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Foreword 

The Lyndon B. Johnson School of Public Affairs has established interdisciplinary research on 
policy problems as the core of its educational program. A major part of the Master of Public 
Affairs program is the nine-month policy research project, in the course of which two or more 
faculty members from different disciplines direct the research of ten to thirty graduate students 
of diverse backgrounds on a policy issue of concern to a government or nonprofit agency. This 
"client orientation" brings the students face to face with administrators, legislators, and other 
officials active in the policy process and demonstrates that research in a policy environment 
demands special talents. It also illuminates the occasional difficulties of relating research 
findings to the world of political realities. 

This report presents the findings of the Barriers to Student Learning policy research project 
conducted during academic years 1994-95 and 1995-96. The project, funded by the Austin 
Independent School District (AISD), the Texas Education Agency, and the LBJ School, 
examined various factors which affect student adjustment and achievement in ethnically diverse 
schools. These factors included the culture and multicultural climate of school campuses, 
students' peer and teacher relationships, family influences, and the transition between 
elementary and middle school. The findings and recommendations are based on research 
conducted at four AISD campuses from September 1994 through May 1996. 

The curriculum of the LBJ School is intended not only to develop effective public servants but 
also to produce research that will enlighten and inform those already engaged in the policy 
process. The project that resulted in this report has helped to accomplish the first task; it is our 
hope that the report itself will contribute to the second. 

Finally, it should be noted that neither the LBJ School nor The University of Texas at Austin 
necessarily endorses the views or findings of this report. 

lX 

Max Sherman 
Dean 
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Executive Summary 

Introduction 

This report presents the findings of the Barriers to Student Leaming policy research project 
conducted during the academic years 1994-95 and 1995-96 by students and faculty at the 
Lyndon B. Johnson School of Public Affairs. The project, funded by the Austin Independent 
School District (AISD), the Texas Education Agency, Regional Service Center XID and the LBJ 
School, examined various factors which may affect student adjustment and achievement in 
ethnically diverse school systems. These factors include the culture and multicultural climate of 
school campuses, students' peer and teacher relationships, family influences, and the transition 
between elementary and middle school. The findings presented here are based on intensive 
research conducted at four AISD campuses-Wilshire, Hernandez and Adams elementary 
schools, and Daniels Middle School-from September 1994 through May 1996. Names of the 
schools used in this report are pseudonyms. 

Various methods of data collection were used. One was an extensive survey questionnaire 
administered to all students in grades 5, 6, and 8 at the subject campuses. Another involved 
various on-site observations at the campuses under study. A third source was focus group 
discussions that were held among fifth-graders at the elementary campuses and, one year later, 
among students from these same campuses who had advanced to the sixth grade at Daniels. A 
final source of information was individual interviews with parents of those students who had 
participated in the focus groups 

This report is organized into five sections. Section I presents findings from the three elementary 
campuses. Section II studies the anticipated transition to sixth grade from the perspective of the 
fifth grade focus group members and their parents. Section ID provides an analysis of Daniels 
Middle School, employing many of the same analytic themes that were used for the elementary 
schools. Section IV studies the completed transition to sixth grade from the perspective of the 
sixth grade focus group members and their parents. Finally, Section V presents our major 
conclusions and offers recommendations concerning policy, educational practices, and 
institutional change. 

The Elementary Schools 

Wilshire 

Students at Wilshire Elementary School are primarily White and come from highly educated 
family backgrounds. The majority of parents are college graduates; families are highly stable, 
with many more intact homes than is characteristic of the population at large. The majority of 
students characterize their families as authoritative-high on acceptance and involvement, 
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moderately high on strictness and monitoring, and low on family stress-a home environment 
strongly predictive of children's school success among majority populations. 

Students reported a low rate of absenteeism, high participation in extracurricular activities, 
considerable effort spent on homework each night, and a liking for school. Teachers were 
perceived to be supportive. Most students believed that teachers promoted respect for diverse 
cultures, reported no overt discrimination, and volunteered they liked getting to know people 
from different cultures. 

On several survey items, however, the responses of Hispanic and African American students 
differed from those of White students. Hispanic students did not agree as strongly that teachers 
respected their opinions or expected them to do well. Hispanic students had significantly lower 
self-esteem, were more likely than White students to view their families as stressed, and reported 
more frequently that parental attendance at school functions was limited. 

Most students thought that they were treated fairly at school. When asked how their heritage was 
represented, most students referred to religious affiliations rather than racial or ethnic 
identification. The majority of Wilshire parents interviewed gave their children positive, 
achievement-oriented messages. They emphasized the importance of performing well both 
academically and socially and expressed strong satisfaction with teachers and staff. 

Hernandez 

The majority of students at Hernandez were Hispanic, with a small minority of African 
American and Other students. The fifth grade sample was characterized by a parent education 
level lower than the national average but with a higher level of intact families than typical. The 
family environments of the Hispanic students were perceived to be high on child acceptance and 
involvement, moderate on strictness, and often characterized by stress, which can have a 
negative influence on student achievement. 

Students at Hernandez had above-average self-esteem and a generally positive view of school. 
They perceived their teachers to be supportive of their learning and respectful of their culture, 
but also demanding. Students reported a high level of participation in extracurricular activities. 
They also reported positive ethnic pride, positive intergroup social relations, and little overt 
discrimination. However, there was tension and sometimes physical conflict between Mexican 
American students and recent immigrants from Mexico and elsewhere in Latin America, referred 
to by students as "Spanish." 

Hernandez presented a caring, nurturing environment. In many ways, the school took on familial 
characteristics and appeared to act as an extension of the students' homes and families. Teacher 
expectations and discipline represented a coordinated staff effort and reflected family-like 
relations between teachers and students. The school encouraged interaction with various 
elements of its community. 

Most Hernandez parents interviewed encouraged their children to do their best work, persevere, 
pay attention, respect the teachers and stay out of trouble. They emphasized that school was 
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important so that their children would not have to work as hard as they had. Immigrant parents, 
however, often felt that many Mexican Americans viewed them as second-class citizens who did 
not have full rights as Americans. The majority of the parents report((d effective parent-school 
communication and frequent parental involvement. 

Adams 

The majority of fifth grade students at Adams were African American, with a sizable minority of 
Hispanic and Other students. Most were from low income families and reported low levels of 
parent education. Personal safety was an obvious concern to students; less than half said they felt 
safe in their neighborhood. There was a wide range of family stability; consistent with national 
demographics, the single parent family structure at Adams was more characteristic of African 
American homes and the intact family structure more characteristic of Hispanic homes. The 
former appeared more transient than the latter. 

Families were characterized as high in acceptance and involvement as well as high in strictness 
and monitoring, both of which are associated with school success for minority children. 
However, many families were stressed. Moreover, the families of the African American students 
were viewed as more accepting and involved than the families of the Hispanic students. 

Students reported feeling encouraged and supported by teachers, indicated a high level of 
extracurricular participation, and agreed that teachers promoted cross-cultural understanding and 
were respectful of students' cultural background. Students also reported they encountered little 
ethnic discrimination at Adams and indicated a strong sense of ethnic pride. 

In contrast to the other elementary campuses, the majority of students at Adams reported 
spending less than one hour per night on homework. Those residing in a stepfamily spent even 
less time. 

Hispanic students reported significantly lower self-esteem than African American students and 
were more likely to indicate their parents did not attend school activities because they did not 
speak English. Hispanic students were also rather dissatisfied with the ethnic composition of the 
student body, and some tension between the African American and Hispanic student groups was 
noted. 

Adams was characterized by observers as a warm and caring environment. Several teachers 
displayed physical and verbal affection toward their students. Teacher's expectations appeared to 
be flexible and indicated respect and tolerance for student differences. For the most part, 
discipline at Adams was characterized as flexible. 

There was evidence of multicultural sensitivity at the school, and ethnicities other than African 
American and Hispanic were represented in the curriculum. African American students, in 
particular, felt that their culture was positively acknowledged. 
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Mo~t Adams p~ents emphasized to their children the importance of completing homework, 
getting along with other students, doing their best work, and telling teachers when they needed 
help. Most parents stressed the importance of school for getting a good job later on. 

Interviews indicated most Adams parents were satisfied with communication between them and 
the school and preferred having a neighborhood school. They felt that attending a neighborhood 
school helped their child feel more secure and comfortable and alleviated anxieties which could 
inhibit learning. The proximity of the school allowed parents to visit the school and to meet staff 
informally when dropping off or picking up students. It also encouraged teachers to visit 
students' homes. 

Anticipating the Transition Between the Fifth and Sixth Grades 

Student Concerns 

General Trends 

Students' expectations of the overall difficulty of making the transition from their elementary 
school to Daniels were normally distributed -with one-quarter of the students predicting the 
transition would be easy, half predicting it would be medium, and the remaining quarter 
predicting it would be hard. However, there was a trend for Hernandez students to be most 
concerned about the change to sixth grade, followed by students from Adams and then from 
Wilshire. There was also a trend for females to be more likely than males to estimate that the 
transition would be difficult. 

Students' assessment of the general reputation of Daniels Middle School was ambivalent. 
Slightly under half indicated they had heard mostly good things about the school. Those from 
Hernandez tended to have a slightly more negative impression of Daniels and those from Adams 
a slightly more positive impression. 

As to the difficulty of making friends at Daniels, most students thought it would be about the 
same, but a quarter thought it would be more difficult. Hernandez students predicted having the 
most difficulty making new friends, followed by those from Wilshire. Students from Adams, by 
contrast, predicted they would have little difficulty. Over two-thirds of participants expected the 
difficulty of homework to be harder. 

When asked what major fears and concerns they held regarding the transition to middle school, 
the most frequently cited concern was personal safety -getting into fights, gang activity, being 
hassled, and having personal items stolen. This was followed by concern for academic 
challenges, such as coping with more homework and the expected difficulty of the curriculum, 
and then by concerns with social relationships and making new friends. The fourth-ranked item 
was concern with school facilities and procedures -changing classes, having lockers, getting to 
class on time, negotiating a larger physical environment, and having to ride the bus to school. 
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Wilshire 

Wilshire students were both excited and a little apprehensive about going to middle school. Only 
a quarter of the students felt it would be relatively easy to make the change to Daniels. Most of 
the students' apprehensions stemmed from fear of their personal safety and having to make new 
friends. On the other hand, most students also looked forward to having more personal freedom 
and autonomy and were enthusiastic about playing sports and participating in other school 
activities. 

Most students were not concerned over the homework load they anticipated at Daniels, though 
fully 70 percent said that they expected the amount of work to be greater. Many reported hearing 
from older siblings or friends that the school work in sixth grade at Daniels would be mostly a 
review of what they had already learned. Those students who did think that the work would be 
challenging felt that the curriculum at Wilshire had adequately prepared them for it. 

Daniels had a mixed reputation: 48 percent of focus group participants had heard equally good 
and bad things about the school, 42 percent reported hearing mostly good things, and 10 percent 
had heard mostly bad. 

Males seemed more aware of ethnic diversity at Daniels, observing that Wilshire was ethnically 
homogeneous; many were looking forward to going to school with a more diverse student body. 
Asked what single issue concerned them most about making the transition to middle school, 
Wilshire students identified physical safety and fighting. 

Hernandez 

Hernandez students expressed a strong sense of apprehension about making the transition to 
Daniels. Many focus group participants seemed intimidated by the prospect of a larger physical 
environment (a bigger school, having lockers, the presence of older students and more hallways 
to negotiate); a more complex academic syst~m (more teachers, changing classes, more 
schoolwork); and having to make new friends. 

Daniels was perceived generally as being unsafe. Students were concerned about the prospect of 
getting into fights and having to deal with gangs. The students' expectations about teachers was 
that they would be "mean," "stricter," and have less time to assist them with their work. 

Daniels had a mixed reputation: the majority had heard a mixture of good and bad things about 
the school, a third indicated they had heard good or mostly good things, and 6 percent said they 
had heard bad or mostly bad things. The most important adjustment issue the Hernandez 
participants identified was social relations and making friends. 

Adams 

Students perceived Adams as school with a familial atmosphere where they felt secure. Like 
pupils at the other elementary campuses, they felt that the transition to middle school would be 
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difficult, yet they predicted a somewhat easier transition than did students at Wilshire or 
Hernandez. 

All participants knew at least something about Daniels and held a generally favorable 
impression, with nearly two-thirds having heard mostly good or all good things about the school. 
Adams students anticipated greater personal freedom at Daniels and were more optimistic about 
making friends than those from Wilshire or Hernandez. The large majority predicted the school 
work would be harder. 

Students identified physical safety and fights as their strongest concern in making the transition. 
Male students were especially concerned about their personal safety and the prospect of gang 
violence at Daniels. Students in general were also worried about busing and the barriers it would 
create for students interested in participating in after-school activities. 

Parental Concerns 

Wilshire 

Among Wilshire parents, several themes emerged. These included the diversity their children 
would encounter in the middle school setting, particularly with regard to socioeconomic 
differences, and personal safety. In preparation for the transition, many of the Wilshire parents 
made additional trips to Daniels beyond the regular preparatory visit provided by the school. 

Some parents worried that racial conflict would occur because of differences in socioeconomic 
status and the variation in quality of the schools in east and west Austin. Several expressed 
anxiety about their children's education in a diverse middle school, suggesting that school 
transition would be easier to negotiate either prior to puberty or when students were more 
mature. Some doubted that the social costs of busing children outweighed the benefits of 
integration. Other parents volunteered that they could not shelter their children from ethnic 
diversity; they would encounter the "real world" sooner or later. 

Most Wilshire parents were concerned about fights and stealing, and many cautioned their 
children that other children might try to take some of their possessions. Many parents were also 
concerned about the poor condition of Daniels' facilities, overcrowding, and class size. 

Hernandez 

Parental concerns included personal safety, transportation, and class size at Daniels. Their 
primary safety concerns were gang activity and fighting. Although parents from each of the 
study campuses were concerned with their children's safety, Hernandez parents more frequently 
identified gang activity at Daniels as a problem. 

Transportation was a major concern because many families did not own vehicles. The distance to 
Daniels discouraged parents from visiting the school, volunteering, or meeting the staff . Several 
parents indicated that Daniels was simply too far away to allow them to help their children there 
or be involved with school activities. Parents also observed that transportation problems would 
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discourage their students from participating in extracurricular activities at Daniels or from 
receiving tutoring after school, because there were no late buses scheduled to allow students to 
return home. Additionally, students had only a short time to board the bus after school, limiting 
the time available for after-school help from teachers. 

Hernandez parents were also concerned with class size at middle school and felt that teachers at 
Daniels would not provide the same individual attention that their children received at 
Hernandez. 

Adams 

Concerns of Adams parents included personal safety, ethnic discrimination, transportation, 
physical structure, and discipline and homework. Personal safety of their child was a concern for 
nearly all parents. Several worried that some Daniels teachers might ignore problems of fighting 
and were also concerned about theft. 

In some parents' view, discipline policies would be a problem at Daniels. They believed that 
African American students were disciplined differently because of their race and were often 
subjected to more extreme measures of discipline, such as more frequent and longer suspension 
periods, than other students. 

Transportation was a problem because of the distance from Daniels. The long trip would 
discourage parents from visiting the school or from volunteering there. Transportation 
difficulties also limited student participation in after-school activities and spontaneous parental 
visits. 

Many Adams parents were concerned with the large student population, class size and crowding 
in the halls. They worried that larger class sizes would limit the attention their children received 
from teachers. 

Daniels Middle School 

Survey Results 

The Daniels sixth- and eighth-grade survey population was characterized by wide diversity in 
ethnicity, parental education, family structure, geographical stability, and family style. African 
American and Hispanic families were more mobile and more likely than White families to have 
lived in their neighborhood for less than three years. Ninety percent of White students at Daniels 
reported feeling safe in their homes, substantially higher than both the Hispanic and African 
American students. 

The majority of students liked school, though sixth-graders more so than eighth-graders. 
Females in both grades were more likely than males to report liking Daniels. While most 
students perceived their teachers to be supportive, notable ethnic differences emerged. African 
American students were more likely than Hispanic and Other students to indicate that teachers 
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encouraged them to share their ideas in class and to perceive that teachers helped them when 
they needed it. In contrast with other groups, White students did not perceive teachers to be 
overly demanding with respect to schoolwork. 

Many students reported they had friends from different ethnic groups. Regarding satisfaction 
with the racial composition of the school, however, there were differences by ethnicity. Most 
Hispanic students wanted to see more of their ethnic group, while African American students 
were more likely to state that there were too many Whites. Hispanics, Other and to a lesser 
degree African American students at Daniels felt their groups were underrepresented. 

Self-reported school absence rates also differed by ethnicity. Hispanic and African American 
students reported a greater number of absences than White and Other students. Further, a greater 
proportion of African American and Hispanic students indicated as reasons for absence that 
school was unimportant and classes were boring. 

Family environments of Daniels students also differed with ethnicity. African American students 
reported the highest acceptance and involvement from parents, but also viewed their families as 
significantly more strict. All minority groups reported higher rates of family stress than White 
students. 

The average time spent on homework per night was one hour, less than reported by fifth grade 
students in the three elementary feeder schools. Minority students reported a low level of 
parental attendance at school activities. Finally, nearly half of the respondents indicated they had 
experienced some form of ethnic discrimination at Daniels. 

Hispanic students at Daniels appeared to be under particular duress. They reported the lowest 
self-esteem, perceived the least teacher support, and had the highest rate of absence. Reasons for 
school absence among Hispanic students included viewing school as unimportant, perceiving 
classes as boring, missing the bus, and having to care for younger children. Nor did Hispanic 
students rate Daniels as positively as other groups in provision of a supportive multicultural 
environment. 

Analysis of Observations 

Three major themes regarding teaching dynamics emerged from our classroom observations
teaching skills, instructional methods, and teacher attitudes. Teachers at Daniels had a variety of 
instructional approaches, varying levels of tolerance for different types of classroom 
interactions, and a range of attitudes toward student behavior. 

Teaching skills observed included the ability to redirect, i.e., the ability to keep oneself above 
student resistance or diversions and at the same time to redirect the student's attention to the 
lesson at hand. Another skill was showing purpose, referring to whether a teacher made an effort 
to tell students not just what to do, but why it was necessary or would be helpful to them. 

Various skills of motivating were observed, including direct praise, offering rewards, and giving 
recognition. There were also several instances of lack of motivation, including negative 
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comparisons with other students and verbal discouragement. Many teachers were found to use 
humor (jokes, lighthearted teasing, laughter) during class to facilitate the learning and comfort of 
students and also to demonstrate personal concern for them. Finally, flexibility and the ability to 
adapt to changing classroom circumstances were also observed. 

Our observations revealed substantial variation in the methods teachers used for instruction in 
the classroom, including having students work individually, in pairs, in groups, or some 
combination of the three. They also displayed the use of both cooperative learning and 
"competitive learning," whereby a teacher used a game format. 

Teacher attitudes toward students also varied and included overt attitudes, which were shared 
with students, and covert attitudes, which were implied but not directly expressed in the 
classroom. Both positive and negative attitudes were observed in covert and overt contexts. 

There was a range of classroom structure observed at Daniels. One was a more regimented style 
where the teacher had specific classroom rules and a routine to be followed, and enforced 
compliance. A second type was where the teacher had established behavior expectations that 
were not consistently enforced. The third type of classroom was a loosely structured one where 
the teacher did not seem to have an established policy in place. 

School and district policies affected dynamics at Daniels in various ways. One school-wide 
policy that had a direct impact upon the curriculum was the requirement that T AAS (Texas 
Assessment of Academic Skills) warm-up exercises be done by all students. Teachers, regardless 
of class subject matter, were required to dedicate part of their first or fifth period lesson to the 
TAAS warm-ups. 

AISD school assignment policies reduced student and parental involvement, especially for those 
from East Austin. Taking part in the PT A and school events appeared to be especially difficult 
for the parents of ethnic minority students. Because of the lack of a late activity bus save for 
special situations, students who were bused had to be picked up by a parent or find other 
transportation if they wanted to participate in after-school activities. Busing made it difficult to 
establish or maintain a community of students or parents at Daniels. 

At the time of the study, Daniels used a tracking system that grouped students into remedial, 
academic (or "regular") and Honors classes. Classes in these various categories displayed a 
substantial range of student composition, behavior, attitude, and interaction with faculty. AISD 
policy allows students and parents to select between regular and Honors classes; some teachers 
observed that this practice led to a racially stratified tracking system, with White students over
represented in Honors classes and minority students over-represented in regular and remedial 
classes. The variety was such that various groups of students at Daniels appeared to have very 
different academic experiences. 

A wide range of discipline policies was observed at Daniels. They included: (1) general 
classroom management strategies, such as turning off lights to quiet a class; (2) giving lunch 
detention for violations of class and school rules; (3) sending students out to the hallway or to 
the office; (4) assigning students to In-School Suspension (ISS) for repeated offenses; and (5) as 
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an extreme measure, sending a student to the Alternative Leaming Center (ALC). Although an 
official school discipline policy was in place, there was considerable variation in its acceptance, 
interpretation and application among Daniels teachers. 

The Multicultural Environment 

The multicultural environment at Daniels appeared frequently tense and sometimes hostile, with 
groups and individuals from various ethnic groups often wary of each other. This pattern was in 
evidence among groups of students and also between students and some teachers. Many focus 
group participants indicated the existence of substantial tension among different ethnic groups 
and observed they were unprepared to deal with the diversity they encountered at Daniels. Group 
tensions based on ethnicity seemed often to be reinforced by differences in socioeconomic status. 

Some focus group members reported differential treatment from teachers based on student 
ethnicity. Reports of discriminatory teacher behavior were especially prevalent among African 
American females. Some students felt that friction among ethnic groups was aggravated by 
parents' attitudes and actions and reported parental intervention in conflicts among students of 
various ethnicities. 

AISD busing of students from ethnically segregated, lower income neighborhoods to Daniels 
appeared to set the stage for negative multicultural relationships. It also appeared to limit full 
participation of minority students and parents and to present a major barrier to the establishment 
of a sense of community. 

Honors classes appeared to separate students by ethnicity and restrict opportunities for students 
to form friendships across racial and income groups. Hispanic and African American students 
who did participate in Honors classes were often separated from their friends, the majority of 
whom were in regular classes. Interactions across ethnic groups in classes such as Prime Time 
did not seem to carry over into social relationships outside the classroom. 

Analysis of Achievement Data 

Student achievement in the sixth and eighth grade samples at Daniels was measured by two 
standard indices-grade point average (GP A) and T AAS scores. Several findings concerning the 
relationship of mean GP A scores to various student groupings were of particular interest. Eighth 
graders had a slightly lower overall GPA compared to sixth graders. Moreover, there were 
variations among ethnic groups as to the difference in GP A between the two grade levels. Few, 
if any, of the factors we studied appear to be related to student performance on the T AAS test. 

Contrary to other studies that have found significant associations between achievement data and 
a range of school, peer and family factors, few such associations emerged as statistically 
significant from our study of Daniels. Two major limitations of our data were incomplete 
information concerning parental income level and individual student IQ. 

xx ii 



Completing the Transition Between the Fifth and Sixth Grades 

Student Experiences 

General Trends 

In the spring of 1996, we reconstituted at Daniels the focus groups we held in 1995 at the three 
elementary campuses. Our findings suggest that in many areas the transition to Daniels was 
easier than students predicted while in fifth grade. This pattern held across gender, with both 
females and males reporting an easier transition than they had anticipated. The ease of reported 
transition, however, varied by ethnicity. For students from Wilshire, the transition was much 
easier than they expected, and for the African American students from Adams it was somewhat 
easier; however, for the Hispanic students from Hernandez, it was more difficult. 

The data also indicated that most students had an easier time making new friends at Daniels than 
they had anticipated. In addition, we found an unexpected relationship between the fifth- and 
sixth-graders' views of their workload at Daniels. Whereas over two-thirds of the fifth-grade 
students expected their work to be harder, only slightly more than one-third of sixth graders 
found this actually to be the case. There were no significant differences among students from the 
three elementary campuses in their perception of homework difficulty. 

Comparisons of fifth- and sixth-grade data also suggest a substantial shift in the students' 
primary fears about making the transition. Sixth-graders were much less likely to cite the issue 
of personal safety than fifth-graders and much more likely to cite school facilities and 
procedures-changing classes, getting to class on time, cleanliness, discipline policies, dealing 
with lockers, busing and transportation-as their primary concern. 

We found significant shifts in two of the three elementary campuses. Among Wilshire students, 
the plurality at the fifth-grade level were concerned with physical safety, but at the sixth-grade 
level nearly half cited school facilities and procedures. For the Adams sixth-graders, gender 
played a role. The majority of sixth-grade males identified academic concerns as paramount, 
while the majority of females cited school facilities and procedures as the most important issue. 
The females' concern appears to stem from a series of hostile interactions, several carrying racial 
overtones, with various Daniels teachers. 

Wilshire 

Overall, students responded that the move was moderately easy. Several volunteered that what 
they had heard about Daniels was worse than what they actually encountered. Most of the 
females seemed to feel that it was relatively easy to make new friends at Daniels. 

Teachers both at Wilshire and Daniels were cited as being helpful in the transition process. Most 
participants felt the work was easier at Daniels and that they had more creative homework 
assignments at Wilshire but more "busy work" at Daniels. Several students also perceived a 
difference in the quality of relationships with their teachers and felt that the teachers at Wilshire 
cared more. 
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Most participants expressed generally positive feelings about Daniels and cited the added 
freedom in middle school. Students indicated there was ample opportunity to be involved in 
extra-curricular activities. Most were involved in some activity, such as theater arts, drama club, 
music, student council, and cheerleading. Students also cited the better quality of some activities. 

Especially among males, there was a general feeling that their parents were not happy with 
Daniels; fights and theft of articles from lockers were cited as special problems. There were 
mixed opinions among the females. Most who indicated that their parents were not pleased with 
the school cited specific incidents involving harassment or theft. 

HeTTUlndez 

Males viewed the transition as more problematic than females. Both genders reported it had been 
relatively easy to make new friends but also that the schoolwork was harder. 

Most participants were of the opinion that the teachers at Daniels were stricter and more 
demanding than the teachers at Hernandez. Most males indicated that they been in some kind of 
trouble with various teachers at Daniels. Several females commented that when they asked for 
help, teachers would often put them off or ignore them. 

Though many females stated that they liked Daniels, male participants were particularly 
concerned with fights and gangs. Although all of the males were informed of various gang 
activities, none claimed gang membership. 

None of the participants reported being involved in any school sports or extra-curricular 
activities. Several observed that they were not able to stay after school to participate in activities 
because of transportation difficulties. 

Most participants reported that their parents were especially concerned about their behavior in 
school. Females stated that their parents gave them encouraging advice about staying in school 
and cautioned them about negative peer influences. They indicated that their parents had 
emphasized that their future employment in the job market would depend on their education. 

Adams 

Responses regarding the transition from Adams to Daniels were mixed; the move had been 
easier for males than for females. Most students reported it was relatively easy to make new 
friends. 

Responses concerning the difficulty of homework varied. Most of the male participants, several 
of whom were in Honors classes, indicated that the work at Daniels was easier than at Adams. 

As a group, Adams females were quite dissatisfied with their teachers at Daniels. They indicated 
that they were "mean" and observed that some teachers were unsympathetic to their needs and 
abusive. Problems identified by the participants included incidents of racial discrimination, 
verbal abuse, racial epithets, and several cases of direct physical contact. The general opinion of 
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females about Daniels was negative. A prominent complaint was that there was no one at the 
school to whom they could tum when they had problems. 

The responses by males were more mixed. While several cited some teachers whom they liked, 
the majority had complaints about one or more teachers, with several being identified as 
consistently mean and hostile toward them. When queried as to whether they had taken their 
complaints to someone on the Daniels staff, the students volunteered there was no one in 
authority at Daniels whom they could trust with their experiences. 

Although several females indicated that they were in choir, most did not report involvement in 
extracurricular activities. Several of the males indicated that they participated in band and choir, 
but the remainder were not involved in outside activities. Most participants were very 
disappointed that they had to wait until seventh grade to participate in most school sports. 

Most females stated that their parents were not happy that they were at Daniels and cited 
parental concern about racial prejudice and violence. Half of the male participants indicated that 
their parents did not like Daniels, and the other half reported mixed parental reactions. As with 
the females, the parental concerns included racial discrimination and the potential for violence. 
Most participants reported receiving positive messages about the importance of school from their 
parents. 

Parental Experiences 

We interviewed parents of focus group members from each of the three elementary schools in 
the study who had gone on to Daniels. Not all were available to be interviewed, but the majority 
participated. From the interviews, four basic themes were identified-communication with the 
school; communication outside the school; school activities; and parent-initiated activities in the 
home. 

Wilshire 

Most parents whose children transferred from Wilshire to Daniels were very involved in their 
children's education. These parents had been active at the elementary school and remained 
involved at middle school. Many parents volunteered at the school and made frequent school 
visits. Some served as hall monitors. Typically, parents were involved in these monitoring 
activities because they were concerned about student interactions and discipline at Daniels. 

Most Wilshire parents reported a sense of connection with Daniels because of the proximity of 
the school and their participation there. A large proportion of Wilshire mothers were able to take 
part in activities during school hours. 

Though several teachers were reported to be proactive in communication, most of the contact 
between Daniels staff and Wilshire families was initiated by parents. Most parents stated that 
Daniels teachers had generally positive things to share about their children. Parents had some 
concerns, however, about the quality of information from the school as communicated through 
newsletters and handouts, progress reports, and report cards. 
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Parents frequently got information about school activities, their children's academic 
achievement, and the school itself from older children and other parents. Even though most 
indicated that their older children had positive experiences at Daniels, many emphasized their 
concerns that the school environment had deteriorated over the years, especially regarding the 
personal safety of their children 

Parents initiated academic activities at home with their children, including structured study time 
and giving encouragement and support. They were active in the home with helping their children 
with homework and encouraging them to ask teachers to explain assignments. 

