § L
~ most are ,of the same race N Kk T ke o
~ (Range 1-2. 2=no) N .+ =.05 ¢ =07 . .08 .09,
: (2.93)°  (3.51)
-
#~ ' Had telped student of other . . o . o “*
race with homework ~ =03 -.05 .04 .06 o ,
o - S g S (2.44)
. Had asked for/Lelp with home- .
~work from student of other ) N ok
race - o .02 -.05 .06 - , .08
. y 1 (2.37) (3.18)
Describes students of the . ] .
other race as dumb (l=yes/ : . ) x x
2=n0) . .04 -.04 06 . .06 -
: ’ : (2.07) (2.12) .
Says color doesn't have any- . ' . ‘
thing to do with smartness . N * p
(1=agtee/0=other response) -.01 .- -.01 . 05 .05
_ ' ' N\, ¢ (2.02)
3 e - . . -
Principals seen as liking \\\ ;‘ v : ¢
blacks and ‘whites at same . S ' ’ *kk *
) school, by student ‘ a7 .%5\ .00 13
: e . ’ - (5:05)
Teachers seen as being unfair - . - . Lo

: to whites (Range 1-2. 2=no) .05 -.02 -:02) '~,03 - 13
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Table 6-~continued

2y

Dependent Variables

--~~Males

Black

Black
Females'

Wbité
Males

Part A:

.‘Teachers seen as being unfair

to blacks (Range’'1-2. ,2=no),
Teachers perceived as ‘liking
-blacks and whitgs going to
same schoal -
(1=yes/0=other) *

i

Teachers perceived as dis-
liking blacks and whites
going to same school
«(0=yes/1l=other)

Part B:

Would like mdfé.friends.of

the other racigl group

-

.

Feels uncomfortable with
»students of the other race
(Range )-4. 4=never) '

Says three students talks to
most are of the same.race
(Range 1-2. 2=no)

. <

w

N b .‘
Has helped student of other

race with homework -
e o

-.02 .02
' - ‘
.10 , .00
(2.87) .
- *
.06 -, .08

e.55)

-.04. -.00

~.04

L
¥

Has asked for help with Home-
work Prom student of other
race % .
, \ ‘-

Describes students of the
other race as dimb (l=yes/
2=no0)

.08

N

.01

.05

*k
.08

(2.97)

%k
08"

(3:18)

(r ’?Zf; L

.
X_Le

Inservtce Training with Bmphasis on Inxergroup ReZatzo%El(continued)

-.02

kkk
.13

(5.01)

Analysis‘?f Programs: in Intergroup Relations among Students ~-

- _kk
.07

*(2.63)
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Table 6--cantinued
’,_‘./-’\

* Black
Males

Dependent Variables

Black
Females |

White
Males

White
‘Females

Says cotor doesn't ﬁave any~-
thing to do with smartness

’

Analysts of Programs‘jn Iniergroup‘ReZations dﬁong §;udents_(éontinuedf

~

« ¥

. , . Kk
(l=agree/0O=other response) .00 .04 .05 .08
T . ! . (3 35) .
’ . < < \ . - .

. Prino@pals seen as liking .. o S "
blacks and whites at same . N .
school, by student - .02 vL07 ~-.02 -~ =.01

L (2.24) '
Teachers seen as being unfair . ", ot - T
to whites (Range 1-2- . 2=no).- -.10 -.02 -.05 , -.04 ‘
- : (2.98) . . G .
Teachersgseé%fas being unfair . - *. ’ .k » |- .
to blacks (Range 1-2. =no) -.08 .+ 00 -.08 -.01
o ‘ (2.20) ' : (2.99) - .
Teachers perceived as Liking ' : °
blacks and whites going to. . —-— : )
same school (l=yes/O=other).. 702 - : 6 .. .03 .01 .
R N . ¢ 5 ’ ’ °
Téachefs perceived as dis- - : , . e . e
liking blacks® and whites. L. : . . o
‘going tco same- school: ’ - Kkk T o ddk -
(0=yes/1=other) . e, w01 A3 .03 .09,
N Ca eex . (4.31) . (3.68)
t- statistics in’parentheses - . o, . ﬁva"
', * = Significant at.the .05 percent level. s e e 8
*k = signlfxcant at the .01 percent .level. ¢ : - P

significant at the .00l percent level. R

- e = o et o e e

»
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. entirely concentrated among white‘students.. To repeat, these results\ 'ak;
. ~ are ehcouraging, but they should not be blown out'of proportion. “They .
« —do not tell,us how ESAT worked; they only report on the\observed re- .
- lationships between prcgram types and certain teacher and student out-> ;

Y.

comes in the'e per1menta1 and control schools. Nor are these effects
_ large ones. The pattern of results supports a positive conclnsion,
o . but 1t would be incautious to make *bold predictions about the amount
of d1fference that could be brought about by wider application oﬁ

AN
these programs. This 1s narticulgrly trie’ ?dnce we have only the most .

. genera1 idea of what the programs conszstjg? in the first place; they

1d therefore be difficult to reproq ce. .Although some attempts have

[

been.made to test alternative explanations of the findings, such sta-
t{sti al devices cah never be exhaustive, by’definition. Therefore,

! : there {% the ver-present possibility that the observed'effecta are

—the following sectlon, which looks aga}n at the determinants ofﬂachleve— -

- L) . . .

.
ment levels. ] . : -

s
=,
-

’ N ! *
oo o 5 . - \ \ . i
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N VII. THE RELATION OF STUDENT ACHIEVEMENT TO ESAP,

N . EDUCATIONAL PROGRAMS, AND STUDENT ATTITUDES
AN Yo - .

. . . . . 1

+ e— — . 7 . 9

The first'oart of the Rand work with the ESAP data comsisted of a
. reevaluation of the program's effects onestudent achievement hy various ¢
T comparfsons between experimental and control schqols. Tn.this'section
the analysis of achievemeut scores is taken in two different ditections. ¢,
. Fifét, I look at districts where students in the ESAP school did much -
) better than those in the control school. These instances, called out-
‘ . liers, are examined ‘for pOSSIbie clues about special or unusual circum-

stances associated w1th program success. The districts where experi—

-

N - mental school students far outperform “those in control schools are °

. ve

compared.with districts mheré the reverse is true. The purpose is to,
ident1fy dramatic diffPrences between highlyteffactive atd ineffective
1mp1ementations of the Emergency School Assistance Program. Since there
are‘48 school-pairs to start with< and I am looking at only a fraction .

P of these, this part of the amalysis approaches case study. N

The rest of tife section is$not a study of ESAP, per  se, but of the
relationship between school programs and student achieyement. The ob<,

. ' Jective here is to tie together various parts of the reanalysiS. \Cer~

s ‘tain educational ‘programs have been shown to be associated with favox— —

s x‘, . able noncognitive teacher and student outcomes, and some of“these, in ?
turn, have been found to be related to student achievementp The analysis-

+ reported here aims at re1ating programs, noncognitive variables, and
achievemeq;san an effort to expiain performance 1eve1s with the ava11—
;gfeﬂgata on’ schools, teachers,-and students. ‘ s 1
- N . s .- . 4 . N
ANALYSIS "OF OUTLIERS : - ,

. ‘a The first-task is to define the outlving disfricts: 'those where

,Students in experimental schools did either much better or much worse

than those in control schools. The sample was divided into the foyr
race-sex groups because the purpose of the analysis was to examine . .
‘interactions related to-these two variables. Then, a school-pair was' .' o

eliminated where there were fewer-than four students of a given race or .,

' 1 i . )
. * :

s ’ ’
. 2 o~ .
* . .
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- sex.” This meant dlfferent schdol- pairs were elimina*eg from the four
f—subgroups. The next series of choices concerned the measure of effec—_k
tiveness, In 'the end. the #implest was used: the unadjusbed dtfference_——
Jbetween the means for experimental and control school studentslw~An ex-
tengive examination of adjusted differerice scores revealed that the
&V same schools were located ihfthe upper and lower ends of these distribu- )
. tions as were in the two tails of the distributions of unadjusted dif-
- ferences. The. four d{stributions are displayed in Fig. i 4
} Stralghtforwa d examination saygests that there are all kinds of
departures from no ality, but-definitive judgments are hard or impos—
sible because of thp small number of cases. The cases at the extremes
of the distribution$ could well be manifestati?ns of a low density
. spread of cons1dera yie importance. ,In hope of bringing these unusual
properties to 11ght\I reconstructed them using grouped rather than con-
‘tinuous data (Fig: Z) These two representations of the distributions
suggesf several th1ngs. First, there are outlders at both ends for white
males, and possibly pos1tive outilers for white females. In addltion,
these distributions appear to -have two modes. The ddstribut1on for black -
females piles up at the left hand side; only the d1stribut10n for black"
kS

males seems roughly normal %

The next step was tQ decide on a cutoff point for the abflnltion

of out11ers. This necessarily involves judgment, . one considerétlon
P
being that a cutoff “too far from the mean ig going to yield a very small -

number‘of cases, Gu1ded bY this practical cons1derat10n, 1 set a llmit

Ll

such that about 10 pertent of the.cases would be ident1f1ed as either ‘

positive or- negatlve outliers-for a glven d1str1butlon. Cases over

<

1.5 standard. deviations above the mean for each distribution were char-

’