Hernandez 

Relatively few Hernandez parents cited communication with Daniels other than through progress 
reports, report cards, and occasional notes from teachers. Telephone communication usually 
concerned discipline problems. Although several parents reported they had attended parent
teacher conferences, they observed they had virtually no opportunities to meet informally with 
teachers at Daniels. 

Several Hernandez parents sensed a problem in communicating directly with Daniels staff 
because of their lack of a feeling of belonging and negative experiences that discouraged parent
initiated contact. Spanish-speaking parents had especial difficulty communicating with English
speaking Daniels personnel. 

Some parents who had problems with their children at Daniels expressed concerns about the 
school administration to other parents, and such informal communication tended to reinforce 
their negative feelings about the school. Several parents discussed their fear of gang activity at 
Daniels and concern over ethnic discrimination by school personnel. 

Hernandez parents faced many barriers to involvement at the school. Many appeared ill
informed about PT A, brown bag lunch meetings, or other school-initiated activities. None of the 
Hernandez parents interviewed reported taking an active role at Daniels. They felt they did not 
"belong" there because of its long distance from their neighborhood and difficulties in arranging 
transportation. 

Hernandez parents helped their children with homework, providing support and raising 
expectations. Most encouraged their children to do well in school. 

Ada, ms 

A major theme that appeared in interviews with Adams parents was the issue of race relations at 
Daniels and their perception of ethnic discrimination against their children. Many, if not most, 
believed that negative racial stereotypes of African Americans were held by many teachers and 
staff, and that the environment at Daniels was hostile toward their children. Several parents 
described incidents or practices by teachers that they perceived as racist. 
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Many Adams parents distrusted both the school administration and the teachers. Of parents in 
the three elementary study campuses, the Adams parents seemed the least trusting of staff and 
teachers at Daniels, the most sensitive to racial stereotyping, and the most vocal in their 
complaints about the school's multicultural climate. 

In contrast to mostly positive experiences at Adams, many parents reported negative experiences 
in communicating with Daniels. They said they few opportunities for direct contact with teachers 
and observed that much of the school-initiated communication concerned student discipline 
problems. Several parents reported a difficult time contacting teachers. Others felt that it was 
important to make unannounced visits to observe the school. 

Comments by Adams parents about participating in activities at Daniels were generally negative. 
There were complaints about the difficulty of transportation, conflict with work schedules, lack 
of initiative from the school in encouraging participation, and "bossy " PT A officers. Several 
parents observed that parents with children from other elementary campuses were already 
involved at Daniels and did not encourage Adams parents to assume leadership roles. 

For the most part, the Adams parents we interviewed did not participate in activities such as 
Back-to-School Nights or orientation, and they were largely unaware of activities held at the 
school on a regular basis. 

Informal communication outside of school included receiving information from their child, other 
siblings, other neighborhood children, and other parents. Most parents recognized that their 
children did not necessarily tell them everything they would like to know. Adams parents 
described helping with homework, giving encouragement, and setting expectations. Some 
cautioned their child that "hard work" and following rules were key factors for success. 

Recommendations 

The data presented here suggest that much remains to be done to assure a successful transition 
for students from neighborhood elementary schools who make the transition to an ethnically and 
socioeconomically diverse middle school. There are reforms in practices, policies, and pedagogy 
well accepted in the research literature which, if put in place, can do much to ease the transition 
of students from elementary to middle school in AISD and enhance their chances for adjustment 
and success. Some of these suggested changes are systemic, others procedural, and still others 
issues of external community and institutional support. 

One common theme in our findings is the institutional "culture shock" which students 
experience during the transition from elementary to middle school. The elementary school 
environment is generally caring, nurturing, "personal," and supportive, with classes often 
resembling an extended family and teachers resembling surrogate parents. The middle school 
environment, by contrast, is large, impersonal, authoritarian, and institutional. 

It is telling that in retrospect most of the students in our focus groups found the adjustment to a 
larger, more institutional middle school environment to be the most salient issue. The majority 
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of our elementary focus group participants appeared most concerned with transition issues such 
as personal safety, disruption of friendships, and academic challenge. While these issues 
remained for many participants after the transition to sixth grade, it is clear that institutional 
factors such as the larger physical environment, frequent changing of classes and teachers, 
negotiating lockers, getting from one class to the next, busing, discipline policies, and other 
related concerns appear to have been the most difficult. Given that AISD seems committed to its 
current neighborhood school policy, the solution to many of these problems, in our view, is the 
humanizing of the middle school environment for entering sixth-graders-preparing them better 
for the changes they will encounter, addressing the systemic inequalities which bused students 
face, and fonning more positive and stronger cooperative links between the middle school and 
the various elementary communities from which its students come. 

Recommendation 1: Strengthen the academic and social preparation of t'"ifth-grade 
students making the transition to sixth grade. 

There are three major groups to which such preparation efforts should be addressed-students, 
parents, and teachers. 

A. Students need a broader and more intensive exposure to the middle school environment in 
anticipation of the transition. 

B. Stronger efforts need to be made to involve parents in the transition process. 

C. Stronger Daniels teacher presence during the preparation for transition is needed. 

Recommendation 2: Restructure Daniels Middle School as a learning community along the 
lines proposed by the Carnegie Corporation. 

As with many diverse middle schools, certain features of Daniels' school climate are not fully 
supportive of its various ethnic and socioeconomic groups. A school philosophy of "equal" 
treatment in which no group is singled out for special attention seems inappropriate in conditions 
of substantial disparity. Different groups have different needs, and to ignore these needs in the 
name of equal treatment may perpetuate systemic barriers to learning for certain students. Many 
of these barriers may be overcome by restructuring middle school along the lines proposed by 
the Carnegie Corporation. 

As a result of an intensive study of American middle schools, the Carnegie Corporation, in its 
report Turning Points ( 1989), urged the restructuring of middle schools as smaller "learning 
communities," whose features include, among others, students and teachers grouped in teams 
where every student is known well by at least one adult; the promotion of cooperative learning 
and flexible instructional schedules; the adoption of an integrated academic curriculum designed 
to enable students to think critically; greater engagement of families with the schools; a closer 
connection of schools with their communities; and the promotion of health care and counseling 
services for students. 
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Among those recommendations of the Carnegie report which we believe are particularly 
applicable in the Daniels setting are: academic team teaching; curricular restructuring; flexible 
instruction; broadened assessment techniques; heterogeneous grouping; student advisory groups; 
student support services; and greater community involvement. 

Recommendation 3: Provide greater professional and personal support for teachers. 

Professional development 

Especially at Daniels Middle School, some faculty appear to have difficulty in effectively 
reaching students from lower socioeconomic and minority backgrounds. Part of this is likely due 
to the fact that many teachers were initially prepared many years ago for a different kind of 
student body than is now found at.Daniels. Substantial and sustained professional development is 
needed to help faculty cope better with a student body which is more transient, more stressed, 
and more frequently from lower socioeconomic backgrounds than was formerly the case. 

Personal support 

In our view, AISD is not currently doing enough to help teachers accommodate their many 
demands, foster individual development, and nurture human resources-the most critical 
component of any school system. Emotional health is essential to coping and to competent 
teaching. In addition to its current benefits program, we recommend that AISD develop an 
Employee Assistance Program to help faculty and staff cope with the increasing stress and 
personal pressures they face. 

Recommendation 4: Reach out more actively to Daniels parents of minority children. 

As we have seen, many Adams parents interviewed were openly hostile to Daniels, and many 
Hernandez parents were either hostile, ambivalent, or both. Parents from both elementary 
schools appear to share a general mistrust of Daniels and its staff. Daniels needs to repair its 
image and actively reach out to parents from these campuses. 

Recommendation 5: Pay greater attention to the needs of Hispanic students. 

Our research suggests that Hispanic students seem to be the most vulnerable of the major ethnic 
groups studied. Their school liking, transition experiences, self-esteem, and a variety of other 
indices suggest that their middle school experience is especially problematic. Staff at the 
Hispanic elementary feeder schools and at Daniels need to be aware of the special problems 
facing Hispanic students and develop interventions and practices that address their needs. 
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Introduction 

This report presents the findings of the Barriers to Student Leaming policy research project 
conducted during the academic years 1994-95 and 1995-96 by students and faculty at the 
Lyndon B. Johnson School of Public Affairs. The project, funded by the Austin Independent 
School District (AISD), the Texas Education Agency, Regional Service Center Xill and the LBJ 
School, examined various factors which may affect student adjustment and achievement in 
ethnically diverse school systems. These factors include the culture and multicultural climate of 
school campuses, students' peer and teacher relationships, family influences, and the transition 
between elementary and middle school. The findings presented here are based on intensive 
research conducted at four AISD campuses-Wilshire, Hernandez and Adams elementary 
schools, and Daniels Middle School-from September 1994 through May 1996. Names of the 
schools used in this report are pseudonyms. 

Background 

Historically, children from ethnic minority groups and lower socioeconomic backgrounds have 
performed more poorly in urban schools than children from majority culture and higher 
socioeconomic backgrounds. This problem is particularly acute in large urban school systems in 
the United States, most of which have become "majority-minority" districts over the past several 
decades. In many, if not most, of these urban districts, neighborhood elementary schools are 
frequently attended by pupils from one dominant ethnic group. Their first regular encounters 
with children from ethnic and socioeconomic groups other than their own occurs when they 
make the transition to middle or junior high school. Problems associated with the physical 
disruption of school transition and coping with diversity are thus added to those of early 
adolescent development. 

These trends are apparent in the Austin schools, where students from lower socioeconomic 
backgrounds and ethnic minority groups do less well on standard assessment measures than their 
more affluent peers, have more difficult school transitions, and drop out of school at a greater 
rate. At the suggestion of several AISD board members and school district administrators, an 
interdisciplinary policy research project at the LBJ School was developed to study these and 
related issues. The project, Barriers to Student Leaming in Diverse Schools (BSL), explored the 
relationships among student ethnic and socioeconomic backgrounds, school cultures, peer and 
parental influences, and student adjustment and achievement. It involved four faculty 
members-from the disciplines of sociology, psychology, anthropology, and public policy
who directed a field research team of graduate students enrolled in a year-long policy research 
seminar. 
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Research Methods and Design 

To gain a deeper understanding of these issues, we decided on intensive case studies of four 
AISD campuses that were part of the same feeder system and whose elementary schools were 
attended by students of largely one ethnic group. We also decided to follow the experiences of 
selected students over a two-year period to give us a better perspective on school transition 
issues. 

Various methods of data collection were used. One was an extensive survey questionnaire 
administered to all students in grades 5, 6, and 8 at the subject campuses. The survey design 
reflected findings from the educational research literature that a number of factors influence a 
student's experience of and adjustment to school. These include the student's neighborhood and 
community, the student's self-concept, the culture and environment of the school, the student's 
family structure, and peer relationships. The design was based on person-environment theory, 
which proposes that student behavior, adjustment and motivation are influenced by the fit (or 
lack of fit) between the characteristics of individuals and the characteristics of their 
environments. The theory suggests that a significant difference between environments, such as 
between the home and the school culture, may affect student behavior, motivation, social 
adjustment and mental health. 

Another source of information came from various on-site observations at all campuses except 
Wilshire. Observations were conducted in various locales including classrooms, halls, cafeterias, 
playgrounds, teacher meetings, and extra-curricular activities such as sports events and back to 
school nights. Ethnographic data collected from observations and resulting field notes were used 
to distill patterns of school culture, teacher-student interactions, discipline practices, school
community relationships, peer dynamics, and the like. 

A third source of data was transcripts of focus group discussions which were held among fifth 
graders at the elementary campuses and, one year later, among students from these same 
campuses who had advanced to the sixth grade at Daniels. Seventy-seven students from the three 
elementary campuses and 40 students from these campuses currently at Daniels took part in the 
focus groups. The focus groups were stratified by gender and ethnicity, and participants were 
asked a common series of questions designed to elicit their views of the transition between 
elementary and middle school, their perceptions of multicultural dynamics and school culture, 
and related issues. Participants in the focus groups also completed a brief survey questionnaire 
concerning their transition expectations and experiences. 

A final source of information was individual interviews with parents of those students who had 
participated in the focus groups. These interviews explored such issues as parental expectations 
for their children, their feelings about the schools under study, their views of faculty and 
administrators at the various campuses, communications patterns, and their appraisal of the 
major transition issues experienced by their children. Because of constraints of time and 
availability, not all parents of the focus group participants were interviewed. 
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Organization 

This report is organized into five sections. Section I presents our findings from the three 
elementary campuses, including the data collected by the questionnaire survey; an analysis of the 
school culture (except in the case of Wilshire); a description of the multicultural environment of 
each campus; and a summary of parental concerns and attitudes about the campus and their 
involvement with it. 

Section TI studies the anticipated transition to sixth grade from the perspective of the fifth grade 
focus group members and their parents. Here we are concerned with how difficult students 
expect the transition to be, what fears and questions they have about it, and which issues they 
think will be most important for them in making the change to middle school. We also explore 
variations in parental attitudes concerning their child's transition and their views of elementary 
and middle school. 

Section ill provides an analysis of Daniels Middle School, employing the same analytic themes 
which were used for the elementary schools. We present a review of the results of the 
questionnaire survey; an analysis of the school culture with special attention to teaching and 
discipline practices, school policies, and student grouping practices; and a study of the school's 
multicultural environment. 

Section IV studies the completed transition to sixth grade from the perspective of the sixth grade 
focus group members and their parents. It provides a retrospective review of the issues and 
concerns that were anticipated by students while in fifth grade, as well as parental experiences 
with their children and with Daniels during the elementary to middle school transition. 

Section V presents our major conclusions and offers recommendations concerning policy, 
educational practices, and institutional change. 
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Section I. The Elementary Schools 

Wilshire Elementary School 

Questionnaire Results 

Neighborhood and Community 

Wilshire Elementary School is a K-5 school built in the 1950s and located in an upper-middle
class, White, West Austin neighborhood. Median home values in the area are over 150 percent 
above the city average, a clear measure of the neighborhood's affluence. Many of the residents 
have lived in the area a long time. In fact, a number of the parents who presently send their 
children to Wilshire were Wilshire students themselves. More recently, however, the arrival of 
new families in the neighborhood has created a younger community. 

Table 1-1. Wilshire: Demographic Characteristics of Survey Sample (N=99)* 

Ethnicity Gender Family Type 

African American 2% Female 54% Intact 

Hispanic 5 Male 46 Single Parent 

White 80 Step 

Other 12 

Total 99% Total 100% Total 

Low Income** At Risk** 

Yes 3% Yes 16% 

No No 

100% 100% 

*Fifth grade students only; totals may not sum to 100% because of rounding. 
**Campus-wide figures provided by Texas Education Agency. 

82% 

10 

8 

100% 

Students at Wilshire reported feeling safe and enjoyed living in their neighborhood. They did not 
perceive drug use and gang activity as problems in their community. (Refer to Table 1.01 in 
Appendix A for results from the neighborhood section of the survey.) Although the great 
majority of students, 87 percent, knew the people who lived around them, very few, 11 percent, 
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reported having relatives in the area. Students' reported length of residency in the neighborhood 
varied. In response to an item asking students how long they lived in their present neighborhood, 
the majority of students, 59 percent, reported either that they had never moved or had lived in 
their neighborhood for at least three years. 

School Environment 

Most Wilshire students, 86 percent, reported that they liked going to school in general, and fully 
98 percent stated they liked Wilshire in particular. (See Table 1.04.) Absenteeism was low. 
Males cited being sick or "bored" as reasons for absence slightly more often than did females. 
(See Tables 1.02 and 1.03.) 

Overall, students perceived teachers at Wilshire to be supportive of their learning. Responses 
indicated that teachers expected good behavior from students, cared about them, encouraged 
them to share ideas, and provided help when needed. (However, Hispanic students were less 
likely to perceive that teachers respected their opinions as compared with Other students. See 
Table 1.05.) Additional analyses indicated that teacher support was positively correlated with 
student satisfaction with school in general and, more specifically, satisfaction with Wilshire. 
There was a positive relationship between liking school and the view that teachers cared, gave 
praise to students, and respected their opinions. 

The majority of students, 63 percent, reported spending one to two hours each day on 
homework. Fourteen percent reported spending more than two hours each day on homework, 
and the remainder spent less than an hour. (See Table 1.07.) 

Regarding the school's multiethnic environment, about 70 percent of students perceived the 
number of White students at Wilshire to be about right. Approximately 40 percent of the 
students indicated that they would like to see more Hispanic students and about 53 percent 
indicated that they would like to see more African American students. Additionally, 72 percent 
indicated that they would like to see more Asian American and Native American students. (See 
Table 1.08.) 

Wilshire fifth-graders reported openness to people from diverse cultures. (See Table 1.09.) They 
had friends in, and liked getting to know people from, different ethnic groups. They indicated 
that they were, for the most part, not afraid of people from other ethnic groups. When asked if 
they felt uncomfortable in a situation in which they were the only member of their ethnic group, 
all groups tended to agree. Students also reported feeling uncomfortable in situations in which 
other people spoke a language that they didn't understand. 

Overall, students felt that their teachers expected them to do well in school, respected their 
culture and background, and promoted cross-cultural understanding. (Hispanic students, 
however, disagreed that teachers expected them to do well in difficult classes. See Table 1.10.) 
Additional analyses indicated there was a positive relationship between liking school and 
reporting teacher respect of one's culture and background. 
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In general, students did not perceive there to be ethnic discrimination at Wilshire. The one 
exception was provided by the African American students, who stated that they had sometimes 
been called names because of their ethnicity. (Results from these questions appear in Table 
1.11.) 

Family Environment and Home-School Relationship 

The Wilshire group was characterized by a high level of parent education and intact families. 
The majority of students' mothers (77 percent) and fathers (82 percent) were college graduates. 
The majority of students reported that their parents visited school several times a year; however, 
one-third of students reported no school visits by parents. The most commonly stated reasons 
were that things were okay, or that parents were too busy. (See Table 1.12.) 

We examined three aspects of the family environment: Parental Acceptance/Involvement; 
Parental Strictness/Supervision; and Family Stress. Parental Acceptance/Involvement measures 
the extent to which the student perceives his or her parents to be responsive, involved, 
democratic and cohesive. The Parental Strictness/Supervision scale assesses parental monitoring 
and supervision. Family Stress measures family conflict, parental illness, and lack of parental 
support or involvement with the child. Optimal family environments for school success among 
majority students are those that are "authoritative," i.e., high on Acceptance/Involvement, high 
on Strictness/Monitoring, and low in Stress. 

As evidenced by the range of scores for each family style, Wilshire fifth-grade students 
characterized their families as above average on Acceptance/Involvement, above-average on 
Strictness/Monitoring, and below average on family Stress. (See Table 1.13.) Thus, the family 
environments of these students appear to be optimal for the development of children's 
competence and success in school. Results of a separate analysis indicated there were no 
differences in family environment among intact, single parent, or stepfamilies. 

Peer Relations 

Our survey also explored peer relations and friendships. Close friends are notable for their 
influence on academic achievement and school-related behavior. The large majority (82 percent) 
of Wilshire students reported that they had close friends. Their friends were in their same crowd, 
were the same age, and were in their same classes. Students also reported that many of their 
close friends studied hard and did their homework, got good grades, and were active in school 
activities. Females were more likely than males to have friends who studied hard and did their 
homework, as well as to indicate that their close friends were there for them when they had 
problems. Wilshire students reported having few or no close friends who drink alcohol, use 
drugs, skip school, or belong to a gang. (See Tables 1.14 and 1.15.) 

Self-Concept 

Data related to the child's self-concept consisted of global self-esteem as measured by the 
Rosenberg Self-Concept Scale and items pertaining to ethnic pride, which is considered to be a 
key element of self-concept for minority youth. 
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The overall self-esteem of students at Wilshire was high. There were, however, ethnic 
differences in self-esteem, with Hispanics having significantly lower mean scores compared to 
White and Other students. Hispanic students were more likely to disagree with the item "I feel I 
am a person of worth, at least equal with others"; they were also more likely to agree with the 
item "I wish I respected myself more"; and they were less likely to agree with the item "I have a 
positive attitude about myself' in comparison to White and Other students. (See Table 1.16.) 

Nearly all students reported being proud of their ethnic group and believed that they had as good 
a chance of doing well as people from other groups. All students strongly disagreed that they 
wished they belonged to a different ethnic group. (See Table 1.17.) 

Survey Summary and Conclusions 

Students at Wilshire Elementary School are primarily White and come from highly educated 
family backgrounds. The majority of parents are college graduates; families are highly stable, 
with many more intact homes than is characteristic of the population at large; and the majority of 
students characterize their families as Authoritative-high on Acceptance/Involvement, 
moderately high on Strictness/Monitoring, and low on family Stress. Thus, Wilshire students 
report a home environment strongly and consistently predictive of children's school success and 
emotional maturity among majority populations. 

Students reported a low rate of absenteeism, high participation in extracurricular activities 
regardless of race or gender, considerable effort spent on homework each night, and a liking of 
school by students. In addition, teachers overall were perceived by students to be supportive of 
their efforts. 

Regarding the multiethnic climate, most students perceived that teachers promoted respect for 
diverse cultures and reported no overt discrimination on campus. Furthermore, students reported 
they liked getting to know people from different cultures and having friends from different 
cultural groups, and indicated they were not afraid of people from other ethnic groups. 

On several items, however, the responses of Hispanic and African American students differed 
from those of White students. Hispanic students did not agree as strongly that teachers respected 
their opinions, and they did not perceive teachers to expect them to do well in difficult classes. 
Of particular concern is the related finding that Hispanic students at Wilshire had significantly 
lower self-esteem than did White and Other students. African American students, similar to 
Hispanics, expressed less certainty that teachers respected their culture and background. Due to 
the small numbers of Hispanic and African American students, however, these trends should be 
used with caution. 

A final concern revealed in the survey results is the home environment reported by some of the 
Hispanic students. Survey results found Hispanic students to be significantly more likely than 
White students to view their families as stressed and to report that parental attendance at school 
functions was compromised by problems with baby-sitting, transportation, and parental illness. 
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Multicultural Environment 

Student Satisfaction with Ethnic Composition 

In focus group interviews, we asked whether students perceived that some groups or individuals 
received preferential treatment. Most of the students thought that everyone was treated fairly. 
One White male observed, "People don't get treated differently for their color or heritage, in the 
end it all works out...just as fair. There are a lot of people here who are Jewish like I am. I think 
[I am] treated fairly." Another White male added, ''Teachers pretty much treat everyone the 
same. If you get a question wrong and you're saying it to the whole class, they don't criticize 
you about it. And if people tease you, they tell them not to." One female observed, "My best 
friend, she's Hispanic, and her parents are African American. And I was her only friend, because 
people [used to] say to her, "I don't want to be her friend 'cause she's Black or whatever.' But 
now that we're older, people don't really care." 

At Wilshire, groups and cliques seemed to form around achievement and popularity. Some 
students felt that students in higher learning groups sometimes had "better'' teachers. They also 
felt that teachers were "looser" with the higher achieving students. One females' focus group 
discussion centered around the treatment of certain "popular" people with whom everyone tried 
to be friends. One White female explained, "They won't accept anybody, so it's sometimes 
harder because they'll do things and they won't let you join them." 

Some of the students expressed a desire to move on to middle school because of the more 
diverse ethnic environment there. In one focus group, the males felt that when they went on to 
middle school, the mix of ethnic groups would "even out" because people would be coming 
from different areas. They perceived private schools to be mostly White. One White male 
explained, "When you go to Daniels, it'll be like 25 percent Hispanic, 25 percent African 
American, and 25 percent White. It'll be evened out more, and that's just like life, and I feel like 
I'm going to have a lot better time there, because I'm going to be with people of different races." 

Cultural Representation 

When asked about how their heritage was represented at their school, most students referred to 
religious affiliations rather than racial or ethnic identification. One student volunteered that it 
didn't really matter whether you were "Christian, Catholic, or Jewish" because everyone was 
treated "evenly." One White male told us, "I'm treated as equally as everyone else. Some of my 
friends are Jewish and I treat them the same as I would Christians. It doesn't matter." One 
member observed that Jewish students received "double days" to celebrate both the Jewish and 
Christian holidays and that teachers often asked Jewish students to explain the significance of 
specific holidays. 

For the most part, the students realized that their school was composed primarily of one ethnic 
group. When asked if their culture was represented at Wilshire, one of the female students 
seemed surprised that we asked. She explained, "Well yes, we're all White, and all these people 
[referring to the other students] are too." 
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Parental Concerns 

Messages about School 

The majority of Wilshire parents interviewed gave their children positive, achievement-oriented 
messages about school. They emphasized the importance of performing well both academically 
and socially: "It's very important to do well and try your best. It's important to learn how to get 
along with other people, interact with other people"; and "Be positive. Work hard at what you 
do. Do your best and it will always help you in the long run." 

Parents often intervened to assure that their children were in advanced classes. They indicated 
being readily available to provide help with school assignments and projects; some parents even 
designed their own assignments when the teacher did not assign homework. One mother 
indicated, "Oh, I emphasize school work a lot. If they don't have homework, sometimes I'll 
assign the homework myself or have them do extra work." Our interview data seem to indicate 
that Wilshire parents are highly involved in their children's schooling and give them positive 
messages concerning school. 

Views of Private Schools 

One issue frequently addressed by Wilshire parents was private vs. public schools. Wilshire 
parents wanted a high quality education for their children and realized that private school was an 
option. Some felt, however, that the additional expense of private school was not justifiable in 
addition to the property taxes they paid to finance public schools. 

In general, Wilshire parents believed that the education their children had received at Wilshire 
was comparable to a private school. One parent told us, "Wilshire Elementary is like sending 
your child to a private school." Some parents felt that sending a child to private school fostered 
segregation, since particular private schools catered to a student's religion, culture, or 
socioeconomic status. One parent explained: 

So, in a private school, you're not necessarily guaranteed a good education or a better 
education, but...a lot of times, it does pull you out of the environment.. .. That's all it 
does, all it does is segregate. Private schools ... segregate you economically or racially, or 
culturally. You have Catholic schools, you have Jewish schools, you have all kinds of 
institutions .... 

Many Wilshire parents valued a public education because private school could not offer many of 
the experiences that public school offered, including interaction with people of different 
cultures. One parent stated, "[W]e both feel like he will be getting really [more of an] all-around 
education going to public school than private." 

Communication and Parental Involvement 

Most Wilshire parents exhibited a "sense of belonging" because of the proximity of the school 
and reported strong participation in school activities. A Wilshire mother described parental 
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involvement in a fundraising event: "We [Wilshire parents] raised $28,000 at our school carnival 
about a month ago; two or three weeks ago at Daniels, the big fund-raiser, we raised $5,000 ... . 
There's a lot more parental involvement in elementary school than in middle school." 

Parents expressed satisfaction with Wilshire teachers and staff. Comments such as "they were 
wonderful, and nothing fell through the cracks" were often used to describe interaction between 
the family and the school. According to some parents, direct communication was encouraged by 
the Wilshire staff and principal. An African American mother described the principal of Wilshire: 
"[She] is a very strong disciplinarian. She's a good very mediator. ... She goes by the book. And 
that's okay, I mean if you follow the rules you won't go astray. And if there's a problem, you can 
pretty much go and talk to her. [Y]ou always have a feeling her door is always open if you had a 
problem." 

Comments such as "teachers are involved" and "teachers communicate" were often used to 
describe the teachers at Wilshire. Parents felt that teachers communicated positively both with 
their students and with the students' families . 

Hernandez Elementary School 

Questionnaire Results 

Neighborhood and Community 

Hernandez is a K-5 elementary school located in East Austin. Much of East Austin is 
economically depressed, its population consisting primarily oflower-income African American 
and Hispanic households. The census tract immediately surrounding Hernandez contains an 
African American majority (54 percent) and an Hispanic population of 44 percent. Home values 
are less than 50 percent of the median value for the City of Austin, a clear indication of the low
income status of most residents. 

Table 1-2. Hernandez: Demographic Characteristics of Survey Sample (N=43)* 

Ethnicity Sex Family Type 

Hispanic 65% Female 51% Intact 79% 

African American 21 Male 49 Single-Parent 21 

White 0 Step 0 

Other H 

Total 100% 100% 100% 

(continued) 
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Table 1-2, continued 

Low Income** At Risk** 

Yes 88% Yes 

No No 

100% 

*Fifth grade students only; totals may not sum to 100% because of rounding. 
**Campus-wide figures provided by Texas Education Agency. 

84% 

100% 

Hernandez is located in a high-crime area. Before the school was fenced, car thefts, break-ins, 
and illicit drug activity took place on the school grounds. Burglars would enter the roof to steal 
the school's electronic equipment. Even with a chain-link fence encircling the grounds, 
Hernandez continues to suffer from graffiti problems. 

As a neighborhood school, Hernandez draws its students almost entirely from the surrounding 
area. Most students either walk or get a ride to school. Only a handful of students in the special 
education program are bused in. 

The dominant ethnic culture at Hernandez Elementary is Mexican American. Two ethnic 
enclaves seem to exist in the neighborhood. Hernandez's immediate neighborhood is 
predominantly Hispanic. However, the neighborhood surrounding the Hernandez neighborhood 
is primarily African American, and a portion of Hernandez students are African American. 

The majority of the sample, 88 percent, liked living in the neighborhood and preferred it to 
living elsewhere. Most students felt that their community was both attractive and safe. Almost 
everyone knew their neighbors, and many had relatives living in the area. Although students 
were happy with their community, they were aware of its problems. Male students, for example, 
cited the problem of gang-related activity. (See Table 2.01 in Appendix A.) 

Hernandez students' length of residency in the community varied. The majority, 53 percent, 
reported either that they had never moved or had lived in their neighborhood for at least three 
years. Twenty-three percent had lived in their community for one to three years, and another 23 
percent had lived in the neighborhood for less than a year. 