. acterlzed as instances of highly effective ESAP treatments and cases

1.5 standard deyiations below the-mean- as instanceS"of'htghiy“effecthE‘-——;“
control schools. 1In a normal distribution these limits would separate’
’13.4 percent of the samplel These limits are marked on Fig. 1 and‘dis— 1
* tricts above and below the cutoffs labeled by their seriwil number. éight
oases fall in the-low end of the distributiofi, seven in the high end. »
‘Countingleaoh hopearancéLin the outlying group separately, there are an

average of just umder five cases in each distribution’ in the high or low
‘
|
|

¢ - y -
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Icategory, almoht exactly 10°percent of the total number of school pairs.
This is slightly under®the expected fraction of the dfstribution. Four
districts ap ear in more than one distribution, implying that where a
district is highly effective-—or ineffective--for one subgroup of stu=

?ents it may also be effective--or not--for another. However, if these

. N
. four distributions ‘were totally independent of one another, some of this

.

consistency would be expected by chance, In fact, the number of schools '
! observed in more thhn one distributiﬁn is below that expected for four
independent/distributions. “ . q ' ‘

‘Tho main quegtion is whether these outlying cases can be differen-
" tidtcd from one another., If' they can, it might suggest reasons for the

* unusual @ucccss or failure of ESAP To .start hith, comparisons were

.+ made“between high and low outliers or a number of school characteristics

v

such -as the size, the percent of white students, the recency of deoegre-
‘ gation, the attitude of the principal to desegregation, the per pupil
expenditure, and so forth, All available indices«of school- to-schodl

0

i differences were used. Very ‘few showed*high and low outliers Were'
i c}early differe‘f from one another. fbe exception is that positiye Lo
out]icrs tend to be smaller than negatxve ouﬂliers (a dif%erence of over
100|stuﬂents), and they tend to.be located in‘somewhat rural areas (esr
ablished using the percent of people in the{county lxving in communitieb N
of over 27 500) High outlying districts had lfewer schools, (21) than low -
outllers (28) and fewer students in all (aboyt 11,000 and 15,000) . "
These differences are not stat1st1cally significant but they may not-
" be for&u»tous either. There arc several rgasons for thinking a program
like ESAP wbuld be more cuccessful in smalv school distrlcts and small
] schools. For example, these districts may be more. manageable so that
extra federal funds Mo not get lost.‘ Adm1nistrators mjight ‘be more care-.
ful to see the money gets used for the right puvpose. HAnother possibil- .
ity is that rural scho l dlstricts are more peaceful than urban ones and
therefore prOVide a more stable setting in whichrinnovations can be
imolemented Or, the familJés students come from may be more homogeneous

in rural areas, and this may mean Uhere/are fewer cross- pressures to con—

* LA

tend wich when changes take place in. schools.

“va .Some. of these issues can be pursuéd”with the data. For ekample,

g2 =

-
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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 ,

- >

. e peaceful places.” One of thes measures (frequency with which students

Another 1ndex,of d1sruption, absenteeism rate, also showed high outliers
PR - were better off than low outliers. So, rtaking a selective approach to \
N tHe data, the case can be made that the low outliers, where control ' -
,' school students did better fhan experimental school students, were more
. \ disorganized places. ot course, this does jnot prove than disorganiza-
. o tion'led to poor educational performance; the- evidence does not -warrant
.. " * such a strong conclus1on. R e T s ’\\
A " s ' The other. suggestions werg evenrharder to test adequately There
s ps:. was no sensible measure of how readily/these schools can be controIled
. _either by the administration:or by the principal. ~ The closest approxi- : "
L . i _ mations were the principals’ assessment, of how much effeét they can _

; have on students, and information about the ‘superintendents’ action in

W helplng scheols with the process of desegregation. Obviously, neitﬂéf

can be taken serioucly as\a measure of subtle and complirated rea11t1es.