School Environment 

Hernandez students reported a low rate of absenteeism. The majority of students indicated 
"none" or "one to two" absences over the six weeks prior to the survey administration. (See 
Table 2.02.) Regarding the reasons for absences, students most frequently cited being ill as a 
reason, and "being out of town" and "other" were the second most frequent responses. Males 
cited being sick more often than did females. (See Table 2.03.) 
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Hernandez students had a generally positive view of school. Eighty-two percent of the students 
reported liking school in general, and about 95 percent of the students reported liking 
Hernandez. (See Table 2.04.) 

Hernandez students saw their teachers as supportive yet demanding. They perceived that teachers 
expected good behavior, encouraged the sharing of ideas, respected their opinions, cared about 
them, and gave praise and help when needed. Most students reported that teachers had high 
demands of them with respect to schoolwork. Females tended to report receiving teachers' help 
when needed more often than males. (See Table 2.05.) 

Survey data indicate that students' views of teacher behavior are positively related to liking 
school. Students who perceived that teachers expected good behavior from them were likely to 
indicate that they liked school. Alternatively, students who reported that they did not like school 
were more likely to perceive teachers as being mean to them. 

Forty-one percent of Hernandez students reported spending one to two hours each day on 
homework. Thirty-two percent of the students reported spending "more than two hours" each 
day on homework. (See Table 2.06.) 

Results indicate a high rate of student involvement in after-school activities, both in school and 
outside of school. Students were most likely to be involved in sports ( 45 percent), clubs (34 
percent), and "other" after-school activities. Males were more likely to participate in sports 
while females were more likely to participate in "other" activities. Only 10 percent of females 
and 16 percent of males indicated no involvement in any activities. (See Table 2.07.) 

The fifth-graders at Hernandez seemed somewhat dissatisfied with the ethnic composition of the 
student body. Students voiced preferences for more White, Native American, and Asian 
American students. The majority of Hispanic and African American respondents felt that the 
number of Hispanics at Hernandez was about right. Half of the Other students responded that 
there were too many Hispanic students. (See Table 2.08.) 

Regarding intergroup social relations, students generally reported they had friends from and 
liked getting to know people from different ethnic groups. African American students reported 
having friends from different ethnic groups more often than did Hispanic students. Students 
indicated they were not afraid of people from other ethnic groups. (See Table 2.09.) 

Most students agreed that their teachers expected them to do well regardless of ethnicity, 
respected their culture and background, and promoted cross-cultural understanding. Analyses 
indicate that teacher respect for culture and background was moderately and positively 
correlated with a student's liking school. (See Table 2.10.) 

Most Hernandez students did not perceive overt discrimination of their ethnic group at school. 
The one exception was Other students, who agreed with the statement "I feel that others don't 
like people from my ethnic group" more frequently than African American students. Hispanic 
females and African American males were more likely than Hispanic males and African 



American females to agree that others did not like people from their ethnic group. (See Table 
2.11.) 

Family Environment and Home-School Relationship 

As indicated in the summary statistics above, fifth graders reported their family type as quite 
stable. Nearly 80 percent reported they came from intact families and the remainder that they 
were from single parent homes. Given the high proportion of Hispanic students in the sample, it 
was not surprising to find that a large number of families were either bilingual or used Spanish 
exclusively at home. 

Only about half of the students at Hernandez were able to provide their parents' levels of 
education, and only a small fraction of the remainder reported that their parents were college 
graduates. Parental education level of those Hernandez students reporting appeared to be quite 
low. 

Most students reported that their parents visited the school once to several times a year. Students 
cited a lack of school-related problems or constraints on their parents' available time as the 
major reasons for infrequent visits by parents. (See Table 2.12.) Hernandez students 
characterized their families as high on Involvement/Acceptance, average on 
Strictness/Monitoring, and moderately Stressed. African American students perceived their 
families to be more strict than did Hispanic students. (See Table 2.13.) 

Peer Relations 

Hernandez students reported that many of their close friends were in their same crowd, were the 
same age, and shared the same classes. When asked about the number of close friends that they 
had, males were more likely than females to report they had "a lot" of close friends. Males were 
also more likely to report that they had friends in the neighborhood. (See Table 2.14). 
Hernandez students reported that many of their close friends studied hard and did their 
homework, talked about going to college, got good grades, and got along well with their parents. 
Males were more likely than females to report they had close friends who got along with parents. 
Hernandez students reported that none or few of their close friends drank alcohol, used drugs, 
skipped school, carried weapons, or belonged to gangs. Males were more likely to have close 
friends who had a serious girlfriend or boyfriend and were also more likely to have close friends 
who belonged to a gang. (See Table 2.15.) 

Students who liked school tended not to have friends who drank alcohol, used drugs, or talked 
back to teachers. Those students who liked Hernandez specifically tended not to have friends 
who used drugs or who got into fights with other students. In general, Hernandez students 
reported having many friends who engaged in positive school behaviors such as studying hard, 
doing homework, and getting good grades. 
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Self-Concept 

Data related to the child's self-concept consisted of global self-esteem as measured by the 
Rosenberg Self-Concept Scale and items pertaining to ethnic pride, which is considered to be a 
key element of self-concept among minority youth. 

In general, the overall self-esteem of students at Hernandez was above average. Males scored 
significantly higher than females on the item "Overall I am satisfied with myself." This finding 
is consistent with national statistics that suggest that late-childhood to early-adolescent males 
tend to be more satisfied with themselves than females. (Results appear in Table 2.16.) 

Self-esteem was unrelated to most achievement-related behaviors such as time spent on 
homework, school lilting, or school absence. However, a moderately negative relationship was 
found between standardized achievement test scores and overall self-esteem. In other words, 
high achievement test scores were related to lower levels of self-esteem. One possible 
explanation for this puzzling finding may be that ethnic minority students often feel that they 
must make a choice between identification with their ethnic group and performing well in 
school. Thus, those students who do well academically are likely to feel more isolated from their 
peers and as a result may have lower levels of self-esteem. Given the ethnic makeup of the 
students at Hernandez, this explanation is feasible and warrants further examination. 

Regarding ethnic pride, Hernandez students strongly agreed that they were proud of their 
cultural heritage, perceived they were as likely to do as well as other racial groups, and did not 
wish to be a member of a different ethnic group. The one exception to these findings was among 
the Other minority students, who did indicate mild agreement with wishing to belong to a 
different ethnic group. (See Table 2.17.) 

Survey Summary and Conclusions 

The majority of the fifth grade students at Hernandez Elementary School were Hispanic, with a 
sizable group of African American and Other students. The sample was characterized by a parent 
education level lower than the national average but a higher level of intact families than typical. 
The family environments of the Hispanic students were perceived to be high on child 
Acceptance/Involvement, moderate on Strictness, and often characterized by Stress. A parenting 
style of high Acceptance/Involvement and moderate Strictness is consistent with the 
Authoritative pattern that is most predictive of school success; however, family stress generally 
has a negative influence on student achievement. 

Students at Hernandez had above-average self-esteem and consistently perceived their teachers 
to be supportive of their learning, respectful of their culture, but also demanding in terms of 
schoolwork. This finding was consistent with the report of the majority of students that they 
spent one to two hours on homework each night. In addition, students reported a high level of 
participation in extracurricular activities. 

Regarding the multiethnic climate at Hernandez, students generally reported positive ethnic 
pride, positive intergroup social relations, and little overt discrimination. As a whole, students 
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were somewhat dissatisfied with the ethnic composition of the student body. They wanted to 
have more representation from all ethnic groups except Hispanic, which was the majority group 
at Hernandez. 

Analysis of School Culture 

As noted above, intensive observations were conducted at Hernandez and Adams middle schools 
and Daniels Middle School, but not, due to resource constraints, at Wilshire. These observations 
were not made with a preconceived set of themes but rather analyzed after collection to 
determine what themes emerged. Thus themes and categories differ for each school. 

The observations at Hernandez Elementary School revealed five general areas of interest: ( 1) the 
environment; (2) classrooms and teaching; (3) expectations and discipline; (4) school as family; 
and (5) cultural elements. 

The Environment 

Several significant elements contributed to the school environment at Hernandez, including the 
immediate neighborhood and the exterior and interior of the school. 

The Neighborhood. Several special activities sponsored by Hernandez created links between the 
school and the community. These activities included the Health Fair, the Hernandez 
Neighborhood Walk, and bus transportation provided for parents and former Hernandez students 
to attend the Daniels Middle School Open House. 

Exterior Environment. The exterior of the building was described as "simple, with playgrounds 
and large field areas." Most observers wrote positively about the exterior appearance of the 
school buildings. One recorded that they "seemed to be well cared for," while another noticed 
"how well groomed the school appeared." 

In addition to the pleasant buildings, the lawns were "nicely manicured." Many observers 
especially enjoyed the courtyard between the main building and the second classroom building. 
In addition to flower beds and trees, this area also had a wooden gazebo with a stage-like 
platform and contained three stone tables with stone benches. 

Interior Environment. Although the fence surrounding the school gave some observers initially 
an ominous impression, they felt welcomed. One observer recorded that he "immediately had a 
good feeling for the school" when he entered, and another noted that "the school had a warm and 
welcoming feeling." After walking around the school, one observer mentioned that she "began 
to feel very warm and comfortable." 

Located just inside the main entrance, the office provided information about the school and 
school activities. The office was often described as being friendly and organized. "It was 
brightly lit and had various colorful displays and banners." The school interior was characterized 
as "very clean." One observer noticed that "there was no trash and the floors were polished." 
The hallways were bright and well decorated with colorful posters and children's drawings. 
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The library was well stocked with books and materials, and was neat and organized. It was 
brightly lit with windows that looked out into a terrace with garden furniture. There were also 
puppets and stuffed animals around the room and small study areas for individuals or groups. 

The librarian assisted both teachers and students. When the fifth-grade classes were doing 
research projects on the American Indians, the librarian spoke to them about doing research. One 
fifth-grade class was observed receiving a lesson from the librarian on listing sources in a 
bibliography. The librarian told an observer that she gathered books on the subject of American 
Indians and placed them on a cart that the teachers were able to take to their rooms so the 
students would have the information they needed readily available. 

The library also functioned as a meeting place where various classes, tutoring sessions, and other 
gatherings were held. In addition to classes meeting in the library, math tutoring was conducted 
in the library for Hernandez fifth-graders and Daniels sixth-graders on Monday and Wednesday 
afternoons. 

Classrooms and Teaching 

Teaching Philosophy. One teacher told an observer, "The school motto used to be 'every child 
can learn' so they [the school] set high standards. They still believe in the motto, but now they 
recognize that not every child has had a parent that works with them, like singing with them or 
taking time to teach them colors or words. Now the teachers in the school believe in 
acceleration-bringing the student up to speed as soon as possible." 

Teachers encouraged the students and were often heard giving positive feedback. After a group 
of fifth-grade students presented information to the entire class, one observer noted that the 
teacher responded by telling the class, "Very good. I liked the summaries and I liked the 
questions. Let's give the whole group a round of applause," which they did. Observers reported 
that teachers appeared to pay complete attention to the children as they worked and were 
attentive to their needs. 

Another observer, watching a fifth-grade class during a social studies lesson, wrote: 

[T]he class was involved and cooperative with the teacher. The teacher constantly asked 
questions of different children and of the class in general. The teacher used a very soft 
voice, enunciated words clearly, and used hand gestures and overheads to communicate. 
She also used reinforcement, for example, telling the student "very good" when a student 
responded. She also tried to pull unresponsive children into the discussion. 

Classrooms and Lessons. With some exceptions, most of the classroom lessons observed 
involved group work. One of the interactive lessons involved an interdisciplinary activity using 
math and writing skills and was linked to the holiday of Halloween. An observer described the 
set up: 

In one of the halls there were three tables. One table had four small pumpkins and a 
scale, another [table] had one huge pumpkin and one medium size pumpkin, a ruler and 
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measuring tape. The third table had a picture of a pumpkin and some paper with 
instructions on how to enter the pumpkin story contest. There was a bowl on each table 
for students to place their answers. [T]here were fourth-graders huddled around a table in 
the hallway doing some weighing exercise using pumpkins of various sizes. 

Specialized Classrooms. Students also worked together, or interactively with the teacher, in 
many of the specialized classrooms located on the main hallway. The art room, the gym, the 
computer lab, the math lab, the science lab (called "Hands on Science") and the music lab were 
used to teach specific subjects or skills. Most of the students attended classes in the specialized 
classrooms at least once at week. 

Expectations and Discipline 

Teacher expectations and discipline represented a coordinated staff effort and reflected family
like relations between teacher and student. 

Teacher Expectations. Many observers mentioned how quiet it was inside the school buildings 
and that classes of students were often seen walking through the halls in single-file lines. One 
observer wrote that when one second-grade class started to enter the building, the teacher 
stopped outside the doors and addressed her students, "We don't want to disturb the kindergarten 
class when we enter, so how are we going to walk?" The students answered, "Quietly!" 

Quiet and order was also observed outside of the restrooms. One observer noticed a class of 
smaller children was using the restrooms. "Their teacher told them to stay in line with their 
backs against the walls. He would choose three at a time to use the restroom while the other 
children waited. The students talked quietly with each other and with the teacher." 

Regarding disciplinary actions, one teacher explained that there was a general effort not to send 
students to the principal's office. Students received a warning by the teacher putting a check by 
their name on the board for the first infraction. A second infraction required the student to work 
alone, and with the third infraction, they were "shut down" and could not participate in activities 
for the remainder of the day. 

Teachers usually mentioned the school-wide program of "Increase the Peace," discussed below. 
The concept was based on five desired behaviors: teamwork, honesty, communication, 
composure, and compromise. 

Other disciplinary procedures were also employed. One observation included a second-grader 
who was not being attentive. "Are you paying attention with us?" the teacher asked. He replied, 
"No." The teacher responded, "That's a warning. Next time your name goes up on the board." 

Another observer described the following student/teacher interaction. "The teacher took the child 
by the arm. The student said to her, 'I don't care you stupid old teacher,' then the student swung 
a bag, with force, at the teacher. The teacher remained calm, restrained the child, and put him in 
time out." 
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On another occasion, a class of fifth-graders was passing notes and "acting as if they were gang 
members." The class was told they would be "shut down" after lunch. The school principal 
subsequently talked with both fifth-grade classes about "something that is very serious .... We 
found out that many of you like to pretend you are in gangs." The principal continued, "This is 
serious enough that I'm going to call all of your parents and invite them to a meeting at the 
school. We need to talk about what needs to be done so you students do not want to pretend 
you're gangs, so you don't grow up and be in gangs." 

The School as Family 

Hernandez Elementary School presented a caring, nurturing environment to observers. In many 
ways, the school took on familial characteristics and appeared to act as an extension of the 
students' homes and families. One teacher told an observer that the teachers at Hernandez felt a 
camaraderie in a way that "feels like a family" to her. She felt that she was able to tum to her 
comrades for professional and personal help. This teacher also believed that all of Hernandez's 
teachers were dedicated to the children and were "willing to make home visits, work after 
school, and on weekends." 

Examples of Hernandez performing quasi-family roles appeared in the context of providing 
affection, being concerned about safety issues, supplying basic necessities, assisting with health 
issues, helping with homework, teaching socialization skills, creating recreational activities, and 
providing links among the community, families, and the school. 

Affection. Teachers and students were frequently seen to engage in affectionate hugs and connect 
through sensitive touch, such as touching a child's shoulder. An observer noted, "The children, 
especially the kindergartners, obviously liked their teachers. They stood close to the teacher 
during the exchanges, and the two always touched while they were talking." 

Another observer was watching students quietly walking in a line in the hallway; she recorded 
that a student left the line to grab a young teacher around her waist and give her a hug. The 
observer noted that the teacher hugged him back and quietly asked how he was. 

Still another observer watched two teachers help a student in the computer lab find a lost file. 
One guided the boy with the directions, the other squatted down with one hand on the boy' s 
shoulder, helping him find the proper keys. 

Safety Issues. The school clearly gave personal safety a high priority. When the principal gave 
instructions to staff and volunteers for the Neighborhood Walk, she mentioned that "there has 
been a stabbing in the area recently" and that there was also "drug dealing" in the neighborhood. 
The principal also told the workers that "some of the neighborhood streets are rough and if 
anyone prefers a nice street, [to] let her know." 

Another observer who participated in the Neighborhood Walk spoke with a parent who had a 
personal experience with violence in this area. The observer wrote, "Safety in the neighborhood 
was a big issue with her because a 17-year-old son of hers was shot to death in this very 
neighborhood." Also during the neighborhood walk, a teacher pointed out a residence across the 
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street from the school's playground ''that he said was a crack house." The reason the school had 
installed the fence around the playground was that earlier a resident of the house had been 
running from police during a raid and had come into the school yard with a gun. 

The school helped to install a sidewalk so that students did not have to walk in the street. (The 
only sidewalk in the neighborhood was the one the school helped put in.) The school principal 
explained that "it had taken several years," but their insistence that the children should not be 
walking in the street finally got action. 

A safety patrol was provided by fifth-graders after school. Dressed in bright orange sashes and 
helmets, the safety patrol members made sure the younger students "don't run, stay off the poles, 
and cross streets safely." The safety patrol student with whom the observer spoke seemed to 
know the name of every child. 

Health Issues. The school actively pursued health issues though teacher involvement and a 
school-sponsored Health Fair. One observer noted that teachers assisted parents with their 
children's health problems. The observer witnessed a mother and a teacher discussing the health 
of the mother's son, who had not felt well that morning before coming to school. He was 
complaining about a headache and had no appetite. "[The mother] wanted to know how he was 
doing and if she needed to take him to the doctor. The teacher recommended that she take him to 
the doctor right away. [The mother] left the school with the boy and the teacher returned to her 
classroom." 

Hernandez sponsored a Health Fair in the cafeteria on September 13, 1994. One observer noted 
that there were approximately 50 people in the room. There were food, balloons, health 
demonstrations, and several tables set up with information on pre-natal care, dental hygiene and 
nutrition. They also had a karate demonstration. Another observer noted that, "It appeared like 
everyone participating was enjoying themselves and it really promoted a feeling of community 
within the school." 

Supplying Basic Necessities. The school provided many students with basic school supplies and 
materials which the students' families could not afford. An art teacher observed, "Many students 
would not get this experience if it weren't for the art classes. They can't even supply school 
materials. The school even gives them their notebooks. They'd never get art supplies on their 
own." During the Neighborhood Walk, an observer heard the school principal explain to one 
parent that if her son wanted to join a school soccer team she should not worry about the $2.00 
fee. If she could not afford it, her son could still play on the team. 

The school also provided lunch and after-school snacks. On one occasion an observer noted that 
"not one student [in the cafeteria] had a lunch box." 

Helping with Homework. The extension of the family was also seen in the academic assistance 
that students received. There were several after-school tutoring and homework monitoring 
activities. The YMCA provided homework assistance, snacks, and play activities for first- and 
second-graders. Reading tutoring was provided by HOSTS (Help One Student To Succeed) an 
organization that involved community, parent, and college student volunteers. 
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Math tutoring for fifth- and sixth-graders was held in the library twice a week. Even though 
sixth-graders are no longer Hernandez students, they may return to the school for assistance. In 
addition to the tutoring, the after-school clubs at Hernandez also welcomed Daniels sixth
graders. For example, one Daniels student was in the computer club because the student did not 
have access to a computer club at Daniels. 

Increase the Peace. The "Increase the Peace" program appeared to be the most overt 
demonstration of the school's involvement with socialization issues. Teachers of all grades and 
all classrooms focused students' attention on the five words that promoted the building of group 
harmony and self-discipline: composure, compromise, honesty, cooperation, and teamwork. 

Examples of teachers using these concepts to invoke or change student behavior were frequent, 
and are illustrated by the following: 

One teacher-student exchange focused on honesty. As one second-grade class was 
entering a building, the teacher stopped outside the building doors and addressed her 
students, "We don't want to disturb the kindergarten class when we enter, so how are we 
going to walk?" The students answered, "Quietly!", except for one voice that said, 
"Noisy." The teacher responded, "Now, is that the truth?" He nodded that it was. The 
teacher responded with, "Are you being honest?" He nodded again. The teacher asked, 
"Dig deep in yourself and tell me if that's the truth." He nodded. "Jonathan do you really 
think I want you to walk in there being noisy?" He then shook his head to reply "no." "I 
didn't think so," replied the teacher. 

After picking up her class from a special session, the teacher said, "Ms * says you did 
very well. Did all of you do very well?" One student shook his head, no. "That's right, 
[student], she told me you didn't do very well, but thanks for being honest." 

One first-grade teacher reminded her students at the beginning of a lesson that "they 
should all have good composure," and then asked the students what constituted good 
composure. The students answered, "legs crossed, sitting upright, eyes on the teacher, 
and ears listening." 

When a second-grade student tried to tattle on another student during recess, the teacher 
replied, "Use your words to solve your problems." 

Recreation. Another group activity that promoted the family atmosphere at Hernandez was 
recreation. A few years ago, Hernandez received a grant from Nabisco to start their own soccer 
league. The money provided equipment and uniforms for several teams. This allowed more 
students to participate than would have otherwise been possible. Instead of having one team that 
competed against other schools, Hernandez was able to have several teams that competed on 
campus. Because all the games were at Hernandez, many parents were able to attend. 

Catalyst for Social/Community Interaction. The school invited and encouraged interaction 
between the school and various elements of the community. The school's principal and staff 
were concerned about the relationships between Hernandez and the surrounding neighborhood. 
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This concern was typified by the annual "Neighborhood Walk," in which the Hernandez 
administrators, staff, and volunteers walked through the school's neighborhood visiting with 
parents of the students. General opinions of the school were sought from parents, who were also 
encouraged to join the PT A. Additionally, they were given community information such as how 
to obtain low-cost telephone services and announcements of local Austin Interfaith meetings. 

For Back to School Night, Hernandez arranged for a school bus to provide interested family 
members transportation to Daniels. It was hoped that the transportation would encourage more 
parents to attend the event. 

The Hernandez soccer league was another example. The soccer league provided local after
school and weekend recreation for the students. It also assisted in building cohesion among the 
school, families, and local residents because they were able to attend the local competitions. 
Former students, including those at Daniels, were also allowed to play in the Hernandez soccer 
league. 

Multicultural Environment 

Student Groupings 

One observer wrote of a fifth-grade class, "Groupings appeared heterogeneous" and another 
observer wrote, "[A]mong the children that worked in groups of two or more, neither race nor 
gender seemed to be an issue." When groupings occurred, it was usually along gender lines. For 
example, one observer noted that "Girls and boys tended to segregate themselves." Another 
observer noticed that "as classes of kindergartners and second-graders were playing outside, the 
children played in mostly single-sex groups. The groups were a mixture of Latino and African 
American. There weren't a lot of White children with whom to mix." 

When a teacher was asked if she noticed any racial problems she replied, "Only one incident 
occurred this year. [It was] when a White male student called an African American male student 
a N*****. I talked with the White student and asked him if he knew what the word meant, and 
the student replied, 'no, that's what my brother calls 'em.' In about ten minutes the two boys 
were playing together again." 

Other student groupings formed around language. An observer noted a table of Spanish-speaking 
students in a classroom. The teacher worked with the students at the table while the rest of the 
students were working in other groups. 

Spanish Language 

The most overt sign of the Hispanic culture at Hernandez was the use of Spanish. Many faculty, 
staff, and students spoke Spanish. Spanish-speaking family members and visitors could speak 
relatively easily with the faculty and staff. 

Spanish was also used in some classrooms by teachers and students. In one of the fifth-grade 
classes, the teacher was observed using both Spanish and English. During a science lesson an 
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observer noted that the teacher "read slowly a statement from the book .... She then discussed 
what the statement meant. She wrote the word and its definition on the overhead projector, and 
then she repeated the process in Spanish. The lesson continued in this manner." 

In another observation of this class, students were observed giving oral reports. The observer 
related an event involving students the teacher called "students who speak only Spanish." 
The teacher explained to the class that the students would give their reports in Spanish and 
that she would then translate. 

All students were allowed to participate and were not prevented from engaging in class activities 
because of language differences. 

Curricular Diversity 

There were many bulletin boards around the school that presented diversity. One bulletin board 
featured the life and accomplishments of Amelia Earhart. Another featured student artwork 
along with a picture of the artist and a short biography. Some of the biographies were written in 
Spanish. 

For "Cultural Heritage Month," the entire school focused on different cultures. For example, the 
fifth-grade classes focused on China. Many of their social studies classes featured lessons on 
Chinese culture, geography, and artifacts. On the last day of the month, classes took turns 
visiting other classes and learning about the different cultures that were studied that month. 

Group Relations 

We asked the focus groups how the different groups at Hernandez got along with each other. 
Most students responded that most groups got along well. "Groups" were defined in several 
ways-by how members dressed, by gender, by whether they liked sports or not, by whether 
they were smart or not, and by whether students were physically big or little. 

There seemed to be some animosity directed toward "Spanish" students. Observers noted tension 
between Mexican American students and recent immigrants from Mexico, referred to by 
students as "Spanish." One Hispanic male told us, "There are some people, the ones who are 
Spanish, they [other students] hate them, beat them, kick them, do anything to make them cry. 
They [the Spanish kids] tell people that they hate them." 

When we inquired whether some students got different treatment at Hernandez, one group of 
students interpreted the question to mean how students treated other students. They told us that 
several students were beat up after school on a regular basis. Other groups interpreted the 
question to mean differences in teacher treatment of students. Several students suggested that 
teachers favored good students over average or poorly-performing students. They felt that 
teachers allowed "good" students special privileges, such as computers, a science program or 
recess, or they encouraged good students to participate in class more. One Hispanic girl told us, 
"Our teacher knows that the smart kids are going to do something good. She'll spend more time 



with them-like try to give them more help." One focus group mentioned that the teacher 
allowed the Spanish students more time to complete their homework. 

Cultural Representation 

Student views of how they felt about the way their cultural heritage was represented at 
Hernandez varied. Some didn't see cultural representation as an issue. They volunteered, "All 
are treated the same." One Hispanic male told us, "They hang around each other, so it don't 
matter what kind of culture you are, because you're human." 

One group of Hispanic males expressed pride in being "Mexicano," bragging that no one messed 
with them because most of the students were Mexicano at Hernandez. One Hispanic male 
expressed pride in the innovations of the Mexicanos. "You know how they say that Mexicanos 
are the first people to make the game, you know, cause they're always copying the Mexicans. 
You know how they say 'walk that cool walk' and stuff. Yeah, the Mexicans walk that way and 
all the colored people and all the White people try to walk that way." 

Parental Concerns 

Messages About School 

Many Hernandez parents interviewed encouraged their children to do their best work, persevere, 
pay attention, respect the teachers and stay out of trouble. A mother of a male student from 
Hernandez explained: 

I told him all the time that school is the most important thing he can do right now, 
because he is too young to work. And I also tell him to try to respect the teachers, that 
the teachers are not there for him to come to school acting up. They are there to help 
him. Children pick on him a lot and then he gets upset and he fights. And I tell him there 
are other ways to do things and by you fighting they'll just make you like one of them. 
Just walk away, and if they keep on bothering you, that is what the principal is there for. 

Some Hernandez parents could not help their children with their school work, but encouraged 
their children to continue trying. One grandmother told us that she instructed her granddaughter 

to work hard, to listen, to try her best, basically, I tell her that in any aspect. I don't set 
goals for her. I make her make her own goals. But at the same time, I encourage her to 
do it. And I do keep after her, 'You said you could do it. You can do it. Otherwise you 
wouldn't have said you could do it.' And I keep encouraging her to keep doing the very 
best that she can, because that's all that she can do. 

Hernandez parents emphasized that school was important so that their children would not have 
to work as hard as they had. Several parents commented that in the past, the school simply 
promoted students whether they had learned or not. One mother explained: "They would pass 
you because of your age. They didn't care. You could be in seventh grade and still not know 
nothing." The parents cautioned their children that now it was more difficult: "You have to pass 
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some sort of test or they won't pass you." Parents also told their children they were proud of 
them when they earned good grades. One mother told us, "or if it's not too good a grade, I still 
tell them I'm still proud of them." 

Ethnic Relations 

Some parent interviews revealed stereotyping, not in relation to students of differing ethnicities, 
but rather in relation to the conflict between recent immigrants and American-born Mexican 
Americans. An immigrant father explained that Mexican Americans try to assimilate to the 
mainstream culture but face discrimination from White Americans. Their defense, he believed, is 
to develop a social class stratification in which the immigrant's standing is lower than their own. 
He told us: "[S]ome living here for years, they want to compare themselves with [Whites], and 
meanwhile, they don't like them and all that." 

Immigrant parents often felt that many Mexican Americans viewed them as second-class citizens 
who did not have full rights as Americans. At the same time, many of the immigrant parents 
looked at Mexican Americans as "sell-outs" who had lost all connection with their Mexican 
culture. An immigrant mother stated that her daughter was referred to as a "wetback" by 
Mexican American students. This same mother, when asked how she thought immigrants and 
Mexican American got along stated: "She [her daughter] complains to me, a word, you know 
how they refer to them, 'wetbacks.'" 

Other immigrant parents reinforced the view that Mexican Americans compared themselves to 
White Americans and looked down upon immigrants as having fewer rights. One parent 
claimed: ''The Chicanos, they want to feel like the people from here. [T]hey believe that they're 
more than the Mexicans. That as if they have more rights here than us .... They say that you don't 
have the same rights as the ones that are from here. Many times it seems like discrimination; 
they are like racists, that they want to feel superior." 

Another immigrant parent felt that the major division between the immigrant child and the 
Mexican American child was English language proficiency. The immigrant child developed a 
friendship with others who also had difficulty speaking English, and who were mostly 
immigrants themselves, while the Mexican Americans socialized together. Immigrant parents 
felt that their children seemed to be marginalized and ignored by the American students and that 
they were treated differently. They suggested that special programs be implemented to prepare 
the immigrant child to function in American society and succeed in school. 