The. next question is whether . the, high and low out11ers can be dif-

ferentiated in terms- of educational programs and activities. For

N e

-~ example, are the high outliers more likely to have remediai education’ .

programs? The -simp’est possibility is that the low outliers were dis—
tricts where the experimental des1gn had been vitiated. That is, ESAP ”
+ —_might not.have been delivered to the experimental school. ot it might
have been delivered to. the control school. Of the eight low outiiers, .
- there was only one district where the control school had received ESAP
® funding. - This explanation - .does not seem terr1b1y ‘helpful, therefore, .
A since one of these six deviant casesgwould be expected to-'show up in

the lower outlier group on probabilr- ic grounds.

- . St111 the low outliers might be those districts that rece%ved a,

EL)

smaller ESAP grant (in the experimer al school) than the high’ outIiers. -
@ - . *
- However, -comparison of the two groups showed that the low outliers ’
- . . actually received slightly larger ESAP grants. This could be explained *

by the facts that these schools tended to be larger; when the ESAP grant
° - 7 & . [
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was expressed ag a fr%ction\ofﬂthe total school budget the difference’
| . N
between high and low groups disappeared. ~Comsistent\with this-pattern,

; . . : .
the low outliers were found to have lkarger numbers of\ programs and

activities’as reported\by the ESAP director or priincipal. But this too

could be explalned 1arge1y in terms\of the difference

.. two t pes oT“schools. &When these tallles of the number \of programs
i

. were athsted for. schoo% size, the d1fferences between e. two groups

’

either vanished or were! reduced with one exceptlan. A cu ulatlve score

, . for FSAP—funded actxvxtdfs indicated by the d1re%gpr shows\ high outliers

had more activities eveniwhen the size of schooljhad been ken into

1

account ' ) |

C
{

* While this makes good sense, -and. 1s‘encouraf1ng,,;here s a danger
of ¢ klng crude cumulatlve scores tac terally., Equating programs of
di ferent kinds, as one, does in making'a s1mp1eicumu1at1ve scd@easﬂgg
viously a hazardous assumptlon. And no- accouxt is' taken of Xhe dif-
"' ,Zerences in size or_ fundlog of these aCt1Vit1ejﬂ, Thus a school] that
%qpende all its money on a remed:al education program will have 3 "lower"
score—than one that décides to doxilve dlfferent th1ngs with thé grant.
‘Nevertheless, thxs finding suggested a close 1nspection of the ESAP—
. .‘6*\~1, ggggd programs in these schools to see if there were partlcular‘strat~
jegies associated with stcess or failure. Accordingly, the two gkoups
: Were compared for dlffenegces in the things that ESAP- money had bough

‘. g ]In general, no pattern emerged from th1s analysis. The high outl%ers

were neither more nor less 11ke1y to have used money on remed1a1 orr

tutorlng programs. . They did not concentrate money.,, any more than fhe
other group, on inservice: tra1n1ng. Nor d1d they use it onwspec1a1

,_i kinds of 1nserv1ce training, such as tra1n1ng in race relations. There
~, are-no speqyal resources or equipment found in the h1gh and low gr ups?
. ' And it does not seem that extre .personnel, such as teachers' aides ‘are
more common im the successful schools. Nevertheless, even though bhgh
and 1ow outliers do not seem co have distinctive types of programs,|on
onercnmulatlve measure the h1gh out11ers turn out to be better supplled
by. E‘ZAP ) . . .

- ‘ * ‘;

) "To 5ummar1ze, the high and low outlier groups are different frOm

one another, but not in terms of° the kinds of -educational programs ﬁhat'

s, .
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the& 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 1mportance of the sett1ng for ESAP rather than the substance of the
program 1tself. The key to success may‘not be the content of the pro-
gfam so much as’the way in which the program is implemented. This idea )
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 wh1ch Tocal adm1n1strators adapt ESAP to
their local needs would make @& difference to the outcome of the program.
But this 'is a guess. ’

.