During our interviews, none of the long-term Mexican American resident parents from 
Hernandez mentioned conflict with the recent immigrants. The following quote from a 
Hernandez mother, however, reveals some stereotyping. "You know that's the trouble when 
there are a lot of White, Black, and Mexican. Where there is more Mexicans, it's better than 
where there is a lot of mixed races." This parent felt that the "mixing of races" was a problem. 
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Communication and Parental Involvement 

The parents interviewed liked the teachers and staff. Comments like, "Hernandez is great," 
"teachers are nice," and "my child is learning a lot" were common. Parents suggested extended 
child care at the school, especially when school was not in session. They suggested improved 
safety measures and GED classes for adults. Most parents were satisfied that Hernandez was 
meeting the needs of their children. All but one parent reported that their child liked going to 
school. The majority of the parents interviewed reported effective parent-school communication 
and frequent parental involvement. 

The parent-teacher interaction at Hernandez Elementary School appeared to make parents 
comfortable about getting involved in their children's education. Some Hernandez parents were 
concerned, however, with adolescent interactions among students, and stressed the need to 
enforce discipline at school. 

Adams Elementary School 

Questionnaire Results 

Neighborhood and Community 

Adams is a K-5 elementary school located in an economically depressed neighborhood of east 
Austin. The households immediately surrounding the school are predominately African 
American. A small proportion of households are Hispanic, and an even smaller proportion are 
White. Home values around Adams are slightly more than 60 percent of the median value for the 
City of Austin, and a majority of the homes are owner occupied. Few businesses, stores, or 
employers are located in this area. There are several restaurants and convenience stores about a 
mile away from the school. 
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Table 1-3. Adams: Demographic Characteristics of Survey Sample (N=45)* 

Ethnicity Gender Family Type 

Hispanic 29% Female 46% Intact 

African American 58 Male 54 Single Parent 

White 0 Step 

Other 13% 

Total 100% 100% 

Low Income** At Risk** 

Yes 95% Yes 78% 

No J. No 22 

100% 100% 

*Fifth grade students only; totals may not sum to 100% because of rounding. 
**Campus-wide figures provided by Texas Education Agency. 

46% 

39 

15 

100% 

Of the students at Adams, 85 percent of the females indicated that they liked living in their 
neighborhood, contrasted with only 13 percent of the males. While only 26 percent of females 
indicated that there was gang activity in their neighborhood, over 60 percent of males reported it 
existed. (See Table 3.01.) 

Personal safety was an obvious concern to students who live in this area. Less than half of the 
students said they felt safe in their neighborhood. Half of the females and 48 percent of males 
reported that they would prefer to live in a different neighborhood. Most of the students knew 
the people who lived around them, and many had relatives in the neighborhood. Adams students 
appeared to be a highly mobile population. 

Thirty-two percent of the respondents reported that they had lived in their neighborhood for less 
than three years, and 30 percent indicated they had lived in their current neighborhood less than 
a year. Approximately 78 percent of the sample indicated they lived in a predominantly African 
American neighborhood, with the remaining students indicating they lived either in a mixed or 
predominantly Hispanic neighborhood. 

School Environment 

Respondents reported a low rate of absenteeism. The great majority of students (93 percent) 
reported "none" or "one to two" absences for the six weeks prior to the survey administration. 
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(See Table 3.02.) Students cited illness as the most frequent reason for not going to school, 
followed by their being out of town. (See Table 3.03.) 

Adams students (86 percent) have a positive view of going to school in general, and nearly 89 
percent of the students reported liking Adams in particular. (See Table 3.04.) Adams students 
viewed the support they received from their teachers favorably. The majority of students 
indicated that teachers expected good behavior from them, encouraged the sharing of ideas, 
respected their opinions, cared about them, gave them praise, and provided help when needed. 
Few students viewed teachers as mean. Males were more likely than females to report that 
teachers demanded too much schoolwork from them; females more often than males reported 
receiving help from teachers when needed. (See Table 3.05.) 

More than half of Adams students reported spending less than an hour each day on homework. 
Just over a third of the students (38 percent) reported spending "one to two hours" each day on 
homework. (See Table 3.06.) 

In general, Adams fifth graders reported a high rate of participation in extracurricular activities. 
Students indicated greatest involvement in sports and church youth group activities. Only two 
students indicated no involvement in activities. Males were more likely to participate in sports. 
(See Table 3.07.) 

The fifth graders at Adams expressed some dissatisfaction with the ethnic composition of the 
student body; the direction of desired change varied with ethnicity. African American students, 
who constituted a majority of the students at Adams, showed a preference for more African 
Americans. No Hispanics, who represented 29 percent of the population, indicated they would 
like to see more African Americans. One-half of the Hispanic students believed there were too 
many African Americans and the other half believed representation was about right. Many 
students voiced a preference for more White, Native American, and Asian American children. 
(See Table 3.08.) 

Most students reported they had friends and liked getting to know people from different ethnic 
groups. African American students were significantly more likely than Hispanics to agree that "I 
have friends from different racial/ethnic groups." (See Table 3.09.) 

Adams students reported they were not afraid of people from other ethnic groups. They also 
agreed that their teachers expected them to do well regardless of ethnicity, respected students' 
culture and background, and promoted cross-cultural understanding. Hispanics were more likely 
than African Americans to strongly agree that "teachers respect students' culture and 
background." Female Hispanics were more likely than Hispanic males to agree with this item. 
(See Table 3.10.) Most students did not perceive racial discrimination at Adams. (See Table 
3.11.) 

Family Environment and Home-School Relationship 

As the data above indicate, fewer than half (46 percent) of students came from intact families, 39 
percent came from single-parent families, and 15 percent from stepfamilies. Family structure 
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varied by ethnicity. Hispanic students were more likely to reside in intact homes, whereas 
African American students were more likely to reside in single-parent homes. Stepfamilies were 
evenly distributed across ethnicity. Data indicated that Adams students in stepfamily homes 
spend less time on homework than children in intact homes. 

Many students were unaware of their parents' level of educational attainment. Of those who did 
know, approximately 30 percent indicated that their mothers and fathers had either some college 
education or were college graduates. There were no differences in parental education by 
ethnicity. 

The majority of students identified English as the only language spoken at home. Spanish was 
spoken in 25 percent of the households, while 18 percent of Hispanic students identified Spanish 
as the only language spoken at home. 

Fifty-one percent of students reported that their parents visited the school several times a year, 
while 23 percent reported that their parents never visited the school. The most common reasons 
given as to why parents did not attend school functions were "they don't have time" or "cannot 
get off work." For the item "My family does not speak English," Hispanic students were most 
likely to check this reason. (See Table 3.12.) 

The degree to which the child's family environment was characterized as Accepting and 
Involved, Strict, and Stressed was examined with the survey. As noted earlier, families that are 
high on Acceptance/Involvement and moderate on Strictness/Monitoring have been termed 
Authoritative, a parenting style most consistently related to children's success among middle 
class and White populations. Families that are high on Strictness/Monitoring and moderate to 
low on Acceptance/Involvement have been termed Authoritarian, a parenting style which has 
been found to be related to children's success among some African American samples. 

Adams fifth-grade students characterized their families as above average on 
Acceptance/Involvement, above average on Strictness/Monitoring, and often Stressed. (See 
Table 3.13.) There were significant differences between Hispanic and African American students 
in their perceptions of family Acceptance/Involvement. African American students perceived 
their families to be significantly more Involved and Accepting than did Hispanic students. The 
degree to which the family was perceived by the child to be Involved and Accepting was 
correlated with school absenteeism, with lower rates of student absence associated with higher 
parental involvement. 

Peer Relations 

The majority of Adams students reported having many close friends, who were in the same 
classes and the same age. (See Table 3.14.) African American students were more likely than 
Hispanic students to indicate their close friends were in their same "crowd." 

Most students indicated that while many of their close friends got along well with their parents, 
only some of their close friends studied hard, did homework, talked about going to college, got 
good grades, or were active in school activities. Most Adams students reported that none or only 
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a few of their close friends drank alcohol, used drugs, talked back to teachers, got into fights, 
skipped school, carried weapons, or belonged to a gang. African American students were more 
likely than Hispanic students to have close friends who talked about going to college and who 
reported being active in community or religious activities. (See Table 3.15.) 

Self-Concept 

Data related to self-concept consisted of global self-esteem as measured by the Rosenberg Self
Esteem Scale and items pertaining to ethnic pride, which is considered to be a key element of 
self-esteem among minority youth. 

In general, the overall self-esteem of students at Adams was somewhat above average. Hispanic 
students, however, had lower self-esteem scores compared with African American students. 
Specifically, Hispanic students were less likely to agree with the item, "I feel that I have a lot of 
good qualities." (Results appear on Table 3.16.) 

In general, Adams fifth-grade students reported a strong sense of ethnic pride. Students believed 
that they had as good a chance of doing well as people from other ethnic groups. In addition, all 
students reported being satisfied with belonging to their particular ethnic group. Hispanics and 
African Americans were more likely than students in the Other category to report that they tried 
to learn about their own group's culture and heritage. (See Table 3.17.) 

Self-esteem data at Adams mirror national statistics regarding the frequently obtained higher 
self-esteem scores of African Americans who attend schools in which the majority of the 
population is African American. Researchers have interpreted these findings as suggesting that 
in more ethnically homogeneous school settings such as Adams, greater cultural and 
psychological cohesion is provided by community and family. Concern regarding the lower self
esteem of Hispanic students at Adams is warranted because researchers have found correlations 
between self-esteem and academic achievement, and with mental health outcomes such as 
depression and truancy. 

Summary 

The majority of fifth-grade students at Adams Elementary are African American, with a sizable 
minority of Hispanic and Other students. The majority of students are from low-income families. 
Resources available to children via the family may vary considerably within the sample, as there 
is a wide range of parental education and family stability. Consistent with national 
demographics, the single-parent family structure is more characteristic of the African American 
homes and the intact family structure more characteristic of the Hispanic homes in the Adams 
sample. 

On average, Adams families are characterized as high in Acceptance/Involvement as well as 
high in Strictness/Monitoring, both of which are associated with school success for minority 
children. However, many families are somewhat stressed. Moreover, the families of the African 
American students were viewed as more Accepting and Involved than the families of the 
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Hispanic students. Parental Acceptance/Involvement was strongly and negatively associated with 
school absenteeism. 

Students reported feeling encouraged and supported by teachers, indicated a high level of 
extracurricular participation, and agreed that teachers promoted cross-cultural understanding and 
were respectful of students' cultural background. Students also reported they had not 
encountered ethnic discrimination at Adams. Not surprisingly, 75 percent of students indicated 
they like attending Adams. Most students reported a strong and positive sense of ethnic pride. 
This is a significant strength, given that ethnic pride among minority students facilitates 
psychological well-being and adjustment. 

The influence of peers also appears to be self-enhancing at Adams. On average, Adams students 
report having few friends who engage in self-destructive behavior, many friends who get along 
well with parents, and some friends who work hard at school. 

Concern may be warranted regarding homework completion at Adams. The majority of students 
at Adams reported spending less than one hour per night on homework. This compares 
unfavorably with Wilshire and Hernandez, where the mean response was one to two hours of 
homework, and may not adequately prepare Adams fifth-graders for the rigors of middle school. 
Those residing in a stepfamily spent even less time spent on homework. 

Another concern is the Hispanic student population at Adams. Hispanic students reported 
significantly lower self-esteem than African American students and were more likely to indicate 
their parents did not attend school activities because they did not speak English; nine of thirteen 
Hispanics indicated only Spanish was spoken in the home. These factors have all been associated 
with lower achievement in previous research. Finally, Hispanic students at Adams were 
dissatisfied with the ethnic composition of the student body, and desired more Hispanic students. 

Analysis of School Culture 

Adams was characterized by observers as a warm and caring environment. The observations 
concentrated on the Open House at the beginning of the 1994-95 school year and on the fifth
grade classes. The following description of the school culture centers on the school environment, 
discipline styles, teacher expectations, the "quasi-family" atmosphere, multicultural dynamics, 
and categorization of the students. 

The School Environment 

Adams Elementary is located in a predominately African American neighborhood. The school is 
separated into three classroom wings, an office building, a cafeteria, and three additional 
portable buildings. The perimeter is enclosed by a chain-link fence. 

The school's interior was warm and inviting. The hallways inside the classroom wings were 
decorated with the students' art work. The classrooms inside the main building were large and 
open. Many teachers had their classroom doors open into the hallways. The library appeared to 
be newly remodeled-it was large and bright with separate activity areas. 
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Adams has a well-equipped computer room, which the students visited once a week. The 
students seemed to enjoy their time with the computers-they went directly to their seats and 
began to work immediately. Observers commented that there seemed to be a strong emphasis on 
using the computers to improve skills for the T AAS test. 

Discipline Styles 

For the most part, discipline at Adams was characterized as relaxed. In many classes observed, 
the teachers rarely demanded complete attention from the students and gave them many 
opportunities to respond to requests. Here is an excerpt from one observer's reaction. 

Ms. * spoke over a low rumble, never asking for all activity to stop. Throughout this time 
in class, she never demanded complete attention. The students could follow her [though]. 
I saw many students that would be fidgeting, looking in their desks, talking to their 
neighbor or just staring into space; but, she'd ask a question and those students would 
raise their hands and be able to respond like they caught everything she said .... This 
teacher, while very tolerant of moving about or a low level of noise, did require 
politeness among her students. In different observations, some of the things heard in her 
classroom were: ''yes ma'am," ''thank you," "excuse me," ''you can use my colors." 

Discipline boundaries were often tested by students. "[A student] sits down but is hesitant to 
start working. He is still getting up, walking to the trash can, dropping his pencil so it rolls 
across the room, [and] moving his chair. He looks up every once in a while to see if he has got 
any reaction from Ms.*. She continues to do her work with her head down." "She seems to be 
ignoring his testing. I think she set up a power struggle with her first order in which he is trying 
to [further] engage her-she's not biting." 

Discipline styles frequently displayed a mutual respect between student and teacher: 

One teacher was dealing with an argument between two students. She said calmly, "You 
all are having problems getting along with each other, right? He's getting on your nerves. 
Well, you just need to back off and give each other space." That was all she said and the 
boys went on about their business separately without further incident. 

Two students who had just arrived in a resource class were a little rowdy, and the 
resource teacher told them that they should be quiet or leave, so they left. They returned 
to their original class and peered through the door but would not enter, because they 
knew they were not supposed to be there. The teacher knew the students were there, 
because they would occasionally peek in, but she did not order them back into the class. 
She told them they could come back into the classroom when they were ready. One boy 
did come in and immediately resumed the lesson, but the other boy opted to stay outside 
the door. When the lesson was over, the teacher called the remaining boy over to talk. 
She stood very close to him with his face in her hands and asked him softly to explain 
what happened. He told his side of the story, and she asked him if he thought he was 
"disrespectful" to the other teacher. He said that he probably was, and she instructed him 
to apologize to her the next time he passed by her room. 
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After the incident, the teacher told observers she did not order the two boys back into the 
classroom because whatever happened probably had them "worked up," and they needed 
to "cool down." She allowed them to tell their side of the story, and later she would 
confer with the other teacher. 

"Second-Chance" Discipline. Many teachers gave children several chances, with progressive 
consequences. Following are some examples: 

A teacher said to a student who continued to create a disturbance, "I asked you to get 
those things off your desk. Don't be surprised if I sound a little upset if I have to ask you 
again." 

Another teacher, to quiet a class that was getting a little loud stated, "Eyes on me, heads 
down." Hardly any of the students put their heads down but they did quiet down. 

In an another example, a teacher was walking around the room reviewing a reading 
lesson. Two students had their heads on their desks and were not participating. She 
passed by their desks several times as she walked around the room but did not say 
anything to the students. After about ten minutes of these two students not participating, 
another student followed suit, and put his head down. Following this, she made a general 
comment to the whole class, "If you are not feeling well, then you can't complete your 
work at school." Two of the students raised their heads. She did not say anything further. 

One relatively new teacher in the school displayed a much firmer style than that reported 
in the observations of most other teachers. This teacher demanded more nearly complete 
attention and quiet. The teacher responded to the class walking in, "You don't treat Ms.* 
like that, why do you treat me like that?" and "I'm calling parents tonight!" She ordered 
the students to come into the room and stand on their assigned dot on the floor until she 
called their name and then she would allow them to sit. 

There were no observed discipline methods that belittled the students, and the general approach 
to discipline did not attempt to single out any one student in front of the rest. 

Expectations for Students. Teachers' expectations for the students appeared to be flexible and 
maintained respect and tolerance for student differences. 

When a teacher was leading a lesson and asking questions, the students were allowed to 
answer in a range of different ways. "Ms. * is walking around the class asking questions 
about the worksheet. As hands are raised, she calls on individual students for most of the 
answers. Occasionally the answer will be easy, and the whole class will yell it out at 
once. That's also acceptable to her, as long as she hasn't called on one specific student to 
answer the question." 

During one lesson, the teacher approached one boy for his work to show the class, but he 
had not drawn anything. The teacher went on to another student, and the boy began to 
dig through his desk as if looking for his assignment. He found a picture of a bike in a 

33 



magazine and when the teacher passed by his desk again, he offered up the picture to her 
as his contribution to the assignment. The teacher held up the picture to the class and 
said, "a bike, this is what is important to * ." She accepted the picture as if it were the 
assigned drawing. 

Quasi-Family Atmosphere. From the beginning of the school year, a "family-like" mode was 
observed at Adams. The family theme was emphasized during September's Back to School 
Night. The president of the Parent-Teacher Association (PT A) stressed the importance of school 
and support for the students: "[T]he school and home should be like a marriage .... [M]ake the 
relationship work by being involved .... [D]oing things for our children is doing something for 
yourself .... [B]e involved, make it a part of you." 

Teachers often applied discipline in a familial manner. In one such incident with a student that 
was late for class, the teacher "goes to him and bends down and holds his face to look at her. She 
gets very close to the boy, her face inches from his and looks into his eyes. 'I expect you to 
come to class straight from my room,' she says, giving him a hug." In this interaction, the 
teacher touched him affectionately and told the student her expectations, so as to prevent any 
further recurrences of tardiness. 

Several teachers incorporated physical affection. One observer noted an interaction between a 
first-grade student and his teacher. The observer complimented the boy on his work, "then the 
teacher held his hand and stroked him on the face and asked him to say thank-you .... " 

Multicultural Themes. There was evidence of multicultural material around the school. One 
observer noticed bulletin boards on multiculturalism in the hallways and classrooms. Another 
observer saw textbooks used in the classroom that had multicultural picture themes and stories 
about different cultures. There were drawings of groups of children of many ethnicities standing 
next to each other and pictures of clothing worn in different cultures. There were also activities 
such as a pow-wow organized by the prekindergarten classes in which the students made 
traditional Native American costumes from construction paper and went out in the school yard to 
build a campfire. 

Observers commented on artwork in the hallways, classroom decor, and books in the library that 
represented multicultural themes. One observer wrote, "As I walked around the library, I noticed 
a number of books about Black heritage/history on every shelf, table, or comer of the library. I 
also noticed a few books on other cultures." 

Another observer described the decor of a fifth-grade grade classroom, saying, "[T]he walls 
were covered with maps, posters, and inspirational phrases .... [T]here were posters of famous 
African Americans in theater, music, science, and literature, and of [public] leaders." Another 
observation of the hallway outside a prekindergarten classroom described student artwork, which 
included African masks and drawings illustrating favorite African tales, with the caption, 
"Nuestros favoritos cuentos tradicionales de Africa." Observers noted life-sized papier-mach6 
dolls of the students "done in dark brown paper and dressed in the students' clothes, with their 
names on them." 
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Ethnicities other than African American and Hispanic were represented in the curriculum. One 
observer, who was American Indian, documented an exchange between himself and a fifth-grade 
class during a question and answer session. He wrote, "The students were all very receptive and 
respectful in their observations. Mrs.* explained that they had had a whole unit in their history 
[lesson] that dealt with the history of Native Peoples." The observer also noted maps of Texas 
and North America that had regions marked with different tribal groups, and a "First Americans" 
timeline. 

Categorization. Categorization of students at Adams was reflected in language, behavior of 
students, and ethnicity and group identification. In general, the categorization served to make 
students more comfortable with differences (e.g., bilingual education), or in fewer cases to 
discipline students (e.g., having students who created disturbances sit by themselves). 

English is a second language for some of the Hispanic students. The language difference and the 
provisions that are made for it make language one way of categorizing students. 

Students are also categorized by "special needs." The special education students were kept 
together for much of the day in a self-contained classroom. There was also a resource classroom 
to which some students came from their classes for part of the day. 

One observer also noted that the special education students are separated from other students 
when transported to and from school. The school provides a bus for these children. Most other 
children walk home, as they live near the school. 

On occasion, children were categorized because of their behavior. They were sorted from the 
group in some visible way (moved to different seats, made to stand up, etc.). 

One observer noted that three boys in one classroom had their desks separated from the 
other students' desk clusters. One boy had his desk alone against the wall with his back 
to the class; another boy had his desk on the other side of the room, except that he was 
facing the class; and still another boy had his desk placed against the teacher's desk. 

Multicultural Environment 

Cultural Representation 

According to the responses in the focus groups, Adams has had a strong history of recognizing 
and celebrating African American culture. Teachers sponsored theme parties and decorated their 
classrooms accordingly. The African American students felt that their culture was prevalent and 
positively acknowledged not only during special celebrations, but throughout the year. 

Students had some concerns, however, about cultural representation. African American females 
felt that their Hispanic teachers did not know much about African American culture and 
consequently favored Hispanic culture. African American males expressed a concern about the 
presentation of African Americans in the media. They worried about the effects on white students 
of the constant stream of negative publicity about African Americans. They feared that these 
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stereotypes and prejudicial images would cause White students to treat African Americans in 
negative ways. 

Group Relations 

Students at Adams did not immediately identify ethnic groups when asked how the groups in their 
school got along with one another. One group that emerged in the discussions was gang members, 
who sometimes harassed other students. In one of the focus groups, participants mentioned that 
they had friends who claimed gang colors. 

Several focus group participants identified groups by gender and suggested that there was tension 
between males and females. African American female: "When they [boys] be up doing reports, we 
[girls] have to be quiet. But when we be up doing ours, the males be talking." 

Another group that emerged in the focus group discussions at Adams was the ESL (English as a 
second language) students. One male complained that students who spoke English as a second 
language received preferential treatment from most teachers. He felt that this treatment was 
unjust. The students also discussed separating non-ESL students from ESL students. Observers 
noted that the Spanish speaking students tended to group together and did not mix with the other 
students. African American students indicated that they were proud of their knowledge of 
Spanish, but some felt left out and resentful when they could not understand what the teachers or 
other students were saying in Spanish. 

Parental Concerns 

Messages about School 

Many Adams parents emphasized to their children the importance of doing homework, doing 
their best work in school, and telling parents when they needed help. Parents wanted their 
children to follow teachers' instructions and get along with other students. They pointed out the 
importance of school for getting a good job, buying nice things, and living in a nice house. They 
worried about peer pressure and expressed concern about other children encouraging their 
children to participate in inappropriate behavior. Adams parents helped their children to 
complete homework assignments, but when the school work became more difficult, they called 
upon older children to help. 

One parent encouraged her daughter to do her homework and study: "She does homework 
everyday. If she doesn't have homework, she does study for an hour after she gets home." 
Another mother encouraged her child to ask for help if she needed it. She explained that 
messages about school that she gave to her child were, "To do her best. And if she needs help to 
ask us." One mother told us, "Whatever he brings home and he doesn't understand, we try to 
help him. That way he'll learn. We go step by step with him, me and my son, the other one. We 
kind of help him out. We always ask him as soon as he gets home, 'Your homework?"' 

Many Adams parents encouraged their children to stay in school, because they firmly believed 
that an education would make a difference in their children's lives. A mother told us that she 
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emphasized to her son, "Hang in there right now, because it is going to make a big difference in 
your future." Another mother told her daughter, "School is terrific. It's the best place. It's free, 
you can go to school for free. And school is to help you better your education. It's to help you. 
Maybe when there are obstacles, hopefully you'll be able to think things through yourself and 
work through problems." 

Parents who had not earned a high school diploma themselves especially wanted their children to 
graduate. One mother told us, "I didn't have the opportunity to finish school myself, so I try to 
encourage her with a little push." She wanted her daughter to "always know that school is where 
she gotta start her career. So she has to go to school first before she can do anything in life." One 
parent used the strategy of pointing out what happened when someone did not complete school. 
She told us, "I show him examples of what happens when you don't go to school, when you 
don't get a high school diploma, what you're going to do, what your job will be limited to." 

Most Adams parents interviewed expected their children to attend classes and work hard. An 
aunt who was the guardian of an African American male told him, "Well, school is his home 
away from home. This is what I always tell him. If he has any problems, that is what the 
counselors, that is what the teachers are there for. You go to school to learn, and that is what I 
expect him to do." 

One mother reported seeing students skip school and the truant officers coming through her 
neighborhood. She told her son, "I don't want that to never happen, the man [truant officer] to 
have to come here." The mother continued to explain that she encouraged her son "to stay in 
school. That's the main purpose of you being in school, is to learn." 

Adams parents preferred having a neighborhood school. They felt that attending a school in 
familiar surroundings helps a child feel more secure and comfortable, and alleviates anxieties 
which could inhibit learning. One parent explained: 

I would prefer her to go to a school in the neighborhood, because then you're going to 
develop friends and a comfortableness by your environment, where you're more 
comfortable and not having to go far away from home with your kids, you know. 
Because if you stay in the community, you feel more comfortable. You know, that's what 
a neighborhood school is, and ... you feel more comfortable, because you know you're 
close to home. 

Communication and Parental Involvement 

In interviews, most Adams parents reported satisfaction with communication from the school. 
The communications included teacher-initiated calls and visits, parent visits to Adams, fliers, 
newsletters, meetings, community activities, and report cards. 

The proximity of the school allowed parents to visit the school and to meet staff informally 
when dropping off or picking up students. It also encouraged teachers to visit students' homes. A 
parent explained: "I had more contact [at Adams] and I felt more comfortable with him at 
Adams .... The teachers came by the house, the least little problem occurs, they would call me .... " 
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Another mother echoed her support of Adams' teachers making an effort to communicate with 
and work with parents. She explained, "At Adams you never have to call because they are going 
to call you. And, I like that." The efforts of individual teachers made parents feel comfortable 
with the staff. Some of the teachers took a proactive approach that included going to great 
lengths to speak with parents. Overall, parents reported positive experiences at Adams with 
regard to communication. 
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Section II. Anticipating the Transition Between the 
Fifth and Sixth Grades 

Summary Data and Campus Comparisons 

As described in the Introduction, we explored students' views of the impending transition from 
fifth to sixth grade through a series of intensive focus groups conducted at each elementary 
school campus during the 1994-95 academic year. Focus group members were selected from 
among the dominant ethnic group at each school, and separate sessions were held with females 
and males. (Though we originally separated the groups further by high-achievers and low
achievers, this characteristic seemed to have little, if any, value in explaining student attitudes 
toward the transition.) Transcripts were made of each session, and highlights of participant 
narrative responses to each question are summarized in Section B, Student Concerns. 

In addition to material from the focus group transcripts, we asked each student participating in a 
focus group to fill out a brief (anonymous) "mini-questionnaire." The responses to this 
questionnaire are summarized for the focus group population as a whole below. Where 
statistically significant differences in responses from the various elementary campuses or 
between males and females appear, these have been included. 

Our first query was the participants' estimation of the overall difficulty of making the transition 
from their elementary school to Daniels Middle School. As Table II-1 indicates, the combined 
group of participants from all campuses shows essentially a normal distribution-with one
quarter of the students predicting the transition would be easy, half predicting it would be 
medium, and the remaining quarter predicting it would be hard. 

Table 11-1. Fifth-graders' responses to the question, "What will it be like to 
change to middle school next year?" (N=77) 

Easy 25% 

Medium 50 

Hard 

Total 100% 

However, as Table II-2 suggests, there was a trend for Hernandez students to be most concerned 
about the change to sixth grade, followed by students from Adams and from Wilshire. 
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Table 11-2. Fifth-graders' responses to the question, ''What will it be like to 
change to middle school next year?" by campus (N=77) 

Wilshire Hernandez Adams 
Easy 27% 11% 31% 

Medium 60 39 48 

Hard 13 50 21 

Total 100% 100% 100% 

p<.10* 
*Significance levels and associated probabilities (.p) were computed from the chi-square statistic. A p<. l 0 

indicates a trend; a p<.05 or less indicates a statistically significant relationship. 

There was also a trend in the combined campus responses based on gender. Females (31 percent) 
were more likely than males (18 percent) to respond that the transition would be hard. 

Another issue we addressed was the general reputation of Daniels Middle School. As indicated 
in Table Il-3, overall impressions of Daniels were generally positive, with nearly half of the 
focus group participants indicating they had heard mostly good things about the school. 

Table 11-3. Fifth-graders' responses to the question, "What have you heard 
about the middle school you will be going to?" (N=76) 

All or mostly good 48% 

Equally good and bad 47 

All or mostly bad ~ 

Total 100% 

When the responses from the three campuses are compared, however, it appears that students 
from Hernandez tended to have a slightly more negative impression of Daniels and those from 
Adams a more positive impression. 
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Table Il-4. Fifth-graders' responses to the question, ''What have you heard 
about the middle school you will be going to?" by campus (N=76) 

Wilshire Hernandez Adams 

All or mostly good 41% 33% 62% 

Equally good and bad 48 61 38 

All or mostly bad 11 Q Q 

Total 100% 100% 100% 

p<.05 

We also asked participants their estimation of how easy or difficult it would be to make new 
friends at middle school. As Table II-5 indicates, most thought it would be about the same, but a 
quarter predicted it would be more difficult. 

Table Il-5. Fifth-graders' responses to the question, "Compared to your school 
now, how easy or hard will it be to make new friends at your new middle 

school?" (N=77) 

Easier 12% 

About the same 63 

Harder 25 

Total 100% 

As the campus comparisons shown in Table II-6 indicate, there were differences among the three 
groups. Hernandez students predicted having the most difficulty making new friends, followed 
by those from Wilshire. Students from Adams, by contrast, predicted they would have little 
difficulty. 
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Table 11-6. Fifth-graders' responses to the question, "Compared to your school 
now, how easy or hard will it be to make new friends at your new middle 

school?" by campus (N=77) 

Wilshire Hernandez Adams 

Easier 3% 11% 21% 

About the same 70 50 65 

Harder 27 39 14 

Totals 100% 100% 100% 

p<.05 

We were also curious to learn the focus group participants' estimation of how difficult they 
expected their schoolwork to be at middle school as compared with elementary school. As Table 
II-7 indicates, over two-thirds of participants expected their schoolwork to be harder. 

Table 11-7. Fifth-graders' responses to the question, "Compared to your school 
now, how hard do you expect your homework to be at middle school?" (N=77) 

Easier 4% 

About the same 23 

Harder 

Total 100% 

Last, we were interested in what major concerns and fears were held by the focus group 
participants regarding the upcoming transition to Daniels. As Table Il-8 indicates, of those who 
responded to this question, most were worried about personal safety-getting into fights, gang 
activity, being hassled, having personal items stolen, etc. This was followed by academic 
challenges, such as coping with a greater amount of homework and the expected difficulty of the 
curriculum; next by social relationships and making new friends; and then by concerns with 
school facilities and procedures--changing classes, having lockers, getting to class on time, 
negotiating a larger physical environment, and having to ride the bus to school. A few 
participants, all males, indicated they had no concerns about making the change. 
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Table 11-8. Fifth-graders' responses to the question, ''What is the one thing 
that worries you most about going to Daniels next year?" (N=63) 

Personal safety 27% 

Academic challenge 22 

Social relationships 19 

School facilities/procedures 17 

Nothing 10 

Other ~ 

Total 100% 

Though there was no significant difference by campus among the focus group participants as to 
the ranking of these issues, there was a strong difference based on gender. As Table II-9 
suggests, females were more likely than males to identify personal safety and academic 
challenge as their major concern. 

Table 11-9. Fifth-graders' responses to the question, ''What is the one thing 
that worries you most about going to Daniels next year?" by gender (N=63) 

Females Males 

Personal safety 33% 20% 

Academic challenge 30 13 

Social relationships 12 27 

School facilities/procedures 21 13 

Nothing 0 20 

Other 1 1 

Totals 100% 100% 

p<.025 
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Student Concerns 

Wilshire 

Wilshire students were excited and a little apprehensive about going to middle school. Only a 
quarter of the students felt it would be relatively easy to make the change to Daniels, while the 
remainder felt it would be moderately to relatively hard. Most of the students' apprehensions 
stemmed from having to make new friends, especially if their friends from elementary school 
were going to a different middle school. (Some were undecided whether they were going to 
Daniels or to a private middle school.) Nevertheless, most students looked forward to having 
more personal freedom and taking responsibility for themselves by having lockers, switching 
classes, and being able to sit wherever they wanted for lunch. Both males and females were 
enthusiastic about playing on sports teams (basketball, volleyball, softball, football, track, and 
tennis) and participating in other school activities (choir, drama, school clubs, student council). 

Most students were not concerned over the homework load they anticipated at Daniels, though 
fully 70 percent said that they expected their workload to be harder than at Wilshire. Many 
reported hearing from older siblings or friends that the school work in sixth grade at Daniels 
would be mostly a review of what they had already learned. Those students who did think that 
the work would be challenging felt that the curriculum at Wilshire had adequately prepared them 
for it. 

Daniels seemed to have a mixed reputation, as 42 percent of the focus group participants 
reported hearing mostly good things about the school, 48 percent had heard an equal number of 
good and bad things, and only 10 percent had heard mostly bad. 

Males seemed more aware than females of differences in race and ethnicity at Daniels. Males 
also seemed to anticipate a more varied environment at Daniels than did females. Several 
observed that Wilshire is ethnically homogeneous, and many were looking forward to going to 
school with a more diverse student body. The issue of race did not surface among the females. 

Asked what single issue concerned them most about making the transition to middle school, 
Wilshire students responded as shown in Table II-10. 
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Table 11-10. Major transition issues identified by Wilshire participants (N=27) 

Physical safety/fights 30% 

Academic performance, workload 18 

Nothing at all 18 

Social relations/making friends 15 

School facilities/procedures 15 

Other ~ 

Total 100% 

Transition Questions Summary 

Question 1: How do you feel about going to a new school next year? 

There was a mixture of responses from the students ranging from positive to apprehensive. 
Many students made comments about the larger campus at middle school, switching classes, 
having to remember locker combinations, having different teachers for different classes, and 
being able to sit wherever one wanted for lunch. The males were looking forward to playing on 
sports teams. (White male: "I'm kinda looking forward to it. I've always wanted to play football 
for a school, so I'm looking forward to going.") 

Both males and females spoke of concern at having to make new friends. (White male: "Because 
a lot of my friends are going to a private school, it kind of bugs me because I'll have to make 
new friends.") The issue of making new friends stemmed from the fact that many of the 
participants or their friends were undecided whether they would attend Daniels or a private 
school, such as St. Andrews. (White female: "I looked at St. Andrews and I liked it, but I don't 
know if I want to go to private school. There aren't as many people there.") 

Question 2: What do you think your new school will be like? 

The students had mixed feelings-not really knowing much about Daniels yet being excited to 
experience a new school. Perceived differences included the bigger physical size of the school, 
lockers, switching classes, meeting new people, and making new friends. (White Female: "I 
think who I'm going to meet and I'm kind of scared, because it's a new school and not all of the 
people that go here go there .... ") 

One thing that was exciting to many of the students was having freedom in the sense of more 
choices, e.g., being able to sit wherever one wanted to for lunch and being able to eat "junk 
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food." (White male: "I think it's going to be a little more like life, since you're going to be a lot 
more on your own and you' re going to have a lot more choices.") 

Most did not think that the curriculum at Daniels Middle School would be much more difficult 
than at Wilshire. Several who made comments about the anticipated school work had received 
their information from older siblings. (White male: "My brother says some of the subjects there 
aren't very good. But they have a new principal there, so I think it's going to be better.") 

Question 3: How do you think school work in middle school will compare to your school work 
now? 

Most participants felt the school work at middle school would become increasingly difficult as 
one moved into higher grades, but that sixth grade was not going to be as challenging. (White 
male: "You don't get any homework compared to this [school]. Seventh and eighth grade you 
do." White female: "My sister told me that it's mainly going to be a review of everything you've 
already done here.") The reason that some of the students felt that sixth grade would be a 
"review" of what they had already learned in fifth grade was that they felt well prepared at 
Wilshire. In addition, some thought the homework would be easier to complete because they 
would receive two days to do it, instead of just one night. (Daniels Middle School is on a block 
schedule of alternating days of classes.) 

Question 4: How do you think the teachers in middle school will compare with your teachers 
now? 

Most of the students expected the teachers to be more strict at middle school and to have higher 
expectations of students. The students felt that if they didn't finish assigned work they would 
either receive detention or a lower grade, in contrast to elementary school, where teachers give 
pupils more "breaks" or chances to finish school work. (White female: "If you didn't do the last 
four problems, they would just say go ahead and just finish them, but in middle school they'll 
probably say you have to stay in or something or take it off your grade.") 

Some participants believed that students would be disciplined in different ways. In elementary 
school, if a student did something wrong he or she would have to stay in for recess, but it would 
not affect one's grades. In middle school, if a student does something wrong, the student would 
receive a lower grade, study hall, or detention. 

Question 5: Do you plan on becoming involved in school activities in your new school? Why or 
why not? 

For males, the activities they most wanted to participate in were sports-basketball, football, 
baseball, and track. A few of the males voiced interest in student council and science clubs. The 
females' interests focused upon band, drama, choir, and sports teams such as volleyball, softball, 
and track. A few females expressed an interest in the Spanish club and learning to speak 
Spanish, because one was likely to get a better job if one knew how to speak two languages. 
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All of the pupils who were interested in playing on sports teams voiced frustration at not being 
able to participate fully until the seventh grade. (White female: "In sixth grade you're not 
allowed to play sports, but we play against different schools, so in seventh grade I'll probably 
play sports.") Many of the males already participated in various extracurricular sports activities 
and they looked forward to playing for a school team. (White male: "Right now I play different 
places for basketball, baseball and tennis. I think I'd go to the school things, because you have 
practices everyday and you can choose that as one of your courses.") 

Hernandez 

Hernandez students expressed a strong sense of apprehension about making the transition to 
Daniels. As noted above, Hernandez students had the greatest concern about changing to middle 
school: 50 percent felt that the change would be fairly hard or very hard, and only 11 percent felt 
it would be fairly easy or very easy. Many focus group participants seemed intimidated by the 
prospect of a larger physical environment (a bigger school, having lockers, the presence of older 
students and more hallways to negotiate); a more complex academic system (more teachers, 
changing classes, more schoolwork); and having to make new friends. Nearly one-third of the 
students identified making new friends as their major concern about maklng the transition to 
Daniels, an issue especially salient among the females. 

Daniels was perceived generally as being unsafe. Students, both male and female, were 
concerned about the prospect of getting into fights and having to deal with gangs. The students' 
expectations about teachers was that they would be "mean," "stricter," and have less time to 
assist them with their work. Females were especially concerned with adjusting to more 
demanding schoolwork and with getting sufficient teacher assistance in the classroom. 

Nearly all students knew something about Daniels. In spite of the concerns noted above, they 
held collectively a somewhat favorable impression of the school: a third indicated they had heard 
good or mostly good things about Daniels, whereas only 6 percent said they had heard bad or 
mostly bad things. The rest had heard a mixture of good and bad. 

The most important adjustment issues the Hernandez participants identified are shown in 
Table II-11. 
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Table 11-11. Major transition issues identified by Hernandez participants 
(N=14) 

Social relations/making friends 29% 

Academic performance/workload 21 

School facilities/procedures 21 

Physical safety/fights 14 

Nothing at all 8 

Other 1 

Total 100% 

Transition Questions Summary 

Question 1. How do you feel about going to a new school? 

Nearly all of the participants indicated a reluctance about moving from Hernandez to Daniels 
Middle School the following year. They described their feelings as "scared," "nervous," 
"strange," "wanting to stay here," and "weird." Much concern was expressed about not knowing 
many people and the larger physical size of middle school students. 

Males were especially worried about fights and being picked on. (Hispanic male: "Someone 
[will] pick on you a lot .... My brother goes to [Daniels] and he's always getting into fights. He's 
in sixth and he don't like getting into fights, but when they make him mad he gets into fights.") 
Females were more concerned with their ability to make new friends. (Hispanic female: "I feel 
nervous because it's gonna be harder to make more friends than the ones you had before.") 

Question 2. What do you think your new school will be like? 

Most of the students expressed concern about the larger physical environment of the school
more numerous hallways, changing classes, having lockers, and the increased difficulty of the 
schoolwork. (Hispanic male: "It's gonna be strange because it's gonna be big-you probably 
won't see everybody .... [You will] be in different parts of the school and you won't see who you 
know .... ") Male students again stressed the fear of increased violence, fights, and the presence of 
gangs and drugs. (Hispanic male: "Five times a week, people getting beat up five times a week. I 
got some friends that go there, and just yesterday someone beat them up. They just think that 
they can just beat someone up."). Another student observed that there were many gang members 
at Daniels, with students smoking "weed" at school and on the bus. 
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Question 3. How do you think schoolwork in middle school will compare to your schoolwork 
now? 

Nearly all students predicted that the schoolwork at Daniels would be more challenging and 
difficult than at Hernandez. The students were concerned about having to take several classes 
with different teachers. The work load would increase. (Hispanic female: "I think that the work 
we are having right now is going to be baby work to what we're going to have in sixth grade, 
because my brother comes home and he needs help with a lot of it and stays up working all the 
time trying to do his assignments.") More homework, more spelling words, more writing, and 
lower tolerance of late work were some of the differences perceived by several students as to 
how Daniels' workload would compare with Hernandez's. 

Question 4. How do you think the teachers in middle school will compare to your teachers now? 

Nearly all participants predicted that middle school teachers would be "meaner" and stricter. 
Teachers at Hernandez appeared to be flexible with late work and disciplining misbehavior. 
Students believed that teachers at Daniels would be less forgiving of late homework and be more 
likely to discipline them if they misbehaved. Students mentioned in-school suspension, 
detention, suspension, and embarrassing them in class as ways of handling misbehavior at 
middle school. Another concern was that they would have limited access to teachers, since each 
would have more students to supervise. (Hispanic male: "If we're failing or something like that 
then she won't help us out, she'll just let you go and you'll fail and you'll have to go it on your 
own.") 

Question 5. Do you plan on becoming involved in school activities in your new school? 

Almost all participants planned to be involved with school activities at Daniels. They mentioned 
a wide range of interests: soccer, art, basketball, cheerleading, football, and band. Females 
tended to view after-school activities as secondary, whereas the males were looking forward to 
competitive sports. One group of males mentioned the fact that sixth-grade students could not 
compete against other schools, but said they were writing a letter to Daniels asking for a change 
in policy. (Hispanic male: "I can tell you why to go to school. Because if you don't go to school 
they got this no-pass-no-play law. If you don't make your grades, you don't play .... ") 

Question 6. How would you describe your friends here? How do you feel about making new 
friends at your new school next year? 

The participants' responses varied by gender. The females seemed to be more concerned with 
loyalty in friendship and mentioned dependability, helping out with problems, and aiding with 
homework as attributes of friends. They seemed more open to meeting new friends at Daniels. 
On the other hand, the males were more concerned with finding friends that would stick up for 
them. (Hispanic male: "Say you are going to a new school, and he's already been there, and you 
don't know where to go. He will be there to help you, and if someone wants to fight or 
something, he'll back you up .... ") 
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Adams 

Adams students perceived their school to have a familial atmosphere where their social needs 
were addressed and where they felt secure. As the students contemplated going to Daniels, they 
feared their status and comfort would be disrupted and were concerned that they would have to 
adapt to a new system. Like pupils at the other elementary campuses, students at Adams felt that 
the transition to middle school would be difficult, yet they predicted a somewhat easier transition 
than did students at Wilshire or Hernandez. Thirty-one percent of the Adams fifth-graders 
expected it to be easy or very easy, whereas 21 percent expected it to be hard or very hard. 

All participants knew at least something about Daniels, and nearly two-thirds had heard mostly 
good or all good things about the school, the highest proportion among the three elementary 
campuses. Adams students anticipated greater personal freedom at Daniels and were excited 
about a greater role in making decisions that affected them. Adams students were also more 
optimistic about making friends than those from Wilshire or Hernandez. Twenty-one percent felt 
it would be easier to make friends there than at Adams, and 14 percent thought it would be more 
difficult. The large majority, 83 percent, predicted the school work would be harder than at 
elementary school. 

Male students were especially concerned about their personal safety and the prospect of gang 
violence at Daniels. (One student volunteered, "They've got gangs that will shoot you if you got 
white shoestrings.") The gangs that the students identified were the "Bloods" and "Crips." 

Students were also worried about AISD's busing policy and the barriers it created for students 
interested in participating in after-school activities. This policy seems to prevent bused-in 
students from participating in after-school activities unless private travel arrangements are 
made, a remote possibility for many lower-income student at Adams. 

The primary adjustment issues the Adams participants identified are shown in Table 11-12. 

Table 11-12. Major transition issues identified by Adams participants (N=22) 

Physical safety/fights 32% 

Academic performance, workload 27 

Nothing at all 

Social relations/making friends 18 

School facilities/procedures 18 

Other 2 

Total 100% 
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Transition Questi.ons Summary 

Question 1. How do you feel about going to a new school? 

Several issues surfaced with regard to Daniels, including size, "liberation," school work, and 
personal safety. Nearly all of the Adams students felt it would be difficult to adjust to the larger 
environment. Some feared they would be lost in the shuffle of changing classes, not knowing 
their way around. Others were afraid that they would not be able to get to class on time because 
of the short period between classes. 

Although most of the students were excited about the prospect of greater personal freedom at 
Daniels, the females appeared to be more elated than the males. (Three of the females were 
excited about being able to chew gum, which seemed important to them.) Some claimed that 
they would be able to leave campus during the middle of the school day as they wished. Overall, 
social issues such as making friends and "liberation" concerned the females more, whereas 
personal safety concerned the males. 

All students mentioned school work being a challenge, though high-achieving students expressed 
fewer reservations about school work than low-achieving students. (African American female: 
''The work is going to be hard, real hard.") Several students felt that the Adams curriculum, 
coupled with support from home, prepared them well for Daniels. 

Safety was especially salient for the males. They were worried about the prospect of gang 
violence at Daniels. Two males told stories of gang encounters they heard about. If one were to 
merely look at someone the "wrong way" or to wear the wrong colors, trouble would ensue. 
(African American male: "My brother said that we shouldn't go there [Daniels], because there 
will be lots of fights and shooting. People carry a lot of things [weapons] in their backpacks.") 

Question 2. What do you think your new school is going to be like? 

The females seemed to anticipate small things like not being ordered into lines. This was very 
appealing to them, and some referred to it as "fun." Having their own lockers was another plus. 
Students complained that they currently have to carry all of their books for the day around in a 
backpack. Although the females anticipated more freedom at Daniels, an underlying concern for 
all participants was the transition from a small "family" school to a larger, more complex one. 

Most of the females predicted that the teachers would be more strict. On the other hand, they 
wouldn't be "bugged" by teachers the way they are at Adams. They were excited to escape from 
rules like sitting in boy/girl order all of the time. (African American female: "I think it's going 
to be tight [i.e., better and bigger]. We don't have to get in lines-we'll have freedom.") 

Question 3. How do you think schoolwork in middle school will compare to your schoolwork 
now? 

The students had mixed reactions to this question. The low-achievers (males and females) 
worried that it might be too hard for them, while the high-achievers felt that they were 
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adequately prepared. Students whose parents were actively involved in their children's education 
reportedly had fewer reservations about the school work at Daniels. 

Some students had the impression that their current work at Adams was already on a sixth-grade 
level. (African American male: "Our teachers have been giving us work like high school and 
junior high. They've been giving us all five subjects and spelling and algebra." ) Some of the 
high-achieving males stated that they would probably perform well at Daniels but would not 
seek out honors courses. They feared that the Honors courses would be too difficult when 
combined with the overall adjustment that they will have to make. 

Question 4. How do you think your teachers in middle school will compare to your teachers 
now? 

Generally, the students were excited at the prospect of having more than one teacher. They 
predicted that some teachers would be nice, while others would probably be "mean." Some 
females believed that at Adams, the teacher's pets-students who finished their work early all of 
the time and answered all of the questions correctly-received special treatment. They predicted 
that there would be teacher's pets at Daniels. 

Question 5. What activities would you like to participate in at Daniels? 

Females were interested in participating in gym, track, pep squad, band, art, and choir. Some 
were concerned that their studies would not afford them the time needed to participate in 
extracurricular activities. Boys were eager to involve themselves in sports-football, basketball, 
track, etc.-as well as wood shop, orchestra, band, and choir. Males were cognizant of the policy 
preventing sixth-graders from participating in most sports activities. They were also worried 
about transportation. Even if they were able to participate, the school bus needed to take them 
home left immediately after school. Alternative transportation would be required. 

Question 6. How do you feel about making new friends at your new school? 

Many students felt that it would be hard to make new friends at Daniels. Some had been at 
Adams for six years and had known their classmates as long. Now they were faced with the 
disruption of going to a new school and making new acquaintances. Several students had 
relatives and friends already attending school at Daniels. These students felt that they would be 
able to make new friends through their old ones, and that those friends already at Daniels would 
also help them in making the overall adjustment. 
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Parental Concerns 

Wilshire 

Preparing Children for Transition to Middle School 

Our interview data indicate that while some Wilshire parents made a serious effort to prepare 
their children for middle school, other parents left the preparation to older siblings or chose not 
to prepare their children at all, allowing them to formulate their own opinions of their new 
surroundings. 

Among parents who prepared their children for the change, several common themes emerged. 
These included the diversity their children would encounter in the middle school setting, 
particularly with regard to socioeconomic differences, and personal safety. One mother stated, "I 
was telling him that a lot of these children had been raised a lot different than he had, that they 
possibly had a high degree of violence in their family life at home, that they probably did not 
have very much money and that, therefore, made material possessions very, very important. And 
that he needed to be on the guard about this." Another mother advised her son, "If he felt 
uncomfortable at any time to go find a teacher, to never try to take care of it by himself." 

Some parents prepared their children for the transition by visiting Daniels to help to orient their 
children to the new environment. Many of the Wilshire parents made additional trips beyond the 
regular preparatory visit provided by the school. One parent remarked, "I did the best I could. I 
didn't know what to expect myself, and so we went on over there and we talked about the 
changes of classes." Several parents mentioned the school visitation day held prior to the 
transfer. This event was designed to introduce fifth-graders to Daniels and to familiarize them 
with the school. Most parents considered this visitation day a very positive experience for their 
children. 

Some Wilshire parents wanted their children to develop their own perceptions of Daniels. One 
mother indicated, "Well, we didn't sit down and say, 'Now, we're going to prepare you to go to 
Daniels.' Maybe we could have talked to her more about it. I don't know. It would be hard not 
to plant some ideas when you did that. Didn't want to give her preconceived notions of other 
children." Another parent provided a different rationale: 'We tried really not to say too much. 
Ah, my older son had really hated his sixth-grade year .... We didn't want to give him negative 
thoughts before he even got there, but just try to encourage him." 

Many Wilshire parents remarked that their older children played an important role. These older 
children had already experienced the transition from Wilshire to Daniels and had dealt with 
many of the difficulties. Their socialization to the new environment afforded them the role as 
"resident expert." One Wilshire father stated, "[We] told him to talk to his older brother. He was 
much better suited to tell him what to expect." Another mother explained, "I didn't do it. My 
daughter did. You know, she's just one year older and he heard all of the things that were going 
on from her." 
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Diversity and the Multicultural Environment 

Parents were asked how they felt about their children attending a school with children from 
different neighborhoods and ethnicities. Some parents supported the transition to a more 
diversified middle school as providing their children the opportunity to learn about the real 
world and "how to get along with other people, interact with other people." "I think that's good 
for him. I'm a very strong supporter of public schools and getting a good diverse mix. That's the 
way the world is and you have to learn to get along with people of different backgrounds, race, 
and so this is the place to start." 

Another father observed, "We'd considered private schools. I have a problem with that, because 
I think the child eventually needs to get out and see what society's really going to be like, and 
there are some people out there that don't have the same values or raise their children the same 
way that other people do, and they're not planning on different people having different ideas 
about discipline and self motivation." 

Some parents believed that racial conflict would occur because of differences in socioeconomic 
status and the quality of the schools in East and West Austin. For example, the following parent 
referred to all East Austin feeder schools as "priority-one schools," unaware that Hernandez was 
a Blue Ribbon school. 

[Y]ou have taken three priority-one schools from East Austin, and thrown them into 
excellent schools from West Austin. And it's not that they are just so different. I mean, 
they have no basis for communication .... That is the basic problem, it's just that you have 
taken children from vastly opposite economic, ethnic backgrounds, and thrown them into 
school together and expect them to learn. And that's not going to happen. All you have 
are discipline problems, and you know it is not anybody's fault, it's just what has 
happened. 

Several parents expressed anxiety about their children's education in middle school. They 
suggested that the transition to a diverse school would be easier to handle either prior to puberty 
or when students were more mature. The following parent expressed these sentiments: 

I think that if they would have been together ... earlier in their educational career, it would 
have been fine; but I think that it's really tough when you come from a totally different 
background to really understand. You know, I think it's great that they're getting 
together and that they're learning about each others' backgrounds and cultures, but I 
think that to do it at this stage of the game when you've already gone through so much 
emotionally and physically, changewise, that it's a real difficult time for them to do it. 

Other parents volunteered that they could not shelter their children from ethnic diversity. Their 
children would witness the "real world" sooner or later. One parent told us, "[T]he problem was 
that we were so spoiled by Wilshire and it was not reality. And that Daniels is much, much more 
indicative of what schools in America are like now, which is kind of frightening." 

54 



Another issue which arose was the neighborhood school policy and when racial integration 
should take place. One mother stated her belief that having a consistent neighborhood school 
policy was preferable. She did not mind if the students were of any particular race, but she 
desired a "commonness" and believed that her daughter would develop a racist attitude at 
Daniels because the students from different ethnic groups were tracked into different classes. 
"[I]t's a great concept to have a racial and ethnic mixture ... but I don't think that getting put on 
one track, and the other kids are getting put on another track .. .is necessarily beneficial to either 
group .. .. I think the intention is good, but for everybody ... [it is] beneficial to have a 
neighborhood school policy ... through middle school, high school." 

Another mother observed, "To me a neighborhood school doesn't mean an all-white school, it 
means a neighborhood school, kids in the same neighborhood ... whoever lives in that 
neighborhood. I'm assuming that there's going to be more social, cultural, economic types of 
similarities of kids in the neighborhood. So whether they are Blacks or Indians, Hispanics, being 
in the same neighborhood is going to give them some more commonness .... " 

A Wilshire father explained that he purchased his home so that his children could attend 
neighborhood schools. The father stated, "When I was looking for a neighborhood to move into, 
I chose this one because my children would go to the closest elementary school, the closest 
middle school, and the closest high school. And there are very few places in Austin where that's 
still true." 

School choice was another theme that arose from our interviews. Many felt that if parents had a 
choice of what school their child would attend, there would be fewer problems at Daniels. Some 
parents questioned whether the cost of busing children outweighed the benefits of integration, 
pointing out that "sending little kids across town" was not a good idea. The African American 
and Hispanic students were the majority of the students bused. Many students from East Austin 
spent a good hour of their morning and afternoon riding on the school bus. One of the parents 
elaborated: "These children have to ride the bus for 45 minutes every morning. You know, that 
is not good. Are they learning anything? Is their education any better than if they went to their 
own neighborhood school? I don't know." 

Other Concerns 

Other themes that emerged from the interviews included safety issues and Daniels as a physical 
facility. 

Safety Issues. Many parents from Wilshire were concerned about their children being victims of 
crime at Daniels. They were worried that the children from East Austin would pick fights or 
steal their children's property. Parents emphasized this when they prepared their children for 
what to expect at middle school. Emerging from the transcripts were three themes that related to 
safety concerns at Daniels: the backpack policy, fighting, and stealing. 

Daniels recently implemented a policy that prevented students from carrying backpacks in 
school. According to parents, there had been several instances at the school involving weapons, 
such as knives and guns, and school officials felt that such activity would diminish if students 
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did not have a way to transport the weapons. Most of the parents interviewed had differing 
perceptions of the backpack policy. Some parents believed that the enforcement of this policy 
varied. 

Most of the Wilshire parents were concerned about fights. Some of the parents prepared their 
children for the change to middle school by making them watchful and expectant of problems 
that would arise. According to one mother, her child had anticipatory anxiety about being 
involved in a fight at school. 

Many Wilshire parents made their children aware of the possibility that other children might try 
to take some of their material possessions. Some were vocal about the need to teach their kids to 
stand up for themselves. 

Daniels as a Physical Structure. Many Wilshire parents were concerned about the condition of 
Daniels' facilities, crowding, and class size. One parent described Daniels as, "a forbidding 
building," "dark and not very inviting," and "dirty." 

A PTA-sponsored landscaping project at Daniels was led by two Wilshire mothers. One of these 
mothers described the goal of the landscaping project: " Landscaping it and really making it a 
much more visually hospitable place .... I think the theory behind it is that if the school looks 
good, you will be proud of it and you won't do anything to it. I hope that proves itself true." 

Crowding in the halls was another issue. A parent concerned about the crowding and its effect 
on student behavior reported, "The way the kids treat each other in the halls, you know, they're 
pushing into each other and calling them awful names. I don't think they'd do that if they didn't 
learn that at home." Concerns were also expressed about the large student population. Statements 
like "Daniels is overcrowded" and that it "is too much burden to put on any middle school" 
indicated that parents felt that the size of the student body was a problem. 

Hernandez 

Preparing Children for Transition to Middle School 

Many Hernandez parents prepared their children for the transition to middle school by visiting 
the school, warning their children to be aware of their surroundings, and preparing them for 
adolescent life changes. Some parents did not prepare their children for the transition; others 
indicated that other siblings frequently provided information about Daniels. 

Some parents relied on a visit to Daniels. One parent who visited Daniels explained: "We went 
over there on bus rides. [We] visited, and then they invited all the parents and the kids over 
there, and we went over there on a bus and we walked around campus." (This parent-student 
visit to the school informed the parents and the children about some aspects of the school 
environment and apparently reduced some of their anxiety about the transition.) 

Another Hernandez parent warned her child to be aware of his new surroundings: "I'll just tell 
him, you know, that he needs to keep an eye on everything that is going around. If he wants to 
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know, then he needs to ask questions. That's the only way he's gonna find out what to do." The 
parent hoped her child would feel comfortable enough with teachers or other authority figures to 
confide in them when necessary. 

Several parents observed that the change to Daniels was the first of many changes that a child 
must endure. One parent remarked, "But I told him that's a part of growing up ... You know he's 
just got to realize during your life you are just going to have to change, and I told him it's gonna 
be the same situation when he gets in high school. It's gonna be a lot different than middle 
school or junior high school in that effect." Another parent responded, "Well, I was telling her 
she'd be meeting other different students, you know, and from other different neighborhoods, 
and I told her, she' d have to get adjusted to that school. You're going into another environment. 
And I told her, it's just like changing a job." 

One Hernandez parent was typical of those who feared the new school environment and did not 
make efforts to prepare their children for the transition. 

We haven't [prepared him]. I don't even want to think of him going to another school, 
because I get scared. I just tell him to get along with them, and to stay away from 
trouble. I always tell him to stay away from trouble. "If you see somebody beating 
somebody, you walk away. And don't get involved in all of that. Because they can 
accidentally hit you or stab you. If you see a fight, you avoid it. Go in another direction. 
Because you don't have to get involved in all of that." 

She hoped that if her child befriended others and avoided confrontations, he would succeed in 
the new environment. 