_ EDUCATIONAL PROGRAMS, NONCOGNITIVE OUTCOMES AND STUDENT ACHIEVEMENT IR

Earlier in this section I, 105EEE/ac unusually effectlve and ineffec-
tLve Lnstances of ESAP. Here I look at all the data\\n an attempt to ex— ', .
plain variations in achievement by, differences in educat10na1 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 stui'
dents' attitudes; that is, students in éxperimental schools had more, oL
iess, favorable attitudes than those in control schools. But thesé ef-
fects were more evident for Whlte students than for blacks. If the pro-
gram had an effect at a11 it would seem that the white studentsfwere
che ‘ones affected. Most puzaling, the effect on whites yas positive for
males and negative for females. ' . ) y ’

ance ESAP had little effect on these n0ncogn1t1ve outcomes for
black males, they did not look like prom1s1ng intervening variables to
explain the linkage between program funding and achievement scores.
However, it is possible that the program affected black male achievement
levels b&fchanging white students' attitudes. The program could have
thereby createéd a less tnreatening environment,for black male students
so that they felt better about tneir school work and performed more ef- o
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
1 - <

e q " * ’ - * )
. . 8) : -
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schools and inkthe degree to whicn they innteracted with black.students:
Perhaps these changes made it easier for black males to feel accepted
to feel less threatened, and consequently to improve their potentlal
for educationdlzperformance in school. A complicatioh enters at -this
point hecause while ESAP was associated with more:favorable attitudes '
for white females on some of the neasures-examined in Table 2, most
showed a reverse effect: Control students, scored above eiperiﬁental
students. *.The aggregate measures of these latter variables:would be
expected to have a negative assoclation with blgii male achievement;

t

at least that would be consistent with the view that students' influence

H
on one another's attitudes is not dependent on sex. .

~

s
Aggregate scores were-computed for wh1te males ‘and females sepa-

rately, so that each school had an _aggregate score on those noncognlt;ve

‘outcomés that was significantly associated with .the presence of the pro-

gram. These aggregate scores could then be;co;}elated with the individ~
ual level achievement test scores for black males.’ -Table 7 reports

these correlations (first column). Even with the' large number,of‘céses
involved, only ‘one is statistically sxgnlflcant However, there is some”
SuPporx for the idea of aggregate effects in the peﬁfernﬂgﬁ;sxéﬁs of
these correlations. With d single exceptlon, the correlatlons all 1nq
line with ekpectations. Where ESAE is aSSOC1ated with a positide ef-
fect on ssudent attitudes (all the white male attitudes .and two of. the
whlte female variables)f the cérrelations reported in Table 7 are posi-
tive Whore ESAP 1is assocxated with a negatlve effect ‘on student att1— ,
tudes (all but two of the white female varlables) the correlatipgfis are
negative. nklng the analyS1s one step further, a measure of student's
social background was, 1ntroduced ~ The suspicion was that th1s might -
substantlally change the uncontrolled relationships: reported in the f1rst
column of Table 7. .The partlal regression coeffic1ents (achievement ,
deoendcnt'variable, independent variable 1nd1cated in left handsmargin,
mother's education controlled) are reported in the second calumn. Though

it is true that in three cases the signs of the correlations are changed,

in general the introduction of this control d1d not alter the conclus10

"~

’

derived from the first set of results. The zero order relationship is

not to be explalned away in terms, of student social background.

"
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Table 7 -t

*

RELATION BETWEEN AGGREGATE MEASURES OF WHITE STUDENT

ATTITUDES AND BLACK MALE ACHIEVEMENT

=
’ ®
13

#

¢}

T 3 N -
Aggregate Measures for White Males ~ - r ;o ~ b
If student had talked to counselor .0
during the year 4 .013 -~.007
Studert would prefer to attend a‘ ‘ , '
racially mixed school ) 019 ~-.007
Sthdent.would like mgore friends of : .
the other race s .., 1060 047
Student had helped another of the Lt -
other race with homework o, . =.007 - ~.016
/\ o ) T - c 8

Student * liad. asked another 'of the other ) -
race for-help with own -homework . .041 . 040
Aggregate Measures for White Females i . "
If student had talked to counselor . e

’ -.001

during the year . L e .013

- Ed

Student says she is glad to go.to :
school in the morn1ng "j ’ -.026

Student says that when punis%ed it

>

»e

&

/

L 4

is®for no good reason -.029° *-,038
Student thinks principal's attitude’ ' :
to desegregation is favorable -.051 -.052
Teachers seen as being unfair to
white students _ .. v =042 . + -.018
o . .
White students reported as cbmplalning -
of favoritism on part of teathers ~.067 -.055
Black students reported as complaining ’ o %
of favoritism on part of teachers - =~.099 -.092+
- - ]
Column 1. Zero order correlations between aggregate measures of,

control school stydents (see Table 2).
Column 2.

white student at&itude witnomother s educatlgn controlled.