Some Hernandez parents enlisted older siblings to prepare the younger children for the transition 
to Daniels. One explained, "Well, his sisters would talk to him, because they' re in the same 
school." In one instance, a Hernandez parent and an older sibling both discussed the transition 
with the younger child: "Yeah, me and my oldest talked to him about it, we told him that. 'It's 
going to be different than Hernandez. Be more kids and a bunch of classes; everyday, we change 
classes'." 

Other Concerns 

Other parental concerns included personal safety, transportation, and class size at Daniels. Two 
subthemes related to safety concerns at Daniels emerged from the parent interviews: the 
backpack policy and fighting. 

Safety Issues. As noted earlier, Daniels recently implemented a policy preventing students from 
carrying backpacks to decrease opportunities for bringing concealed weapons to school. In 
theory, only disabled children are permitted to carry backpacks, which are marked with green 
tags indicating that the student is excepted from the policy. 

Parent opinions about the policy and its enforcement varied considerably. One parent perceived 
that teachers had discretion in enforcing the policy. "They have their school supplies to carry, 
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and some teachers will not let them carry backpacks and some will." Some parents were 
concerned that students needed backpacks to carry heavy books, assignments, and supplies. They 
believed the policy was not consistently enforced, giving some children an advantage. 

Hernandez parents' primary safety concerns were gang activity and fighting. Although parents 
from each of the study campuses were concerned with their children's safety, Hernandez parents 
discussed gang activity at Daniels as a primary problem in and of itself. One Hernandez parent 
said, "There are a lot of fights over there. There are a lot of gangs as well. It's terrible the way 
the school is operated." 

Another Hernandez mother reflected a similar attitude: "I don't like Daniels. There is too much 
fighting and gang activity over there. I am afraid that those kids will involve my child in gangs 
or other types of bad things." Several parents indicated that the gang issue should be better 
addressed by school officials. 

Transportation. Transportation was a major concern because many families did not own 
vehicles. The Hernandez neighborhood is a long distance from Daniels; a one-way school bus 
trip takes at least 45 minutes, including the time at bus stops. This distance discouraged parents 
from visiting the school, volunteering, or meeting the staff . Several parents indicated that 
Daniels was simply too far to allow them to help their children there or be involved with school 
activities. 

Parents also observed that transportation problems would discourage Hernandez students from 
participating in extracurricular activities at Daniels or from receiving tutoring after school, 
because there were no late buses scheduled to allow students to return home. Additionally, 
students had only a short time to board the bus after school, further limiting the time available 
for after-school help from teachers. A Spanish-speaking Hernandez mother felt her son could not 
participate in after-school activities because of transportation problems. She said, "No, he can 
not participate, because the school is very far and there is not a bus after school for the children 
that stay to practice something." 

Class Size. Hernandez parents were concerned with class size at the middle school, and felt that 
teachers at Daniels would not provide the same individual attention that their children received 
at Hernandez. One mother said, "To me there's just too many kids in the class-the teachers 
can't deal with all of them." 

Another parent, whose child remained at Hernandez in the Young Scientists Program (described 
below), feared that she would lose the personal relationship with her child's teachers when the 
child transferred to Daniels. She expressed her worries by stating, "I'm not blaming the teachers 
[at Daniels] .... I'm afraid [students] lose that one-on-one individual [relationship with the 
teacher] .... We lose that bond [in middle school]. I'm going to lose it too, with the teacher." 

The Hernandez Young Scientists Program 

Hernandez's Young Scientists program allows selected students to remain at Hernandez for sixth 
grade, after which time they attend the science magnet program at Kealing Junior High School. 
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One motivation for many parents to have their children enroll in this program is that Kealing is 
substantially closer than Daniels. A mother of a boy in the Young Scientists program explained 
that she preferred for her son to go to Kealing: "At Keating, I'm closer to him if anything ever 
happens. Daniels is way out there. You know, they can call me for something, I can be there in 
ten minutes at [Keating]; Daniels not, it takes thirty minutes to get there .... " 

The children in the Young Scientists program had an advantage, because their parents generally 
were more involved in school activities. The selectivity of the Young Scientists program also 
resulted in smaller class size and, therefore, more individualized teacher attention. The parents 
could contact Hernandez easily because of the proximity of the school to the Hernandez 
neighborhood. Parents met staff while dropping off and picking up students from Hernandez. A 
Hernandez parent reported, "It also helps that the school is right there. Right now, we don't have 
a car, so it would be hard to travel." 

The proximity of Hernandez also made it more convenient for students to participate in 
extracurricular activities. Parents whose sixth-grade children remained at Hernandez reported 
much greater satisfaction in regards to communication than did those parents whose children 
went to Daniels. All of the parents whose children were in the Young Scientists program 
reported effective parent-school communication and parental involvement. Because the program 
selected the best students from Hernandez to remain there, those transferring to Daniels seemed 
at an academic disadvantage. (This issue is treated in a later section.) 

Adams 

Preparing Children for Transition to Middle School 

Strategies the Adams parents used to prepare their children for the transition to middle school 
included preparation for diversity, awareness of their surroundings, and increased 
responsibilities. Some parents were not concerned about preparing their children, whereas others 
indicated that other siblings frequently provided information. 

Many Adams parents prepared their children for what they would encounter at Daniels. Like 
parents from other schools, Adams parents instructed their children to be aware of their 
surroundings. One parent said: 

I told him, 'You are going into junior high now,' and I says, 'It's time to be more alert, 
you know, more aware of what's going on. There is a lot of things that go on in junior 
high and high school. Be prepared for it. If you feel like you are uncomfortable, just 
come to me and let me know.' 

Another parent commented, "We sat down and we told him, it's not gonna be like Adams, it's a 
bigger school and it's more kids." Parents were aware that their children would encounter a great 
deal of change and diversity at Daniels. Several emphasized the increased responsibility the child 
would have to demonstrate at Daniels. One parent explained, "You gotta look out for yourself 
'cause it is further from the house." Another commented: 
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I explained to her that she would have to grow up and be more responsible, and she 
wouldn't have elementary teachers who were sort of a mother, you know. She had to 
remember things. She had to be responsible. She had to try to keep up with her things 
and be able to make it from class to class without being late. We talked about getting 
along with children and being yourself-not following what other children are doing if 
you know that's not the right thing to do. You try to get them to go your way, and if they 
don't then just let it go. Just say, 'I don't want to do that.' 

Some parents were not concerned about preparing their children for the transition. For example, 
one African American father told us that his daughter had had previous contact with children of 
other minority groups, which decreased the need for preparation for diversity. He explained: 

When she went to Adams, that was the first time she was around so many Black people 
at one time in her life. When she started kindergarten, she was the only Black person 
there. When she started elementary school, there was just a few Blacks there. So she fit 
in well, she never had a problem with fitting in with other people, because when we lived 
in San Antonio, she had White friends, Hispanic friends, that she would spend the night 
with. So she doesn't have a problem with that. 

Other Adams parents depended upon older siblings to prepare their younger children for Daniels. 
One Adams parent said, "She has had cousins that went there and they told her their experience." 
Another parent reported her child had been briefed by an older brother and sister. 

Diversity and the Multicultural Environment 

Most Adams parents saw the transition from elementary to middle school as a necessary step in 
their child's preparation for American society. One parent explained that she approved of diverse 
schools: "I think that's good, because then, you' re gonna have that throughout your life, 
interacting with people from other walks of life, other parts of town." 

In general, Adams parents looked forward to opportunities for their children to interact with 
children of other cultures and ethnicities, opportunities most of them did not have when they 
attended school. One parent explained, "Well, he needs other friends from different areas. I 
mean, you want someone to understand your way of life, you need to understand that there's 
other ways of life too ... . You're going to meet people who celebrate Hanukkah and other things, 
and that's interesting to me. If you meet other cultures, you're talking to them about what goes 
on or what we do at home, and what we don't do at home." 

Other Concerns 

Other concerns included personal safety, transportation, Daniels' physical structure, and 
discipline and homework. 

Safety Issues. Personal safety of their child was a concern for nearly all parents. As with the 
other elementary schools, there were three subthemes that emerged from the transcripts-the 
backpack policy, fighting, and stealing at Daniels. 
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Most of the parents interviewed felt that various ethnic groups received differential treatment in 
the application of the backpack policy and believed that enforcement was racially biased. One 
Adams mother was asked if teachers treated students differently. Her reply: "Yes, my daughter 
has told me that they are not supposed to carry backpacks, but she sees some White kids with 
them in class. Based on my experience with some of the teachers at the middle school, I think 
some are racist." Most Adams parents who mentioned the backpack policy felt that White 
students received favorable treatment. 

Several parents believed that some Daniels teachers ignored problems of fighting and allowed 
verbal disagreements to escalate into physical confrontation. One parent related an incident in 
which an African American girl at Daniels had been harassed by another girl, who threw "paper 
at her and called her derogatory names in the classroom. She finally put an end to her torment by 
hitting the girl. I think that if the teacher had said something to the [first] girl, than there would 
not have been a need for her to defend herself." Other parents felt that there was inadequate 
supervision in the halls, the bathrooms, the cafeteria, and other areas where fighting occurred. 

Adams parents were also concerned about theft. One Adams mother responded with the 
following when asked about Daniels: "Since my [older] daughter has been going there, children 
have stolen three coats of hers. Apparently, the lockers are old and easy to break into. If they 
have hall monitors, then someone is not doing their job. I called and talked to her counselor, and 
he said that he was going to call back with information about the theft, but he never did." 

Because of lack of transportation, this mother had no other way to gain information about what 
happened. When telephone communication broke down, she was isolated. 

Transportation. Transportation to Daniels was anticipated to be a problem, because the Adams 
neighborhood is a 40-minute school bus ride from Daniels. To reach Daniels, parents had to 
have access to a vehicle or use public transportation. One mother observed, "I'm worried about 
the school bus situation, because its such a far ride home." The long trip to Daniels discouraged 
parents from visiting the school or from volunteering there. 

Transportation difficulties also limited student participation in after-school activities and 
spontaneous parent visits. Another mother explained, "You know, they don't have a way back 
home [if students stay after class]. There's not a bus, unless they play football. And sixth-graders 
don't play football." 

Daniels as a Physical Structure. Many Adams parents were concerned with the large student 
population, class size, and crowding in the halls. Adams parents felt that larger class sizes would 
limit the attention their children received from teachers. One mother responded, "I don't know 
how big the class is, but if the class is large, then this means that teachers don't get too involved 
with the pupils." 

Another concern was the crowding in the halls. A mother explained her perception of the 
Daniels hallways: "Well, from what I understand, Daniels is pretty compact at this time. There's 
quite a few students at Daniels .... From what I'm hearing, people are stepping on each other .... I 
think something needs to be done." 
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One mother of two children at Daniels described the hallways: ''There's so much confusion, so 
much noise .. .it seems like they are out of control, maybe when they get to class the teacher is in 
control, but when they're in the hallway they're just noisy .... " This mother felt that Daniels was 
too large and wanted to transfer her children to a smaller school. "I just think [my children] will 
do better where there is a smaller school." 

Discipline and Homework. Several recurring subthemes mentioned by the Adams parents 
included student discipline and homework. 

In some parents' view, discipline problems and policies were a problem at Daniels. Some Adams 
parents believed that students were disciplined differently because of race and were often 
subjected to more extreme measures of discipline, such as more frequent and longer suspension 
periods, than other students. 

In addition to discipline issues, Adams parents were concerned about the lack of homework. 
Two Adams parents reported that Daniels children could not bring textbooks home. One mother 
had wanted more homework assigned to her older child, but the student told her she could not 
bring books home. The mother explained, ''They don't have too much homework. Giving more 
homework would help .... She never brings books home, because she says that she uses the books 
in the classroom and that they have to leave the books there." 

Another mother expressed her concern about her son's homework: "I've seen my son bring 
books home three or four times since he has been at Daniels. He tells me that he does his 
homework in free period .... I told him, 'I would rather for you to do some there and bring some 
home so that I'll know that you are doing some work."' 
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Section ID. Daniels Middle School 

Survey Results 

Neighborhood and Community 

Daniels Middle School is located in North-central Austin. Over 90 percent of the residents in this 
well-established middle class neighborhood are White. Another six percent of residents are 
Hispanic and less than one percent are African American. The median price of property is 
approximately 25 percent higher than the Austin average. 

Table ill-1. Demographic Characteristics of Survey Sample (N=504)* 

Ethnicity Sex Family Type 

Hispanic 25% Female 53% Intact 57% 

African American 14 Male 47 Single Parent 26 

White 45 Step Parent 17 

Other 16 

Total 100% 100% 100% 

Low Income** At Risk** 

Yes 51% Yes 41% 

No 49 No 59 

Total 100% 100% 

*Sixth- and eighth-grade students, 1995. 
**Campus-wide data provided by Texas Education Agency. Low income percentages likely understate the 
proportion of lower income students. 

Daniels is situated at the intersection of two major thoroughfares. There are numerous businesses 
and restaurants in the area, including a major grocery store. There are also a public recreation 
center and a child care center in the vicinity, and dance, acting, and martial arts classes are 
located within easy walking distance of the school. 

Wilshire, Hernandez, and Adams are three of six elementary campuses which feed Daniels 
Middle School. While some Daniels students reside in the immediate neighborhood, many are 
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bused to the school from different areas. Some students are bused from West Austin, which is 
more affluent and predominantly White, but most are bused from neighborhoods east of 
Interstate 35 that are predominantly minority and low socioeconomic status. 

Analyses of student survey data confirm the diversity of neighborhoods which feed Daniels. 
Both White and African American students reported that most of their neighbors were of the 
same ethnicity. Hispanic students were found to live in African American and White as well as 
Hispanic neighborhoods. Hispanic and African American students were far more likely to have 
relatives in their neighborhoods than were White students. (See Table 4.01.) 

The plurality of the respondents (38 percent) reported that they had lived in their neighborhood 
for more than three years. Twenty percent indicated they had never moved from their current 
neighborhood and 17 percent had resided in the same neighborhood for less than a year. 
Residential stability varied by ethnicity. African American and Hispanic students were more 
likely than White students to have lived in their neighborhood for less than 3 years. 

Ninety percent of White students at Daniels reported feeling safe in their homes, higher than 
both the Hispanic (63 percent) and African American students (61 percent). Furthermore, fewer 
White students reported that there was drug dealing or gang activity in their neighborhood than 
did other ethnic groups. Hispanic students were less likely to report that the homes in their 
neighborhoods were clean and well kept. (See Table 4.01.) 

School Environment 

Nearly three-quarters of the Daniels sample liked going to school in general and about 80 
percent reported liking Daniels "okay." Sixth-graders liked both school in general, and Daniels 
in particular, more than did eighth-graders. Females in both grades were more likely than males 
to report liking Daniels "a lot." There were no ethnic differences in liking school or liking 
Daniels specifically. (See Table 4.02.) 

Overall students perceived Daniels teachers to be supportive. Responses indicated that teachers 
expected good behavior from students, cared about them, encouraged them to share ideas, 
respected their opinions, and provided help when needed. Notable ethnic differences, however, 
emerged in students' perceptions of teacher support. African American students were more 
likely than Hispanic students to indicate that teachers encouraged them to share their ideas in 
class and also more likely than Other students to perceive that teachers helped them when they 
needed it. White students were more likely than Hispanic students to report that teachers gave 
them praise. In contrast with minority groups, White students were the only group who did not 
perceive teachers to be overly demanding with respect to schoolwork. (See Table 4.03.) 

Perceptions of teacher support also varied depending upon the sex and grade of the student. 
Whereas girls tended to feel teachers cared about them and respected their opinions, boys were 
more likely to perceive teachers as being mean and demanding too much schoolwork. Sixth
graders were more likely than eighth-graders to feel that teachers encouraged them to share their 
ideas in class. 
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More than half of the students, 53 percent, reported spending less than one hour on homework 
each day. Nearly 42 percent engaged in homework between one to two hours each day. Only 
five percent of students reported spending more than two hours each day on homework. There 
were no differences in reported time spent on homework across ethnic groups, grade levels, or 
sex of the student. (See Table 4.04.) 

Supportive teacher behaviors (teachers who give praise, respected students' culture, etc.) were 
positively related to student satisfaction with Daniels, and perceptions of teachers as mean or 
overly demanding were negatively related to liking school. Perceived support from teachers was 
positively related to the amount of time devoted to homework. 

Eighty percent of the sample engaged in one or more school activities. Students were most likely 
to report involvement in music, dance, or drama (43 percent), sports (37 percent), and student 
government (28 percent). Significant differences in extracurricular involvement occurred across 
ethnic and grade levels. Reflecting school policies limiting the involvement of sixth grade 
students, eighth-graders reported more involvement in sporting activities, while sixth-graders 
were more likely to indicate involvement in activities such as debate, music, dance, and drama. 
Hispanic students (33 percent) and Other students (28 percent) were more likely to report no 
involvement in school activities than African American (13 percent) or White (12 percent) 
students. (See Table 4.05.) 

Self-reported school absence rates also differed by ethnicity. Hispanic and African American 
students reported a greater number of absences relative to White and Other students. Moreover, a 
greater proportion of African American and Hispanic students indicated that school was 
unimportant and classes were boring as reasons for absence. In addition, all minority groups 
were more likely than White students to cite missing the bus as a reason for school absence. 
Finally, Hispanic students were most likely to report needing to care for children as an 
explanation for absences. (See Table 4.06.) 

Students' academic performance, as reflected in both standardized test scores and GP A, were 
found to be significantly related to the number of absences. Students who missed more school 
had poorer grades and lower achievement scores relative to students who missed fewer days of 
school. 

Regarding satisfaction with the ethnic composition of the school, there were differences by 
ethnicity. Most Hispanic students wanted to see more of their ethnic group, while African 
American students were equally split between wanting more and perceiving the number of 
African American students at Daniels to be about right. The majority of White students felt that 
the number of White students was about right, but African American students were more likely 
to state that there were too many Whites. Students in the Other category held a very strong 
preference for more Asian Americans. Thus Hispanics, Asian Americans, and to a lesser degree, 
African American students at Daniels felt their groups were under-represented. (See Tables 4.07 
and4.08.) 

Most students at Daniels agreed that their teachers expected them to do well regardless of 
ethnicity, respected their culture and background, and promoted cross-cultural understanding. 
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However, White students rated teachers higher for respecting their ethnic background than did 
the Hispanic and Other students. Hispanic and Other students were more likely to disagree that 
their ethnic group was among the smartest at Daniels. Hispanic students were more likely than 
African American students to disagree that teachers expected them to do well in difficult classes. 
(See Table 4.09.) 

Regardless of ethnic group, students were evenly divided regarding whether or not they felt that 
others liked people from their ethnic group and whether they had seen racial epithets written 
about their group. African American students were more likely than White or Other students to 
strongly disagree that they were called names at school based on their race. Students from 
Hispanic and the Other groups consistently rated the school lower on fostering a supportive 
multicultural climate than did Whites and African Americans (See Table 4.10.) 

Famil.y Environment and Home-School Relationship 

Of students who knew their parents' level of education, approximately a third (35 percent fathers 
and 40 percent mothers) were college graduates and approximately 20 percent were high school 
graduates (18 percent fathers and 22 percent mothers). White parents were more likely to have 
completed college degrees. 

Forty-one percent of Daniels students reported that their parents never visited the school, while 
approximately the same percentage reported that their parents visited the school several times a 
year. There were no differences between sixth- and eighth-graders or males and females in 
reported frequency of parental visits to school. There were, however, differences among ethnic 
groups. Hispanic students were most likely to report that their parents never visited school. 
Moreover, White and Other students were more likely to report that their parents visited school 
more frequently than African Americans and Hispanics. (See Table 4.11.) 

A majority of the students, 57 percent, indicated that they lived in an intact, two parent 
household. Twenty-six percent lived in a single parent family and 17 percent lived in a 
stepfamily. Family structure varied by ethnic group. Sixty-one percent of the White students 
lived in intact, two parent families and 25 percent in single parent homes. Similarly, 61 percent 
of the Hispanic students lived in intact, two parent homes, and 20 percent in single parent 
households. By contrast, half of the African American student respondents lived in single parent 
households and one-third in two parent, intact households. 

The two most common reasons as to why parents did not attend school functions were either that 
the parents were busy or that everything was okay, thus a visit was not needed. White students 
were less likely to cite transportation problems, lack of time, and not being able to get off work 
as reasons for parents not coming as compared with all other ethnic groups. They were also more 
likely than all other ethnic groups to indicate that everything was okay. Hispanic students were 
more likely to indicate that their family did not speak English as a reason for lack of parent visits 
to the school. (See Table 4.12.) 

Family environments of Daniels students differed with ethnicity. African American students 
reported the most Acceptance/Involvement from parents, especially compared with Hispanic 
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students, but also viewed their families as significantly more Strict than did Hispanic students. 
(This suggests that the homes of the African American students are characterized by a more 
Authoritative parenting style than the homes of the Hispanic students.) All minority groups 
reported higher rates of family Stress compared with White students. Males were more likely 
than females to report higher levels of family stress. Students in single parent and step-parent 
families reported more family Stress than students from intact homes (See Table 4.13.) 

The family environments of students at Daniels also varied by family type. White and African 
American families had similar patterns with regard to Acceptance/Involvement. For both these 
groups, Acceptance/Involvement was highest in intact homes and lowest in single parent homes, 
with stepfamilies falling in between. Among Hispanic families, Acceptance/Involvement was 
low in both intact and single parent homes with somewhat higher rates reported for stepfamilies. 
Acceptance/Involvement was highest in the single parent homes of the Other students. These 
data highlight the complexity and diversity of family forms when both ethnicity and family 
structure are considered. 

Peer Relations 

Peer influence is especially strong during the middle school years. Survey results showed 
differences in the influence of peers depending upon ethnicity. White students reported having 
more friends who "are there for me when I have a problem" as compared to African American 
students. Hispanic students reported having more friends who had dropped out of school. (See 
Table 4.14.) 

On questions related to positive or negative influences of peers, every item reflected ethnic 
differences, with White students consistently more likely to report positive peer influences and 
Hispanic students more likely to report negative peer influences. White students reported having 
more friends who studied hard, did homework, got good grades, and were on the honor roll and 
fewer friends who talked back to teachers, got into fights, skipped school, belonged to a gang, 
worked part-time, or had serious boyfriends or girlfriends. 

Hispanic and Other students reported having more friends than White students who drank 
alcohol, used drugs, and carried weapons. Hispanic students reported having fewer friends who 
talked about going to college, got good grades, or were on the honor roll than other ethnic 
groups. Regarding school involvement, Hispanic students reported having significantly fewer 
friends who were involved in extracurricular activities compared with both African American 
and White students. Finally, African American students reported having more friends who get 
along well with their parents than Hispanic students. In short, Hispanic youth at Daniels appear 
to show a pattern of greater negative peer influence compared to other groups. 

Students were asked to indicate which crowds were in their school, to which crowds they 
belonged, and to which they wanted to belong. Ethnic differences were evident in many of the 
responses. White students were more likely than other ethnicities to identify with being in the 
Average/Normal, Band, and Prep crowds. Both African American aild White students were more 
likely to report being in the Popular-Nice and Jock/Athlete crowds than Hispanic students. 
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Hispanic students appeared to have high rates of participation only in their same ethnic crowd. 
(Results appear in Table 4.15.) 

Although rates were low for all groups, both African American and White students had fewer 
members who reported belonging, and wanting to belong, to the Druggie and Smoker crowds 
compared with Hispanic students. Hispanic students reported significantly lower rates of 
belonging to crowds associated with high levels of school involvement and low rates of 
involvement in crowds that were associated with increased time spent on homework. (See Table 
4.16.) 

Self-Concept 

Hispanic students at Daniels reported lower average self-esteem scores on the Rosenberg Scale 
than did African American and White students. They were less likely to feel satisfied about 
themselves, feel that they have a lot of good qualities, feel that they are able to do things as well 
as most other people, or feel that they are a person of worth at least equal with others. They were 
more likely to think that they do not have much to be proud of, to wish that they respected 
themselves more, and to feel that they are failures. (Results appear in Table 4.17.) 

As commonly found among adolescents, male students at Daniels had higher self-esteem than 
females. Males were more likely than females to agree with the items, "Overall I am satisfied 
with myself' and, "I am able to do things as well as most other people" than females. Females 
were significantly more likely than males to agree with the item, "At times I think I am no good 
at all." 

Interestingly, no significant differences were found between sixth- and eighth-graders at Daniels 
on any dimensions of the Rosenberg Self-Esteem Scale. Most research literature suggests that 
self-esteem begins to decline at age 11 and reaches a low point between the ages of 12 and 13 
before rising again. Hence, one would expect differences in self-esteem between sixth and eighth 
grade students. However, this was not the case. 

A key component of self-concept for minority youth is ethnic pride. As shown in Table 4.17, 
there were significant differences among ethnic groups in student responses to survey items 
measuring ethnic pride. African American students were more likely than other students to 
indicate strong agreement with the items, "I am proud of my raciaVethnic group" and "I try to 
learn more about my own group's history and heritage." African American students also strongly 
disagreed with the item, "I wish I were a member of a different raciaVethnic group." All 
students, regardless of ethnicity, believed that they had as good a chance of doing well as people 
from other ethnic groups. 

Summary and Conclusions 

The Daniels sixth and eighth grade survey population is characterized by wide diversity of 
ethnicity, parental education, family structure, geographical stability, and family style. The 
majority of students liked attending school, liked Daniels, and perceived their teachers to be 
supportive. Teachers were viewed as expecting good behavior, encouraging the sharing of ideas 
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in class, respecting student opinions, caring about students, and helping when needed. Most 
students reported they had friends in, and liked getting to know people from, different ethnic 
groups. 

Concern appears warranted in several areas, among them homework, school absence, parental 
involvement, and reported ethnic discrimination. The average time spent on homework per night 
was one hour, less time than was customarily reported by fifth grade students in the three 
elementary feeder schools. Second, an absence rate of more than one day in the previous six 
weeks was reported by almost one-fourth of the Hispanic and African American students. (Since 
school absence is a strong predictor of school dropout, this is of concern.) A third issue relates to 
the relatively low level of minority group parental attendance at school activities. Finally, as 
Table 4.10 indicates, nearly half of the respondents indicated they had experienced some form of 
ethnic discrimination at Daniels. 

Hispanic students at Daniels appear to be under particular duress. They reported the lowest self
esteem, perceived less teacher support, felt they don't belong, and had the highest rate of long 
absences. Reasons for school absence among Hispanic students included viewing school as 
unimportant, perceiving classes as boring, missing the bus, and having to care for younger 
children. Hispanic students at Daniels also reported feeling under-represented as an ethnic group 
and did not rate Daniels positively in providing a supportive multicultural environment. The 
majority of Hispanic students did not report membership in school-based peer groups, and they 
were more likely to report negative peer influences. (Both are often predictors of early school 
dropout.) 

Moreover, Hispanic family environments were perceived to be lower in Acceptance/Involvement 
and Strictness/Monitoring of the child, but also Stressed. Family environment is significantly 
related to both time spent on homework and school absence rate at Daniels. (It should be noted 
that nearly all minority students view their families as significantly more stressed than the 
families of White students.) 

Analysis of Observations 

Physical Environment 

School Appearance 

In 1994-95 observers noted trash lining the fences and around the school grounds, graffiti on the 
walls outside the gym, and the building in general need of paint. They also noted poor lighting, 
lockers and walls painted in a dull color, bathrooms not well-kept, and few decorations. 

In 1995-96 observers noted improvements-less trash, no graffiti, and the addition of new trees 
and bushes and a brick patio in front of the school. Changes were noted inside as well. The 
lockers had been repainted to a bright royal blue, and the art and gym hallways a bright white. 
Observers noted students painting elaborate, colorful window designs (similar to stained glass 
designs) for the front entrance to welcome people to Daniels. 
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Decorations and displays-various student art projects, banners, and bulletin boards encouraging 
school spirit and student responsibility-were noted in the hallway extending from the office to 
the beginning of the sixth grade hallway. On each of the grade level hallways, however, 
observers noted very little in the way of displays of motivation, school spirit, or student work. 

Several teachers emphasized the problem of antiquated school facilities. 

[The facilities] are the most frustrating thing right now .... We have phones but no lines. 
We have heating and air but we can't have heat when it's cold and we can't have air 
when it's hot ... the facility does influence our day-to-day mood. As you can see, here we 
are in the beginning of April and some of us are wearing turtlenecks because the air 
conditioning is so cold .... You can imagine what the kids are like. They're freezing. )'he 
teachers, we're freezing .... It's very difficult to be comfortable in a classroom in this' 
school-physically comfortable-which makes a tone or a mood that is not conducive to 
learning. 

Office 

The office was the nucleus of Daniels and set the tone for the school. Observations described the 
office as busy, "chaotic," with "lots of students and teachers milling around," "administrators ... 
assisting some students, other students ... standing around [waiting] to be helped, while other 
administrators .. .ignoring what was going on and attending to their business." It appeared that 
sometimes students, visitors, and parents had to wait several minutes or longer before office 
personnel noticed them. The overall impression was rather bureaucratic and institutional. 

Classrooms 

Teachers arranged students' desks mostly in one of two ways: in separate rows or split in half 
facing each other. Teacher movement appeared to be more natural and fluid in the row design, 
allowing the teacher to walk easily up and down the aisle to monitor student work. In the split 
arrangement, teacher movement appeared more limited. Also, students were forced to turn either 
their heads or bodies to see the overhead projector. It appeared that the teachers rarely sat at their 
desks during class; when they did, it was usually to do paper work. 

The decorations in the classrooms usually reflected the subject matter taught in the class and 
were commercially manufactured or made by the teacher. Only rarely did observers note student 
work displayed in the classroom. 

Crowding 

Observations of the hallways indicated that Daniels was crowded. Observers commented, ''The 
hall is crowded and noisy." "Voices meld together with all the other students and teachers, the 
metallic banging of locker doors closing, and the general bustle of the hallway." Additional signs 
of crowded conditions were the eight portable classrooms in use and several "roaming" teachers 
who were not assigned permanent classrooms. As one language teacher explained to an observer 
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dwing class in the cafeteria, " We usually meet in the band room, but sometimes they shuffle us 
around." 

Busing 

Because of school feeder patterns, several groups of students are bused to Daniels from various 
areas in East Austin. Most of them are ethnic minority students. Observers described the buses as 
crowded and noisy. While there were White students who rode buses, their buses were smaller 
and not so full. Not all minority students, however, rode the bus. One Hispanic girl volunteered 
that she did not ride the bus because "My mom ... thinks riding the bus is too dangerous." 

Busing has made it difficult to establish or build a community of students or parents at Daniels. 
As one teacher commented, "There isn't a community at Daniels because kids come from all 
over .... Two-thirds of them are bused from all over the city .. .. Kids who are bused here can't do 
after school activities because they have to go home." 

Teaching Dynamics 

This portion of the study examines three major themes which emerged from our classroom 
observations. The first, teaching skills, discusses qualities perceived as teaching skills or 
strengths. The second topic, instructional methods, discusses different ways in which teachers at 
Daniels managed the actual instruction in the classroom. Teacher attitude deals with two main 
themes: those attitudes which are overtly directed at the students, and "suppressed" attitudes, that 
is, attitudes teachers may hold but do not directly express in the classroom. 

Teaching Skills 

This section is devoted to the discussion of attributes perceived as teaching strengths or skills. 
Some of these are not skills in the concrete sense, but rather matters of awareness and sensitivity. 
Others, such as the use of humor or the ability to redirect, are more a reflection of teacher 
personality and experience. As the examples below illustrate, teachers at Daniels had a variety of 
instructional approaches, varying levels of tolerance for different types of interactions, and a 
range of attitudes toward student behavior. 

Ability to Redirect. This skill refers to the ability to keep oneself above student resistance or 
diversions and at the same time to redirect the student's attention to the lesson at hand. In our 
observations, there were various examples of teachers' being distracted by students or getting 
drawn into arguing on their level, as well as examples of teachers exhibiting the ability to 
redirect. 

In the following examples, teachers did not redirect but rather got distracted and drawn into an 
argument with a student: 

In one class, students were working on a reading assignment. A girl began to cry because she sat 
in chewing gum, and a boy said accusingly to the teacher, "You made her cry!" The teacher 
commented, "She made herself cry, just because she got some gum on her pants." 

71 



In another class, the teacher had the students working on an assignment, but had little control or 
authority in the classroom. The teacher went over to three boys who had been snatching each 
other's papers. The teacher confronted the boys about not doing their worksheet. They said they 
had finished. The teacher responded, "I'll bet you $1000 if you can show me you did it, because 
you didn't." 

In the following examples, teachers exhibited the ability to skirt student distractions, and to 
avoid arguing with students on their level. 

In one class, the teacher put up a pop quiz on the overhead, and some students wanted to know if 
it was for a grade and if they had to write the whole sentence. The teacher didn't respond, and 
the students threatened to sue. Rather than lowering himself to argue with them about wl;ly they 
couldn't sue him over something like that, he cajoled them, saying, "I'd let you write do~just 
the word [as opposed to the whole sentence], but if you're gonna sue me .... " The students backed 
down, one even suggesting, "What if we write down that we won't sue you?" The teacher agreed 
to let them write down just the word. 

Students in another class were supposed to be looking through magazines for pictures to 
illustrate a writing assignment. Two got sidetracked by a picture of three birds. The teacher 
redirected them to the themes of their assignment, and took the picture, saying "You know, I 
want you to write about this picture later ... wouldn't that be cool to write about?" 

Showing Purpose. This refers to whether a teacher makes an effort to tell students not just what 
to do, but why it is necessary or will be helpful to them, giving them the reasons behind activities 
or rules. 

Students in a sixth-grade class were playing an interactive game where, one at a time, they asked 
each other questions to "stump" each other. When one student continued to stump her classmates 
so that no one else got to be the "stumper'' the teacher allowed another student to take a turn 
saying, "Let's remember, the purpose is to review for the test." 

An eighth-grade teacher explained about group work, "Look, in cooperative groups, you've got 
to learn to trust people in your group. You have to ask them questions first, and then come to me 
if they can't answer them." 

Students in an eighth-grade class were raising their hands and the teacher didn't call on them, 
but explained why, saying, "If you would all just hold your questions, I might answer them 
because I'm not finished explaining yet." The students put their hands down. 

Emphasis on Testing. When teachers put emphasis on learning, they seek to focus the students' 
attention and efforts on improving their comprehension; when they put emphasis on testing, they 
focus student attention on the grade they will be making for a class or assignment. It is important 
to recognize that the school-wide policy of T AAS warm-ups is one overarching example of 
emphasizing grades or scores over comprehension. 
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The following are examples of teachers emphasizing grades and test scores. 

Students in an eighth-grade class were working on a TAAS warm-up. The teacher addressed 
several girls who were talking, "Come on girls, let's go. You're gonna be graded on this and you 
haven't even started." 

In an eighth-grade class the teacher was doing a grammar lesson. "I know it's not your favorite 
thing to do, but it's on the TAAS. I've got to have all eyes up here." Then again, a couple of 
minutes later, "I'm really sorry, but this is on the TAAS test. I know they are not going to ask 
you this in real life, but hey, what do you have to do to get your diploma? Pass the TAAS test." 

An eighth-grade teacher had the students open notebooks to "problems six and seven" and was 
walking around the room looking .at them. She came to a girl and commented, "You didrf t do 
six and seven? This won't be good for your average." 

The following example is of a teacher de-emphasizing the importance of grades. 

The teacher had students taking a pop quiz and ignored questions about whether it was for a 
grade or not. He told them only at the end of class, when some were concerned about not having 
finished, "If you haven't finished, just tum it in, because it is for review purposes and will not be 
for a grade." 

Respect for Stu.dent Privacy. This attribute is often difficult to identify, because it is mainly 
conspicuous by its absence. If a teacher has respect for a student's feelings or privacy in regard 
to home or school problems, medications or handicaps, and does not mention them where other 
students might overhear, there will be no observation of it. For this reason, most examples from 
our observations were instances where respect for students and their privacy was lacking. Our 
observations suggested that the most prevalent form of exhibiting a lack of respect for student 
privacy was revealing that a student was on medication. 

The following examples illustrate lack of teacher respect for student privacy. 

One sixth-grade teacher was agitatedly speaking to a boy in the front row, "Put your keys away; 
get out your book. I'm not going to do this today-I don't care whether you've had your 
medicine or not." The comment was loud enough for other students to hear. 

In a reading class individual students were reading aloud to the whole class. The teacher made a 
coIIUiJ.ent to the observers, "I'm just waiting for the Ritalin to kick in." 

When a student began playing with his pencil after several minutes of inattentiveness, the 
teacher said to the student, "Yesterday your medicine kicked in. Today you want to play." When 
the students asked the teacher what was meant, the teacher told the class that the student was 
prescribed "twelve different kinds of medication." 
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During a lunch detention a teacher identified lower socioeconomic students by asking, "Who has 
free lunch? Raise your hands .... Who's on reduced? The rest of you owe me a dollar and thirty
five cents." 

One teacher came up to a heavyset Hispanic girl who had been talking to a boy, saying, "I know 
it's not just him. Yours is a voice I can't stand." 

The following is an example of a teacher exhibiting respect for a student. 

The class was shop, and a student had just finished varnishing a piece of wood, saying ''I'm 
done." The teacher replied, "I'll take care of it. I don't want you to get it on your clothes." 

Skill in Motivating. There are a variety of techniques that a teacher may use to motivate students, 
the most obvious of which are direct praise, offering rewards, and giving recognition. The 
opposite may be a noteworthy absence of words of encouragement or praise, using a negative 
comparison, or verbal discouragement. Our observers noted numerous examples of positive 
reinforcement, and only a few in which the observers felt that teacher encouragement was 
conspicuously absent. 

The following examples illustrate teachers praising, encouraging, or otherwise offering positive 
reinforcement to students. 

In one-sixth grade class the teacher had the students writing down as many nouns as they could 
in a given amount of time. She used short words of praise often, asking for examples, "Who has 
got 20 nouns? Super! 30? .. .40? ... 50? ... All right- Super!!" 

In an eighth-grade class, the teacher was complementing students on letters they had written. She 
used more detailed, elaborate praise, saying for example, "Your sense of voice is great. It's like 
listening to you talk or speak. It's wonderful the way you did it!" 

A lifeskills teacher often used expressions of praise and showed interest in the students by the 
frequent use of their names. For example, she was helping a severely handicapped boy throw 
aluminum cans in a trash can for recycling. He threw, without looking down, and got one in. She 
praised him, "That was very nice of you." 

An eighth-grade teacher praised the students indirectly, conveying her high expectations for 
them through her words. She told students that they would have a substitute teacher the next 
week. She said, "I've written notes to him about most of you. He knows you are good students." 

A sixth-grade teacher had two colorful bulletin boards. One was a "gum-ball board" where 
classes as a whole got a "gum-ball" for doing well. When a class period got a certain number of 
gum-balls, the teacher gave them a special reward. The other bulletin board was "the Cat's 
Meow" which was for recognition of individual student achievement. 

74 



The following examples indicates an absence of some sort of motivation from the teacher. 

A student proudly brought to the teacher's attention the fact that he was finished, saying "I'm 
done." Far from offering encouragement, the teacher said to him "put your tiles back in the 
bag"- thereby focusing on what the student didn't do rather than what he did do. 

A girl collected papers from all the students at a teacher's request and brought them to him; he 
gave no word of thanks and just told her to put them on his desk. 

Use of Humor. This attribute refers to whether a teacher is able to use humor (jokes, lighthearted 
teasing, laughter) during a class to facilitate the learning and comfort of students. (It is important 
to note that certain teachers may establish a good rapport with their students without the frequent 
use of levity.) 

The following are examples of teachers using humor. 

In an eighth-grade class, the students were reading aloud from a book. A student read the first 
section. After she finished, the teacher said, "Oh, that's heavy, isn't it?" maldng fun of the book. 
The students laughed. Later, a boy read one word, overemphasizing the second syllable in the 
word, "cupfuls." The teacher corrected him jokingly, "not, 'cup fools.'" All the students 
laughed, even the one who made the mistake. He corrected himself, "cupfuls." 

The teacher in a sixth-grade class called on a student named Donna for an answer. An African 
American boy spoke up. The teacher stressed, "DONNA," and looked at him. He said something 
again and she said, "Donna, you're looking lovely today." The observer noted that it was 
lighthearted humor that the students appeared to be used to and comfortable with. 

Personal Concern for Students. This quality refers to incidents where the teacher exhibits an 
interest in the student that goes beyond what is necessary in the classroom. Our observations 
yielded several examples of teachers exhibiting a marked personal interest in their students. 

In the teacher's lounge, one teacher called a student's parent on the phone and observed that 
usually the student was very good in class, but yesterday was "singing and carrying on." The 
teacher remarked that this was unusual for the student and asked, "Is there something going on at 
home that we should know about here at school?" 

Students had a three day testing period coming up and an eighth-grade teacher reminded them 
that they would need no. 2 pencils. The teacher also told them, "Now, what you all need to do 
tonight, and every night of testing, is get a good night's sleep." 

A teacher, in what an observer termed a "light and non-accusatory tone," expressed concern to 
the class that they too often didn't have their work for class and were forced to resort to excuses 
such as, "I left it in my locker," or, "I forgot it." The teacher communicated concern that the 
students get organized and offered to help them do this. 
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Flexibility. Flexibility is the ability for teachers to be able to adjust to the dynamics of a 
particular class or instructional situation. We observed several examples. 

A teacher had students doing an exercise, embellishing a paragraph by adding more sensory 
information. She told them that they initially had ten minutes, but remarked, "if we need more 
time, I'll reset the timer." 

Another teacher noted to the observer at the end of class that she deviated from her lesson plan 
of the day, saying, "This is what it's like teaching. I didn't plan to teach verb agreement, but it 
came up. They needed it." 

lnstructi.onal Methods 

Individual and Group Techniques. Our observations revealed great variation in the methods 
teachers used for instruction in the classroom. A teacher may have the students work 
individually, in pairs, in groups, or a combination of these. Our observations also displayed the 
occasional use of "competitive learning," whereby a teacher uses a game format. 

Examples of individual work are included below. 

A sixth-grade teacher had students working individually on some questions which would be 
checked in class. 

In one class, the teacher had the students working on individual assignments. She walked up and 
down the aisles, helping where it was needed. In another class the students were working 
individually on the process of sanding, shellacking, and steel-wooling material. 

We observed several examples of group work. 

A sixth-grade teacher had students working on a project building bridges with toothpicks. They 
were in 5 groups with 4 to 6 students in each group. The teacher walked around the room from 
group to group praising, giving suggestions, quieting off-the-subject-talkers, and answering 
questions. 

Another teacher assigned students to work in groups, moving from one group to another, to 
share ideas and check their work. The observer noted that the students were talking, laughing, 
and teasing one another, and that the teacher appeared comfortable with the noise level, telling 
the observer at the end of the class, "I know there was a lot of noise, but they got their work 
done." 

Some teachers used combinations of individual and group work. In one class, a group of students 
in the center tables of the room were working individually on a poster project, while groups of 
two or three students worked on worksheets at the tables around the periphery of the room. 

76 



Use of Busy Work. There are times when one or more students finish earlier than the rest of the 
class, or when an entire class finishes before the time allotted for the exercise has expired. 
Teachers often assign these students "busy-work" to keep them occupied during these instances. 

One teacher attempted to avoid busy work. In a sixth-grade class, a student volunteered she had 
nothing to do. The teacher suggested she study for a spelling test that week or take notes on her 
research paper. 

In some cases, busy-work was a "reward" for task completion. Two boys were working together 
in an eighth-grade class and finished a worksheet early. They had already done a crossword 
puzzle and the teacher gave them a sheet to unscramble words that had been scrambled. 

"Milking" vs. "Feeding." These two styles describe different patterns of information flow 
between the teacher and students. "Milking" refers to a teacher's drawing out responses from 
students, encouraging them to think analytically. "Feeding" refers to teachers delivering 
information on a subject to the students without eliciting their thoughts and ideas. 

Examples of the "milking" style are shown below. 

Students in sixth grade were reading the editorial pages. The teacher prompted the students to 
give personal consideration to the reading by asking what they thought: "Are the first two 
opinions negative or positive?" 

In an eighth-grade class students had just finished reading "The Mongoose," and the teacher 
asked, "What did we find out about the mongoose? Start talking .... " One student responded, 
''They kill snakes!" Another, "Good fighters." The teacher asked a third student, "What did you 
get out of the mongoose story?" The teacher went around to each student with this question, so 
that everyone got to answer. 

An example of the "feeding" style follows. 

Individual students in sixth grade were reading aloud to the whole class. A student whose tum it 
was, struggled with the next sentence. The teacher coached him through every word. The 
observer noted, "he was almost there with some of the words, but was given the word before he 
could get it out of his mouth." 

Teacher Attitudes 

This section treats two main themes: those attitudes which are overtly expressed to students in 
the classroom, and those which are covert, or not directly shared. These covert attitudes may 
become known when teachers discuss them privately with observers or when they emerge in 
other ways, as discussed below. 

Overt attitudes. The following two examples are illustrations of a teacher projecting excitement 
and energy-a positive attitude-through voice and expression. 
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An eighth-grade teacher was describing fictional characters and asking the students to draw 
conclusions about them. The next character was Carla. The observer noted that the teacher's face 
became very animated, and her voice was louder and more energetic as she described this 
character. "Listen to what I'm going to say about Carla .... " 

A teacher walked around a sixth-grade class explaining a worksheet the students were about to 
work on. Even though the class was the last period of the day, when teachers and students both 
could reasonably be expected to be flagging, the observer noted, "She speaks in a loud, energetic 
voice and does not appear to be tired." 

The following examples illustrate negative teacher attitudes: 

Students in a sixth-grade math class gave an incorrect answer to a division problem the teacher 
had written on the chalk board. The observer noted that the teacher did not rephrase the question 
or try a different approach. When students still did not understand the example, she got more and 
more frustrated. Finally, she banged her head on the chalk board and said, "I just can't take 
this!" 

An observer noted a conversation between a teacher and a student as they left the office. The 
student asked the teacher what he should do. The teacher responded that she didn't care what the 
student did, because he was going to do what he wanted to anyway. 

During the administration of the survey to the students, a teacher within earshot of students told 
observers, ''This is the worst class I have ever had in all my years of teaching. I am afraid of 
them because most of them-the Hispanics and Blacks-are gang members. You really can't do 
much with them anyway. They simply cuss and cause trouble. They don't want to learn." 

Covert attitudes. Covert attitudes may be revealed in various ways, such as exchanges between 
teachers, teachers and observers, or teachers and parents. These attitudes may also be revealed 
by casual or off-hand remarks made in the classroom. 

Eighth-grade students were curious about one observer's identity. The teacher told them the 
observer was there from Channel 7 news to do a report on their bad behavior. The students 
appeared to take her response seriously, because one said, "I knew I saw her somewhere. I saw 
her on TV!" The teacher made no attempt to correct their misapprehension. 

In one class, a substitute teacher found his students unmanageable and used duplicity as a 
method of dealing with them. 

The class was reading a short play aloud when two girls came up to the teacher claiming 
to be sick, and asked for passes to the office. The substitute teacher refused and the first 
girl stormed out. The second student cajoled, "Why won't you write me no pass?" The 
teacher threw the booklet of the play down onto the table in front of him, picked up a 
piece of paper and asked gruffly, "What's your name?" She rolled her eyes and said 
defiantly, "Well, I guess I don't know!" He replied, "How am I supposed to write you a 
pass if you won't tell me your name?" She retorted, "That ain't look like no pass to me!" 
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The substitute snapped, "Well, it's not. It's a referral, and that's what I'm gonna' write 
for you." She headed for the door, muttering, "I ain't got to tell you nuthin," and 
slammed the door. 

In the faculty lounge, two teachers were discussing a project they were planning and trying to 
decide whether it should be a group or individual project. One teacher said, "You know if we 
make it a group project, there's always gonna be that lazy kid that doesn't do anything. If we 
don't do groups, then those kids can't slide by." 

A teacher in a sixth-grade class told the observer, "I have a real split class. Half of them are 
Honors and half of them are troublemakers. A lot of them are absent today, so I'm glad." 

An observer in another sixth-grade class asked if she could view the class. The teacher 
responded, "Sure, but this is a math class that is more like a zoo .... These are very low 
achievers." 

Classroom Dynamics 

Another component of teaching skills is the scope of classroom interaction and the extent of 
class involvement in the lesson. It is instructive to observe the relative noise level in a classroom 
as well as the kinds of interactions between teachers and students. 

Breadth of Classroom Interactions 

In a sixth-grade class, the teacher was facilitating an exercise that involved students taking turns 
asking each other questions on material that would be later tested. Everyone seemed to be 
enthusiastically participating and the teacher engaged students from all parts of the room so no 
one could get bored or go unnoticed; all students appeared to be comfortable in the class. 

In another sixth-grade class, the teacher was leading a lesson on "how to draw conclusions." She 
made a conscious effort to include everyone by asking about halfway through the lesson, "Is 
there anyone out there who hasn't shared?" The teacher paused and looked out at the class, but 
no student said anything. "We're back to raising hands. I just wanted to give the others a 
chance." 

In an eighth-grade class, the teacher was reviewing an exercise on material that the students 
would be quizzed on later in the period. The teacher elicited words in Spanish from a list in 
English on the overhead and the students responded in unison. Everyone participated in the 
lesson. 

In contrast, there were some observations of classrooms that lacked participation from all 
students in the class. Instead, the teacher usually called on only a few students to answer 
questions. There did not seem to be a conscious effort on the teacher's part to get the entire 
class involved in discussions. 
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Noise Level 

The amount of acceptable noise level in a classroom usually depends on the teacher's style and 
the type of lesson being taught. Some teachers appear to tolerate a moderate amount of noise, 
while others seem adverse to even the smallest amount. 

Some examples of low noise level classrooms follow. 

In a sixth-grade class, students were taking turns reading their Halloween stories aloud in front 
of the class. The classroom was quiet except for the reader. 

In a sixth-grade class, the teacher was going over the guidelines of an exercise she wanted the 
students to work on in class. There was "little noise as the kids heeded [the teacher's] 
instructions .... " 

Examples of a few classes where a medium noise level was observed are shown below. 

In a sixth-grade class, students were taking turns answering questions aloud. "Some talking 
aloud was okay and the teacher quieted them if it got too out of hand." 

In an eighth-grade class, the teacher was explaining a math concept and afterwards, allowed the 
students to work on their homework. "The students socialized during this [homework] 
time ... [and there was a] hum of noise." 

Here is an example of a classroom that contained a high level of noise. 

In an eighth-grade class, the teacher reviewed an assignment and then let students study on their 
own. The students were "pretty loud with voices of students talking to each other .... " They 
"whispered loudly to each other ... [they] giggled; [there was] singing, dancing; the classroom was 
buzzing with conversation again." 

Casual or Formal Teaching Style 

Teaching styles can be described as casual, formal, or somewhere in between. A more casual 
style allows for a loosely structured class that has fewer or simpler guidelines and more 
flexibility in routine. Some leeway is given to student behavior; students are relatively relaxed 
and may joke around, as long as progress is being made towards completing the daily 
assignment. The teacher disciplines fewer student actions that are not directly related to the 
assignment at hand. For example, in a sixth-grade class, the teacher had placed a transparency on 

. the overhead projector with the homework answers on it. There was a playful atmosphere, "a 
Black boy touched the hair of the White boy behind him .... It was apparent that the Black boy 
and the White boy were friends." The teacher did not comment on nor reprimand this display of 
camaraderie. 
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In another sixth-grade class, the students were instructed to get out their reading. It was a casual 
environment. One student "was grinning, jangling a set of keys ... a girl was standing up taking 
off her jacket ... she was laughing .... " 

In another class the teacher remained calm and upbeat as different students moved around the 
room and spoke to other students, or fidgeted and talked at their desks. 

At the other end of the spectrum, a teacher may use a more formal teaching style with a clear 
routine that is followed by the teacher and students in their interactions. Students usually raise 
their hands to speak, and the teacher usually follows a question-and-answer pattern. Some 
examples of this type of teaching style are given below. 

In a sixth-grade class, the teacher told the class that they would be going over exercises from a 
chapter in their textbook. "Students were respectful, quiet, and they raised their hands." 
Throughout the observation, there was little indication that students joked around or deviated 
from the structured lesson. 

In an eighth-grade class, the class was learning how to write using more elaborate and 
descriptive words. The teacher went over "step-by-step directions, pointed to explicit 
instructions, spelled everything out so as to avoid confusion." The students appeared to abide by 
this formal class structure. 

Student Interactions 

Interactions students have with each other can indicate the cohesiveness or closeness of the 
group and how the students view one another. 

In a sixth-grade class, the teacher listed the day's assignment on the overhead projector and 
students were to work individually at their own pace on each of the assignments. One student did 
not quite understand the work, "[H]e turned to his neighbors and asked for directions ... this 
cluster of kids seemed to work well together." 

Another example shows students engaged in more playful exchanges. 

In an eighth-grade class, the class was going over a worksheet. Some students were joking 
around. A student smiled cockily and glanced at the girl to his right...she gave him a mock
disgusting look. There were "giggles," "snickers," and "camaraderie." 

Some student interactions can be considered more disruptive. 

In a sixth-grade class, the teacher went over the T AAS practice exercise with the class, and then 
students were able to design and color their reports. Students were talking among themselves 
while the teacher was talking and at one point, the teacher said, "Folks, this talking is making me 
crazy." 
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There was a wide range of observed student-teacher and student-student interactions and 
behaviors at Daniels. Students may be given the flexibility by one teacher to act more fluidly in 
one particular classroom, while another teacher may be less tolerant of that type of behavior. 

Management of Behavior 

Classroom Behavior 

There was a range of classroom behavior and structure observed at Daniels. One was a more 
regimented style where the teacher had specific classroom rules, a routine to be followed, and 
enforced compliance. Some examples appear below. 

In a sixth-grade class, there was an established routine. A transparency displayed on the 
overhead projector explained what students were to do that day, and students raised their hands 
before talking aloud. The students seem to obey the teacher's instructions and no incidence of 
misbehavior was observed. 

In another sixth-grade class, interactions were orderly, structured, and planned. The teacher 
commented to the observer, "You know why I have everything under control? I have these 
passes (points to discipline forms). If they don't get any of these, I give them one token which 
they can tum in for treats." 

A second type of classroom structure is where the teacher has established behavior expectations, 
but they are not consistently enforced. Some examples are shown below. 

In a sixth-grade class, the students were just entering the classroom and the teacher 
placed a transparency on the overhead projector with the homework answers on it. It 
appeared that she expected the students to check their homework with the correct 
answers on the transparency. Students shouted out answers aloud and instead of the 
teacher quieting down the class, a boy told the class, "Quiet, I'm trying to learn." It 
seemed like the class was loosely managed for most of the observation, until the teacher 
blew a whistle and asked, "What do you do when you have finished your work?" The 
class said in unison, "Sit down and be quiet." 

In another sixth-grade class, the teacher was reviewing a T AAS exercise. The teacher read the 
questions aloud one at a time while the students called out the correct answer. The teacher tried 
to eliminate all extraneous talking, "We have lost 10 minutes while you play folks," but the 
students did not comply. 

The third type of classroom is a more loosely structured one where the teacher does not seem to 
have an established discipline policy in place. An example is shown below. 

In an eighth-grade class, the teacher was going over a T AAS drill. Students talked while the 
teacher talked, calling out answers. The class was unstructured. The teacher was not really in 
control and there was little classroom management. Nor did the teacher attempt to discipline the 
students for unruly behavior. 
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Posters and Signs 

Another method of managing behavior is to have posters or signs in the classroom which remind 
students of various class rules. Rules differ from room to room and from teacher to teacher, and 
a sign informs students of what that particular teacher expects. Some posters had positive, 
"motivational" messages. 

A sixth-grade class had messages written on light bulb cutouts: (1) "Don't wait for your ship to 
come in; swim out to it." (2) "You may not be responsible for your heritage but you are 
responsible for your future." (3) "Results & Responsibilities, not excuses." 

In an eighth-grade room, posters announced, "Your 'I will;' is more important than your IQ" and 
"Don't tell me what kind of day to have." 

Other posters took a more negative or reprimanding approach. 

In a sixth-grade class, a sign read, "When I collect 3 notes from the same person, they will be 
mailed home." 

Hall posters announcing field trips cautioned, "Students cannot go if (they have): (1) continual 
violation of team rules, (2) office referrals, (3) failure in 1 or more classes for the 4th six weeks, 
(4) outstanding detention, (5) suspensions, (6) ISS, and (7) library obligations." 

A sign on one classroom door warned, "No candy! No gum! Detention will be given!" 

Use of Language 

Teachers used a variety of language to reprimand their students and manage their behavior. 
Some reprimands contained humor, others were more direct and authoritarian, and a few were 
condescending. 

In an eighth-grade class, students were writing thank-you letters and decorating them with cut
outs from magazines. In a firm, but polite voice, the teacher said, "Sweet pea, Miss Jackson, will 
you get to work?" The teacher did not raise her voice but used a calm and warm tone. 

In a sixth-grade class, the teacher told the students to be quiet so they could hear a student 
answer "Let the kid think about the answer," he explained. 

In an eighth-grade class, students were working on writing letters and the teacher asked the class 
a question. "[It is] lovely that you all have opinions to express, but I can't understand you if you 
all talk at once." 

In a sixth-grade class the teacher stated, "All right, the bell has rung. You should all be 
sitting down, mouths shut, books open." She put up an overhead and some students began 
talking. The teacher suddenly snapped at the class, "I didn't say to start talking. Just because 
I put up an overhead and I'm talking doesn't mean you talk." 
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In an eighth-grade class, when announcements were being read over the P.A. system and the 
students started to talk among themselves, the teacher said in a loud voice, "Y'all be quiet." 
Then, "OK. I'm gonna start assigning detention." 

In an eighth-grade class, a student made a comment aloud, and the teacher replied, "I don't want 
to hear you." 

In a sixth-grade class, when a student was speaking when she should not have been, the teacher 
said to the student, "[Y]ours is a voice I can't stand. Responsibility. Take some. When she takes 
some responsibility, we'll go on." 

School Policies 

School policies affect dynamics at Daniels in various ways. Policies observed during our study 
which appear to have an impact upon a student's school experience include emphasis on 
preparing for the T AAS test, use of the Prime Time period, demands on parents, disciplinary 
policies, and distractions for teachers. 

TAAS 

One school-wide policy which had a direct impact upon the curriculum was the requirement that 
T AAS warm-up exercises be done by all students. Teachers, regardless of class subject matter 
were required to dedicate part of their first or fifth period lesson to the T AAS warm-ups. In 
addition, some Math and English class periods are dedicated entirely to T AAS preparation work. 

The approaches taken by teachers who were observed doing T AAS-based exercises ranged from 
creative to rather unenthusiastic. Some teachers explained to the class why they were working on 
T AAS exercises. One teacher gave the following reason. "It shows how much we care, how 
much every teacher cares how you do on the TAAS. You should see the teachers in the morning, 
rushing around trying to make copies and stuff for you." Another teacher apologized to her 
students when they appeared unenthusiastic about the TAAS review. "I'm really sorry, but this is 
on the TAAS test. I know they are not going to ask you this in real life. But hey, what do you 
have to do to get your diploma? Pass the TAAS test." Still another told her charges, " ... you want 
to become better test takers." 

An eighth-grade teacher was telling students to get out their T AAS warm-ups. He said, "This is 
the first day of the new six weeks. You know how ... Ms. *stressed that this is a low-performance 
school and that we have to do something about that. Yesterday, every single day, you should be 
doing T AAS warm-ups in first and fifth periods." 