* = 91gn1ficant at the .05 percent level.,

_""’ : ', 87

. ' ,
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s Loiumn 1
white student attitudes and individual tlack male achievement sco¥es.
Aggregate measures of white students' at.itudes -are those "for which a
statistically sagnlflcgnt d1fference exists between experimental and

Standardized regre551on coefficient for measure of’

L4

\:'lt—-qa—*":'""

RSO

~



* B A e

B *>,M<~lt must/be remembered‘that the correlations are not large; they . -

account for a vanishingly small percentage of the yariance'in achieve- - .

ment.” In a separate multiple regression,' all fivé .white male attitude .

variables were entered as independent variables and were found to A

account for an additional 0.5 percent of the variance in achievement o,
over and above that expla1ned by mother s education. The comparable

2 analyS1s g@m,mhe 7;je female attitude variables had similar results,\

11
, an additional 1 3 percent of the .variance in ach1evement can be attrib-

_ uted to the variation in the complete set of independent variables. Yo
+ ~ . .
These results must ‘be considered in 11ght of the-fact that only a small . s
g
: percentage of the variance 1n ach1evement (under 1 percent) can be

accounted for by ESAP. Therefore any intervening effects are $61ng to

héve to be smdller still. Seen this way, such tiny effects become more

L4
.

!

impor tant. .o g . . iy
(2) The analyses presented in the second part of SectiongVI shewed® .-

that certain Programs were assoc1ated w1th differences in noncognitive

‘ Vstudent outcomes. Spec1f1cally, rnservice training for teachers that

} emphaS1zed race relations and programs that helped 1ntergroup relations : ’w
among students were ass001ate¥ with more favorable student antitudes and )
more positive self reported behavior. However;‘these effects were againw

. concentrated among white students, so it did not seem likely that the

key to explaining .the program effect on black male achievement would be © L &

°

" found here. Nevertheless, the inquiry was_pursued, broadening the " ob=
JLCClVG to 1nclude all four subgroupe of students in a ge“eral investi- - B '
- gation of the relations among program type, noncognitive outcome, and

student achievement score. ' I ‘
Table 8 reports the analysis of"the two program type variables,
K _ 1nserV1ce training foeused on race relations and ‘intergroup programs |
' for stud ents The fqur race~sex groups were analyzed separately for -
two rcdsons, the relationsh1p between noncogn1t1ve outcome and student . K
! achievement had been found to vary*ﬁcross these four groups, and the
- effect of these—two educational programs on the noncognitive outcomes
had also been shown to dlffer ‘depending on student race and senv Sev~ -
eral noncogn1t1ve variables are chosen for the analyses, the ’h01ce

° .. being based on results obtained in Sections IV and VI. Is the B

o ¢4 N

-
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’ . ,’ Tab 1e '8\\' *
ANALYSTS OF RELATION BETWEENqPROGRAMwTYPE, SELECTED y,_,;¢-~" A
. ) STUDENT NONCOGNITIVE VARIABL@S AND STUDENT K :
ACHIEVEMENT SGORES, BY-RACE—SEX GROUP . T
. e \
, o - . Black. élacﬁx,- White ° White - ".
Intervening Variable . Males Females® Males Females
) . . . \ -

o t

Part A: Program Type: - Inservice Training with Emphasis on,Race Relations

If student had talked to .03 07 .09 .08
~ a student of the other b=1 .03 .07 - W09 .08
. race on rhe, phone b-2 .02 .06 ) 07 _ .04
- ~ R¢. _.05: .06 - .06 \\\\ Al e
If student could choose, = r 4 .19 .19 N .15 - ,
he would prefer a C. p-1 14 T 19 .19 \\.15 .
. "raciallky mixed school . b-2 .14 . .17 .16 a2
. " R? .06 ...09 e \12 ot
‘If student is a’ member of r .07 15 0 .15 . AN
"aschool club or sports “b-1 . .07 R VI .15 i .25 ¢
, - team e bE2T .04 p12 12 .20 . .
",yiwwfﬁvvmf“‘““ R .05 .07 o7 . A5
— ’ . . o . '
Student would ljke more r o .08 .08 .19 - .08
friends of 'the opposite b-1" .08 .07 .18 ¢ .08
race . . b=2 ..09 © .08 .17 .06
' o R2 .05, .07 .09 .12
Student *had asked for r T ‘.08 R .08 . ° -,02° ’
: help with owmeworksfrom  b-1 ,08 - .06 . .08 -.02 ‘
, student of other r%}c b=2 .07 .05 , .08 =02 -
f*+ RE _:.05 .06 .07 11
° ¢ . - - Y ’
Part B: Program Type: Programsin Intergroup Relations for Students -~ -
Student's rating of his r .32 .39 .46 .45 : :
* ability compared with + ~ b-1. 320 .39 N © W45 i
others in his class b-2 .30 .37 430 -, .39
' p2 A4 019 124 .25
~ . ’ ’ N
Student had called a r .03 07 - ..09 t .08
student ,of the other race b-1 .03, .07 « .10 " .08
on the phone b=2 .02 .05 .07 .05 -
« R2 .05, | '

06 .06 . - w11t




’ ‘ - , “Table 8--continued *
2 ' .
. . ¥ N - % .
- ‘ Black Brack White White <L, . :
Intervening Variable~ ‘Malgs Females N Males Females, °_“/"""M .

-

9

' ‘ . ‘ . ¢ 1
Part B: Program Type: Proarams'zn Intergroup Relations for Students fcontinued)

14

Stiident would like more

If student could choose,
would go to a racially
mixeds school

Student is member of

school ckub or team

friends of the opposite
race

r 14 .19 .19 .15
b-1 .15 .19 .19 .16. .

h=2 A4 .17 .17 .12
R2 .07 .09 .09 .13
r .07 V15 115 .24
b-1 .Q7 14 .15 .24

. b2 .05 .12 .12 .49

. R? .05 .07 " .7’ A5,
r .08 .08 .19 .08
b-1 .08 .08 .19 .09

‘ b-2 .09 .08 .18 .07 °

S R2 .06 .06 09 v v .13

4
Note?

.oz’

Iable reports zero -order correlation between noncognltive variabie
(indicated in left- hand margln) and achievemént, the standardized
partial regression coefficient for this relatlonship when program '
type is introduced into the equatict. (b- -1), the same coefficient
when mother's education is also entered in the equatlon, and the

value of RZ when all these variables are inclyded in the equation.
o . ' . ‘a

- o




¢
L]
2 " -~

association between student attitude and perforﬁance to be accountéd
. » . . 4 .9

* for by the presence of either of these two ,educational programs?

’ . Table 8 conta1ns four pieces of informction. First, it shows separately,
i by subgroup and by noncognitive variable, the direct‘fblationshlp (zero \ v
s . ‘—<order correlation) between achievement and the noncognitive variable.
_ _Below this is the standardized regression coefficient for the noncogni- <
. tive variable obtained when the dummy variable identifydng program -type . A
is also entered in the equaxibn Underneath that is another estimate

of the same relatﬁnnship, also a standardized regression coefficient,

‘ whcn mo®her's education is entered.as an additional control The fourth

Lo pleCL of idformation is the value of R Eor the whole eguation. . -

Neither oﬁ these two programs explains the-direct relation between .

Lt ’
con —jkhe noncogn1tive variable and- achuevement. This can-be séen by ‘comparing .

» the first number (r) in each cell with the second (b-1). Although to

varying extents students educaticnal: performance can be attributed  to

their noncognitive differences, no case can be made that these re1at1on— -
ships are due to-the presence or absence ‘of the 'most promising program

types identified by previous analysrs. The effect bn the partial rela- ,.

tionship of introduciné thc,control for social background is a good -®, B
< ] . b

/ L e

° N deal more pronounced tian the effect of introduiéng p;ogram type as ‘the

- A . intcrvening variable . (r compared with b=2 in ed ceLl) The controlo .

L Jp—
-

Tt . Eor social background takes account of the degree to wh1ch these k1nds

°of educational programs are located in ‘schools W1th_Students odeiffer—

<eht levels of ~educational ﬁerfoﬁmance,.and it also takes accouht’ of the

-

relations Lp between background and achjevemert. Sociaf'background

10
appears to be a good deal more important in accdunting fob the relatior—’

ships between the noncosnitive variables and achievement®than ‘are the X

‘\ . .
measures of program type. . Ne v L ’
A In summary, these two ptograms appear to be associated with posi-
. - s
s tive and desxrable outcomes, which are co istent with the general aims

and 1ntent1ons of ESAP. .1nserv1ce traininqg programs with emphasis on
) _5 t intergroup relatlons and programs in inte roup relations for students.
i . However, a]ﬁnough the changes these programs brought about in students

are associated,, with their educatlonal performance there is, little basis

- ) or aEtributimg thut assbciatlon to the program type. Thgrefore, these® .
. ~ ’ ‘e “’ -
' s L] o g7 [ -
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A two. programs might Be Jjudged inrte%mé_of their“effects on certain non-
: f cconitiQe outcomes, but they do not appear to provide the explanation
- of rhe thher ach1evement levels of any one of the four, subgroups of

' . students, anluding black male 10th graders. Of course, it shour& Eg

remembered these ptrograns are not necessarily ESAP- funded.

. o
R .
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% - . . VIII. REVIEW.. . . |
. . N ) ' < ' o ) N ]
‘ B | — _,_,_'_,ﬁf: - - L
s Inmreviewing the analysis I put aside the quaiifications and

-~“—~_'“*—caveats scatteréd thtrough the text,.but ‘I do so knowing~a shortened"
‘summary is vulnerable to misinterpretation. The review shouldxge/

e ¥ seen as the most positive and~optimistic rendition of he results.‘ A
e more . cautious account will be found in the text, and the reader is

~

directed there also for informatiOn about the <ize ofSthe effegts - -
> being discussed. ‘ - . i
{1) A1though 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 blach female§, in..a positive
-:ﬁ school are happ1er about going there in the morning, interact more .
w1th students of the other racg, and would prefer a racially mixed

school These are the kinds of dispositions and attitudes thab\ ESAP

JLried to develop and can, be seen either as ends in themselves or as ...

L 4

means to the end of arhieving-successful desegregation.
‘ - (%) ‘Measures of students' attitudes and behavior are assbciated .
N  with their achievement levels, and thes~ relationships are stronger or

N weaker depending on. the student's race and sex. There is no simple _‘F‘

‘ summary of all these differences. but achievement is somewhat relatad

to Wwhether the’ bla sk student'thrnksfrace is linked to IQ_.and thinks
other hlacks are smart. This is suggestive of the 1mportance of self-
1mage in academic success. Unfortunately, LSAP does not appear to have .

,,'. ; been resp0n51ble Eor changing b]ack students attitudes in this key ,
, . - v \ 0
o . arear \ »

- . . ‘(3)' A good dea} of ESAP activily was devoted to 1mprov1ng inter-~

A - -~ L \ M u,‘l‘

¢ . N group relat;onsﬁips, both among teachers and among students. Signifi-
v I c.ntly, both kinds of *rograms are. assoc1ated w'th more favorable .
d attitudes and.behavmor in schools. For instance, Lea.ners in schools

) . {‘. Wltb ;nseFV1ce Eraining that concentrated on intergroup relations were

N s more 1likely o (favor desegregatioh felt that other teachers', attitudes

) . .
AN
. . . ‘ . . ©

) *
e w0 rwere alsd’mogt pps1t1ue, aﬁd fglt more open to express themsglves to - N

" . . . . )
- v L I - ° M - 1 .- ) - *
7 - N ) - . . .
Ee s .. T Ty " . S)il AN o N .
3 .

' . . . .. . :
. . M - o

"

— direction. These students are ‘more likely to feel they belong in . - w0

T e




! . their students on the matter of dents in schools that had

’ 3
s esrgned to help relations between the races were also better

dispas d to raCLall mixed schools, intera ted more with students of
y &

the athet race,\and perceived theﬁr ‘tdachers as having more favorable

1

at itudes to desegregation. Unfortunately, it was not possible to 1ink

| T,

. 6hese two‘prdéram\types two ESAP; }the nalysis cdnnot differendiate be-"*
‘1”' "t tween schools where these programs are funded by ESAP and sch%ols where

— R R
‘ y they are funded from other.sources. J | 4

!

-t

o (4) Some school districts were especiallx successful e,\the'
experimental school students did much better than the control chool
students on an achjievement test. There, were also ‘some districls where'f

« the reverse was true. A comparison of these‘two extremes suggested/

that the best 1mglement§tio s, of . ésAP were in fairly s a11 schools,

s1tuated in the smaller, rdgkl school districts. This may . ‘mean that !

’ ESAP's success is determlned to\a degree by the 1oca1 setting.

. . .
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