There were diverse opinions among the teachers about the purpose of the T AAS test. For some, 
it was viewed as a requirement for graduation that had little real pedagogical purpose. 
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Prime Time 

Prime Time at Daniels was a thirty-minute period in the middle of the day which fell either 
before or after lunch. The period served various purposes, depending on the teacher. One teacher 
remarked that she was supposed to develop students' study skills during the period. Another 
teacher described the it as the equivalent of study hall. Most students saw it as basically a "free 
period." 

In the Prime Time periods observed, students were encouraged to work quietly on their 
homework or other assignments or to do busy work such as puzzles or worksheets supplied by 
the teacher. During the Prime Time period Channel One is broadcast in the classroom. Students 
for the most part were observed to be relatively uninterested in the news stories shown. A few 
students were studying, while the remaining students played, talked, put on makeup, or just sat 
staring into space. 

The assignment of students to Prime Time allowed for ethnic diversity in the classroom. In each 
of the Prime Time periods observed, the class was described as consisting of all ethnic groups 
represented in the school. 

Parental Involvement 

Geographical distance from Daniels reduced parental involvement. The level of participation of 
parents from East Austin was lower than those parents who lived near Daniels. Taking part in 
the PT A and school events appeared to be especially difficult for the parents of ethnic minority 
students. At Back to School Night, an observer noted that some features of the event seemed to 
limit minority parent participation. For example, White mothers who did not speak Spanish 
staffed the sign-up tables for organizations. A group of mothers of Hispanic students reported to 
an observer that although they would like to participate in school related organizations and 
activities, they lacked the necessary time and transportation; some also had a reluctance about 
approaching White parents, who were perceived as unwelcoming. Some parents felt the school 
"pushed them away." Although arrangements were made for a bus to pick up parents at 
Hernandez Elementary School for the Back to School Night at Daniels, few parents rode the bus. 

Teachers' perception of parental involvement at Daniels varied. At one extreme, some teachers 
said they had very little parental support. One eighth-grade teacher volunteered, "I can't get any 
parental support because they don't know how. I called parents before and they told me ... 'I 
don't know what to do either, and you do what you need to do' .... Also, it is difficult to 
communicate with them if they don't have phones, and sometimes the kids don't give their 
parents messages. It is difficult and sometimes discouraging." 

In the middle ground were teachers who said parental involvement was not as high as they liked, 
but that it was improving. Explaining how parents influenced her classroom, a sixth-grade 
teacher said, "Parents do influence what I do, although I don't usually have constant feedback 
from parents .. .. I have been getting a little more parental involvement this year, and ... [the 
Campus Leadership Team] is working towards more parental involvement. We want to see more 
parents involved in the classroom, not necessarily the classroom of their own child." 
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Finally, some teachers found parents quite supportive. One sixth-grade teacher explained, 
"[S]ome people think that parents are pushy, but parents want the best for their kids. Most 
parents do, not all parents. But, pushy parents are the ones that want the best for their kids." 
Another teacher stated, "Parents are usually cooperative. It is nice to have them on our side, if 
and when we are in touch with them." 

There are various district and school policies that made differential demands upon parents, 
especially those from East Austin, because of time, distance, economic status, and transportation 
constraints. 

Discipline Policies 

Some discipline policies required a parental response. Not only were parents called to school to 
attend conferences about student misbehavior, in some cases, they were also asked to make a 
special trip to school to pick up certain items, such as "white-out," if found in the possession of 
their child. (Making a trip to the school in the middle of the work day was difficult or simply 
impossible for many parents.) 

Stu.dent Illness 

Observers reported some ambiguity in the policies for dealing with ill children who needed to be 
taken home during the day. In one case, a sick boy was observed sitting in the office for an hour 
and a half, apparently waiting to be picked up. In another case, a sick child was returned to the 
classroom until she could be picked up. In some situations, it was impossible for a parent to 
come to the school in the middle of the day and students had to take public transportation home. 

Notes from Home 

The policy regarding absent or suspended students returning to school required that students 
bring a note from a parent in order to be re-admitted. If a student returned without a note, the 
student was not allowed to attend class. It appears the staff strictly adhered to this policy. In one 
case, a mother from East Austin reported to an observer that after her son had returned to school 
following a one-day suspension, the office had turned him away because he did not have a note. 
The family was new to Daniels and did not know about the note policy. The Austin police had 
later picked up the student walking home along IH-35. The boy had tried to contact his parents, 
but could not because they had already left for work. 

Transportation 

Due to the lack of a late activity bus, except for sports and special situations, students who are 
bused must be picked up by a parent (or find other transportation) if they want to participate in 
many after-school activities. In addition, bused students miss the opportunity to stay later to 
receive tutoring after school. In order to take advantage of after-school tutoring, they must rely 
on a parent or someone else to pick them up. 
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Discipline Policies and Practices 

A wide range of discipline policies was observed at Daniels. As noted earlier, teachers managed 
student behavior through the design of the classroom and the expectations for the students, the 
posting of signs that spell out what is or is not acceptable behavior, and the types of reprimands 
that are issued. Teachers employed different strategies for dealing with student misbehavior. 
These included: ( 1) general classroom management strategies, such as turning off lights to quiet 
a class, counting until a class is quiet (the number of seconds is the length of time the class will 
be held over after class), assigning sentences, moving students to the front of the classroom and 
away from other students, and talking with the student about the behavior; (2) giving lunch 
detention for violations of class and school rules, such as disrespectful behavior; (3) sending 
students out to the hallway or to the office if a teacher believes that the problem cannot be 
effectively dealt with in the class; (4) assigning students to In-School Suspension (ISS) for 
repeated offenses such as profanity, fighting, and generally disrupting a class; and (5) as an 
extreme measure, sending a student to the Alternative Leaming Center (ALC) for repeated 
fighting, outbursts of anger, and bringing weapons to school. 

Although an "official" school discipline policy was in place, there was considerable variation in 
its acceptance, interpretation, and application among Daniels teachers. For example, one teacher 
posted a policy of issuing a discipline referral after two intermediate disciplinary actions. Two 
other teachers, by contrast, sent offending students to In School Suspension after the first 
offense. Discipline by hall monitors appeared arbitrary on occasion. A student in a class where 
the teacher had a posted discipline policy of three intermediate steps before a referral was found 
in the hallway with an expired bathroom pass. The hall monitor issued a referral to that student 
for the infraction, contradicting that teacher's system. 

In order to be allowed out of the classroom during a class period, a student must have a pass to 
present to hall monitors. Some teachers were seen to give out passes fairly liberally, while some 
denied or ignored requests for passes. For example, four teachers gave out passes to the library 
or learning lab to groups of students, while one teacher ignored three consecutive requests from 
the same student to go to the bathroom. 

Traffic in the hallways during class periods was frequent. One observer counted sixteen students 
in a single hallway during one period, "hanging out" in the hall. They were talking, going 
through their lockers, and looking through various classroom doors. The observer overheard one 
female student report to another that a third student in their company had been thrown out of 
class. When the observer asked another student why she wasn't in class, the student answered, "I 
was kicked out of that class." 

Students late to class were a major source of this hallway traffic, and a policy which the school 
applied from time to time to curb lateness was "lockout." Under "lockout," classroom doors 
were locked to incoming students promptly at the bell. The students caught in the hall were then 
rounded up and taken to the cafeteria or another location for disciplinary action. 
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Distractions for Teachers 

There was a wide range of class interruptions which varied from a minor disruption to a 
complete halt to the lesson. Some were the result of structural and scheduling problems, such as 
classroom shortages and the subsequent need for "traveling teachers." Others resulted from the 
presence of other persons in the classroom or the daily administrative routine. 

Due to a shortage of classroom space, a few members of the faculty were forced to become 
traveling teachers with no classroom of their own. They were scheduled to use different 
classrooms, including the cafeteria and band room, for different class periods. In order to 
transport their materials, they used carts, which appeared to create some distraction when 
teachers were unable to quickly locate the correct articles during a lesson. 

Another source of distraction resulted from the policy of including some disabled students in the 
classroom. The teaching assistants (T.A.s) who accompanied them were observed in some cases 
to be a source of disruption. One T .A. was observed entering a class already in session with a 
handful of popcorn, which she ate in front of the students. The same T.A. dismissed her 
inclusion student from class without consulting the regular teacher. 

Other distractions were caused by routine administrative functions. Lessons were interrupted for 
school announcements over the intercom and by student aides collecting attendance. While these 
were necessary school functions, they were often observed to occur during the first 20 minutes 
or so of class, when the teacher was attempting to set the tone of the class or explain the lesson. 
Another source of disruption observed was a student being called out of class by an office aide. 
This created a fair amount of distraction for the teacher, who had to stop the lesson to deal with 
the office aide, then dismiss the student. 

Variation in Policy Application 

A good deal of variation was observed in the application of certain policies at Daniels. In 
addition to some inconsistency in the application of discipline policies discussed above, 
observers noted variations in policies related to the use of the learning lab and the preparation of 
substitute teachers. 

In one class, a science teacher excused three students to go to learning lab, telling them, "I'm 
going to send you to the learning lab to get some vocabulary done." In an ESL class, however, 
the substitute sent four students to the lab because they were being noisy. She felt they needed to 
be separated from other students in the class. In a discussion with a lab monitor, the observer 
was told that the students sent to the lab are "one half special ed, one half 'trouble kids."' 

Observations of classes with substitute teachers suggested some variety in the procedures 
teachers follow to insure substitutes are adequately prepared. Although all the substitutes were 
given some direction, it appeared that some teachers had done much more than others to insure 
that the substitutes knew what to cover. One teacher came to school before the start of class to 
talk to the substitute in person about the lesson plan and the location of materials. In other cases, 
substitutes appeared essentially on their own. 
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Honors and Regular Courses 

At the time of this study, Daniels used a tracking system that grouped students into remedial, 
academic (or "regular"), and Honors classes. Classes in these various categories displayed a 
substantial range of student composition, behavior, attitude, and interaction with faculty. The 
variety is such that groups of students at Daniels appear to have very different academic 
experiences. 

Racial Makeup 

While the principle behind tracking is to place students in courses according to their ability, 
district policy allows students and parents to select between regular and Honors classes. Some 
teachers observed that this method of selection has led to a racially stratified tracking system at 
Daniels, with White students over-represented in Honors classes, and minority students over
represented in regular and remedial classes. Several teachers suggested that White parents chose 
Honors classes as a way to separate their children from ethnic minority students. 

Observations confirmed distinct differences in the racial makeup of the regular classes and 
honors classes. The Honors classes had a mostly White student composition, while regular 
classes were more reflective of the minority student population. In regular courses, class size 
ranged from 12 to 22 students. The Honors classes were the largest, with an average of 30 
students. Of the eight Honors courses observed, the number of minority students did not exceed 
five out of 30 students. White females appeared to be the largest single group in the Honors 
classes, often constituting half of the class population. 

Elective classes such as sixth-grade Art, sixth-grade Theater Arts, eighth-grade Honors Chorus 
and Video 8, exhibited racial stratification very similar to that observed in the Honors and 
regular courses. In the first three classes, White students constituted a large majority of the class 
while Video 8 contained mostly ethnic minority students. Minority students also bulked large in 
"resource classes" such as Learning Lab and ESL. An observer noted that out of 11 students in 
one learning lab, six were African American and five were Hispanic. Several teachers remarked 
on the racial composition of special classes, indicating that ED (Emotionally Disturbed) and LD 
(Learning Disabilities) classes tended to be primarily minority group children. 

Some students expressed frustration with the school's tracking policies. One African American 
male noted that he was unable to attend a theater class field trip. The observer asked, "Why 
aren't you on the list?" He said, "You hafta be in the class." The observer asked, "Is that an 
elective?" He responded, "Yes, but it's really hard to get into. I tried at the beginning of the year 
but they wouldn't take me." The observer said, "Well, you can always try again next semester." 
He pessimistically replied, "No, it's really hard to get into and they only take the good kids." 

Interactions in Honors and Regular Classes 

Student Behavior. The behavior of students in regular courses seemed more restrained than that 
in Honors courses. Regular classes were often characterized as quiet, and students were less 
likely to speak up or act in a disturbing manner. Several of the regular classes observed were 
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noted to be especially quiet, while none of the Honors classes was. More Honors classes than 
regular classes were described by observers as being noisy. One Honors sixth-grade math class 
was described in the following manner, "Five to seven minutes after the bell had rung, students 
were still walking around the room, talking to each other and playing." 

Teaching Style. Teaching style was generally consistent among Honors and regular classes. 
Teachers in both employed a number of methods for increasing teacher-student interaction. 
There was also emphasis on students' self-esteem in both Honors and regular courses. Teachers 
promoted self-esteem by telling students that they could do a certain exercise or problem and 
tried to save damaged egos. In an Honors sixth-grade reading class, the teacher called on a 
student, who read an incorrect answer from the paper he was grading. She said, "No, figure it 
out," and paused. The student responded correctly in a few seconds. The teacher said, "I knew he 
could figure it out if we gave him a chance." 

In a regular eighth-grade class, the teacher encouraged her students to make cards to send out to 
various business owners. The teacher addressed the whole class, "You all did such original 
artwork on your cards for Lottie [a previous assignment]." During another regular sixth-grade 
class, the teacher took time out to recognize that one of his students was participating a great 
deal that day, "Luisa is sharp today." 

Enthusiastic behavior was displayed by teachers in both Honors and regular courses. Two cases 
of exceptionally enthusiastic behavior were observed in regular classes, and the most vivid 
display of enthusiastic behavior occurred in an Honors choir class. 

The teacher was conducting furiously, sometimes smiling, sometimes frowning, and 
jabbing in the air with her hands in time to the music. She occasionally shouted 
directions or encouragement over the music, like "Joyful, here. Joyful!" or "Come on 
girls, nothing wrong with it. Sing it out!" The class made it all the way to the end of the 
piece. She cut them off and they all remained motionless and silent while she had her 
hands raised. She smiled, lowering her arms, and the class exhaled almost as one breath. 
Then they all began to cheer and applaud. 

Grouping 

How students are grouped or group themselves affects the sense of community within a school. 
At Daniels, administrators, faculty, and the students themselves group students. It would appear 
that there are four major types of grouping according to: (1) grade level; (2) whether they have a 
disability; (3) ethnicity; and (4) socioeconomic status. (Grouping by Honors, regular, or 
remedial classes has been discussed above.) 

Grade Level and Teams 

Grade levels are the most obvious grouping practice, with lunch periods and hallways designated 
by grade level. In addition, within grade levels, students are divided into teams (e.g., Team 6-1 
or Team 8-2). Each cohort is then assigned to a team of teachers. Grade level also determines the 
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type and amount of student involvement in school activities. For example, AISD policy excludes 
sixth-grade students from sports and extracurricular activities such as cheerleading. 

Students with Disabilities 

Observers noted that various practices separated those students with disabilities from those 
without disabilities. Teachers and administrators used terms such as "special education students," 
"ED" (Emotionally Disturbed), "LD" (Learning Disabilities), and "self-contained" students to 
indicate students with disabilities and "regular education" students to refer to students without 
them. 

Approximately 12 percent of Daniels' student population is labeled as Special Education 
students. While there were no special education classes as such, there were resource classes, 
"inclusion" classes whereby special education students were placed in the same classrooms as 
other students, and a "pull-out" program called the Learning Lab where students were sent for 
individual assistance. Students in "inclusion classes" were supported by a special education aide 
or teacher. Students with physical handicaps appeared to be separated from other students in 
several instances. For example, observers noted on several occasions that groups of students with 
physical disabilities ate in the cafeteria alone. 

In the inclusion classrooms, students seemed to be well integrated. In one observation, a student 
in a wheelchair was brought into a class already underway. This student was smoothly 
incorporated into the class by another student who moved from a seat in the front row to another 
seat behind that row to accommodate the student with impaired mobility. Observers also noted 
that efforts had been made at Daniels to provide special equipment for physically handicapped 
students. 

Ethnicity 

Students appear often to group themselves according to race, gender, and social class. Observers 
noted that in the cafeteria, where students were allowed to choose where to sit, grouping patterns 
emerged along ethnic, gender, and social class lines. One observer wrote of the first lunch 
period, "Each table had a group of children, either boys or girls, and all children at the table 
were of same ethnicity." Later, during another lunch period, the same observer wrote: "The 
ethnic divisions were so sharp that these students actually left empty tables between groups .... 
The White students took up two or three tables in one corner of the room. Hispanic students took 
up two tables in the opposite corner. African American students sat at two tables across from the 
Hispanic students." 

Ethnic grouping also seemed apparent in some extra curricular activities. Observers noted that 
the cheerleading squad was predominantly White, while the football team was comprised largely 
of ethnic minority students. 
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Socioeconomic Status 

Observers noted several instances of grouping along socioeconomic lines, including differences 
in dress among students. For example, one reported observing a large group of White females in 
the cafeteria who seemed set apart by clothing, hair styles, and jewelry that appeared to indicate 
a higher socioeconomic class. 

One teacher described how socioeconomic status affected students behavior: 

[T]here is peer pressure as far as clothes .... I have kids sitting in my Honors classes that 
are poor, ... on free lunch, and they're brilliant, but they never say a word because they 
don't want to draw attention to themselves, because they're back there in plain old jeans 
and a T-shirt and Keds. They're not even Keds-shoes from like Payless or Kmart-and 
they're competing with these kids that are dressed in clothes from Gap for Kids and 
Nikes, and those are the kids that speak out and have their voices heard. 

The Multicultural Environment 

The ethnic and multicultural environment at Daniels can be described as frequently tense and 
sometimes hostile, with groups and individuals from various ethnic groups often wary of each 
other. This pattern was in evidence among groups of students and also between students and 
some teachers. Most focus groups participants expressed concern over ethnic relations and cited 
instances of racial friction. 

Group Relations 

As noted previously, students tended to group together by ethnicity in the cafeteria. During one 
eighth-grade lunch period a group of forty Hispanic students celebrated a birthday and this 
grouping continued onto the playground. Certain sections of the playground seemed to "belong" 
to certain groups who then defended their turf. 

Focus group participants indicated the existence of substantial tension among different ethnic 
groups. Some White students were fearful and wary of other ethnicities. A White male related, 
"[A]ll the minorities are bunching up ... making them the majority and us the minority. Mainly all 
the Hispanic kinds are over in one group and they cuss all the time and sack their pants. They 
treat us like we don't belong here." A White female student said, "I don't want to sound 
prejudiced, but the Mexicans pick on us, they think like we are little snobbys .. .If you talk back, 
you are in trouble. They get all their friends back at you." Several White females indicated they 
were afraid of being in the cafeteria; one was afraid to walk around the cafeteria for fear of 
being tripped. 

Some White participants felt that Hispanics and African Americans looked down on White 
culture. One White female said, "I feel bad because some of the other people, African American 
kids, make fun of you. They call you 'white female' and the Mexican people call you 'white 
female,' and they think they are so much better than you." 
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Several Wilshire students indicated they were unprepared to deal with the diversity at Daniels. 
According to a White female, "Last year I know that some of my friends and some other people 
were more uncomfortable about being with African Americans and Hispanics .... At Wilshire 
there were mainly White people. And there weren't many African Americans in fifth-grade and 
there were two Hispanics in fifth-grade. So we weren't ready." 

By contrast, several White students indicated they had Hispanic and African American friends. 
A White male indicated, "My black friends, they're all right .... Then my Hispanic friend, 
Eduardo, he protects us ... you could call him a powerful Hispanic." 

Hispanic students in the focus groups were especially concerned about fights. One Hispanic 
female referred to a recent "riot between the African American people and the Mexicans .... They 
wanted to fight, but the principal stopped them." Females observed that although sixth- and 
seventh-grade females got along well, the eighth-grade African American and Hispanic females 
were inclined to fight. Hispanic males also expressed concern over fights at Daniels. One 
observed that generally groups "got along okay, but there were a lot of fights between the 
African Americans and the Hispanics or African Americans and Whites." 

According to one of the Hispanic males, fights occurred about twice a month and usually started 
when students were playing around, "then it gets all serious, like they would say, 'Your 
Momma, something.' They would say it and then it just really doesn't make any sense, and they 
would start fighting for no reason." Another Hispanic male volunteered that he had recently 
gotten into a fight. He explained that "Somebody was talking too much stuff and I pushed him." 
The teacher had written up a referral, but the student was not called to the office. 

African American females stressed the existence of gangs, especially the Bloods and Crips, 
noting that many "members" were really "wannabes." They mentioned gang fights as a feature 
of Daniels. One told of a fight she had with a White classmate. "She say, 'I don't need to take 
that from you .. . you need to shut up N*****.' I was like, uh-oh, and I hit her." 

Another African American female mentioned that she had one White and several Hispanic 
friends. "I got Mexican friends .. . because Mexicans are [cool] .... I have one white friend ... she act 
like she black though." African American males also stressed the problems associated with 
gangs and observed that it was gang members who were primarily responsible for throwing 
objects (eggs, milk, fish, etc.) at school buses. 

Group tensions based on ethnicity seemed often to be reinforced by differences in 
socioeconomic status. In one of the White female focus groups, students complained that 
Hispanic females called them "rich white snobs." A member explained that students teased them 
about the way they looked. They teased about birthmarks, pimples, height, "if you don't dress 
with the style," and "if your hair is not brushed." One White female explained, "I feel like, not 
like I'm prejudiced, but Mexicans feel that by our color we are immediately going to be 
prejudiced against them. They are being more prejudiced against us. Wilshire is considered a 
snob school. If you go there you are a snob, prep. So I feel like people judge us too much by 
colors and by school." Another female in the same group added, "Several females came up to me 
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and asked where I got my clothes from and when I told them they go, 'You are a prep, aren't 
you?' It makes me really mad." 

Focus group members reported that the majority of their friends were from their same 
neighborhood and same elementary schools. One White male explained, "The reason why 
certain people act different ways and why certain people hang out with certain people really 
depends on your environment." We observed that there were some friendships across ethnic 
groups based on similar interests. 

Differential Treatment by Teachers 

Some focus group members reported differential treatment from teachers, both positive and 
negative, based on ethnicity. Several White males felt that teachers gave special treatment to 
African American and Hispanic students in their Honors classes by not moving through the 
assignments faster. One explained, "Some teachers try to give the African American kids and the 
Mexican kids a lot of chances .... " 

A White male observed: "I was just walking along in the hall and the hall monitor didn't even 
stop me to ask if I had a pass. Then this Hispanic kid comes by and she gets mad and she starts 
questioning him .... " One White female said of a White teacher, "I think she is a racist .... There 
are three [minority] kids in our class that always need help and she is always saying [to them] 
'you should know.' If I asked ... she would come up to me and start explaining it." Another White 
female observed, "A lot of teachers think that Mexicans and African Americans are the people 
who steal, and if anything goes wrong, it's their fault." 

Hispanic males felt that some teachers gave preference to White students. One observed, "White 
people get treated better than us. Sometimes they get more privileges." Another Hispanic male 
alleged that students were disciplined differently depending on their ethnicity, "Some people the 
teachers will first ask them to go outside if they start acting up, but us, they will pull us up by 
our shirts." Several Hispanic females observed that certain students got special treatment from 
teachers if they "suck up to the teacher." "Some kids are good ... they pay attention and do their 
work." If not, they are treated "like first-graders, kindergartners." 

Reports of discriminatory behavior were frequent among African American females. Many 
shared the perception that some teachers were partial to White students. One volunteered, "The 
White kids, they get treated like they are the teacher's pet." 

These females also described several incidents in which certain teachers used racial slurs or 
physical aggression against them. One volunteered, "I was in art and we had a substitute, he was 
White .... [W]e were sitting at the table minding our own business, just writing the things we 
were supposed to be writing down, and my friend didn't understand this question ... and [the] 
teacher said 'the reason you don't know is because you are a dumb black N*****."' 

Referring to an incident involving another teacher, an African American female said, "[H]e 
pulled the chair from under me and I almost fell." In another incident, an African American 
female alleged, "My teacher ... he tore my shirt from here to here [pointing to her collar] .... [H]e 
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would call us N***** and stuff, talking about, 'I don't need to take this stuff from no stupid 
black N***** that don't even have an education."' According to her, students had reported these 
incidents to the school administration, but nothing was done about it. An African American 
female said, "[It] was a big old list of things he already did, that he had been doing to us, and we 
signed our names on it.. .. [J]ust about everyone in class signed their name on it, and then we 
gave it to the principal and she didn't do anything." 

Another African American female stated that one of her classmates, also African American, had 
been disciplined by being hit on the head with a rolled up newspaper by a teacher. Still another 
participant alleged that one teacher had a practice of throwing a dirty sock at students she felt 
were unruly. When asked who, if anyone in the school administration, they had reported these 
incidents to, they volunteered they felt there was no one on the staff they could trust with such 
information. 

African American males, by contrast, felt that most students got equal treatment from teachers. 
"We have black [and White] teachers and they treat all of us the same." 

Representation of Culture 

We asked students how they felt their culture was represented at Daniels. Some Hispanic 
females felt that "Mexican Americans are treated fair and nice." Some of the Hispanic males, 
however, felt that their culture was hardly ever represented and observed that the school rarely 
acknowledged holidays such as Cinco de Mayo. Several participants reported that they never 
studied different cultural groups or talked to their teachers about this issue. 

Several White males felt that their culture was well represented at Daniels, but that other cultures 
were not. One explained, "I really think that we need to change and start branching out and start 
talking to people from different ethnic groups. Some people have tried and it just doesn't work, I 
guess. People who are racist are a little bit of that nature and they just won't talk to you." 

Parental Influence 

Some students felt that friction among ethnic groups was aggravated by parents' attitudes and 
actions. Several White participants mentioned that their parents had taken steps to try to prevent 
the busing of African American and Hispanic students from East Austin to Daniels. One White 
male explained, "Our parents are trying to get people from Hernandez to go to Martin [a middle 
school in East Austin], because the Hernandez kids, which is all the African American and 
Hispanic kids who live over there, pass Martin." 

Other White students reported parental intervention in conflicts involving ethnic minority 
students. One White female told us, "In the beginning of the year I almost got beat up by 
Hispanic females because they hated me. My parents are really overprotective because they 
called the school and were threatening to call the police and have them arrested. It was really 
scary." Another White female volunteered, "I told my mom that a boy hit me when I was getting 
stuff out of my locker and she calls this an incident thing. I swear, she could have gone to school 
and said, 'My daughter was raped.' That's what she tried to tum it into to, that it was sexual 
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harassment." Several White females observed that their mothers sometimes met other parents in 
a local supermarket and discussed problems at Daniels. 

Policies that Influence the Multicultural Clim.ate 

AISD busing of students from ethnically segregated, lower income neighborhoods to Daniels 
appears to set the stage for negative multicultural relationships. White students who were bused 
reported that other students identified their bus as the "white bus" and that buses from the 
Adams neighborhood were referred to as the "black bus." In focus groups, students from Adams 
and Hernandez explained that they could not stay at Daniels for after school activities because 
the bus was their only means of transportation home. One mother told us that children on the bus 
that her child rode had shot spit balls at the bus driver. The driver turned the bus around and 
returned to Daniels. When the children did not arrive home on time, parents became worried and 
later were angry at the school for being insensitive to their children. 

Honors classes, as discussed above, appeared to separate students by ethnicity and restrict 
opportunities for students to form friendships across racial and income groups. Those Hispanic 
and African American students who did participate in Honors classes were often separated from 
their friends, the majority of whom were in regular classes. On occasion they were accused of 
"selling out" or trying to "act White." Interactions across ethnic groups in the classrooms, such 
as in Prime Time, did not seem to carry over into social relationships outside the classroom. One 
student explained that though he studied in the classroom with students of another ethnicity, he 
never did so outside of class. 

Analysis of Achievement Data 

Student achievement in the sixth- and eighth-grade sample at Daniels was measured by two 
standard indices-grade point average (GPA) and student scores on the Texas Assessment of 
Academic Skills (T AAS). Several findings concerning the relationship of mean GP A scores to 
various student groupings were of particular interest. The mean GPA for all 459 students for 
which data was available was 2.90. Eighth graders had a slightly lower overall GPA, 2.81, 
compared to sixth-graders, with a GPA of 2.99. Moreover, there were significant differences 
among the various ethnic groups in grade point average as well as a difference in GP A between 
the sixth- and eighth grades, as shown in Table ill.2 below. 
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Table ID-2. Mean GPA by Grade and Ethnicity 

Sixth Grade Eighth Grade 

Hispanic 2.78 2.83 

(n=69) (n=49) 

African American 2.81 2.71 

(n=28) (n=36) 

White 3.16 2.79 

(n=133) (n=95) 

Other 3.01 2.92 

(n=36) (n=33) 

As the data suggest, eighth-grade scores were lower than sixth-grade scores for all groups except 
the Hispanic, which increased slightly. Overall, student GP A declined from the sixth to the 
eighth grade, which may be a reflection of greater difficulty of course content. The pattern 
reversal for Hispanic students, therefore, is of interest. One possible explanation for the 
improved grades of Hispanic students is that they improved their performance at Daniels after a 
period of adjustment. Alternatively, national and local statistics cite a high rate of student 
attrition among Hispanics between the sixth and eighth grades which may leave the academically 
stronger students in school, while their lower-performing peers drop out. One should keep in 
mind, however, that these are cross-sectional data, and differences obtained may reflect 
something unique about the student groups at the sixth and eighth grade levels during 1995. 
Thus, the above trend for Hispanic youth might well vary if the same group of sixth graders 
were measured in eighth grade two years later. 

The data also show a difference in GPA by ethnic group; however, no specific ethnic group 
differs substantially from the others. As can be observed, there is a relatively small spread in the 
mean GPA among these four groups. Among sixth graders, there is only a difference of 0.23 
between the highest and lowest means, and among eighth graders, a spread of only 0.21. This 
GPA compression may reflect grading policies at the middle school level which restrict the 
range of grades assigned and do not adjust for different levels of subject tracking. 

Our data found no significant statistical differences among ethnic groups on T AAS scores. This 
is in contrast with data presented by AISD, which suggest clear differences in ethnic group 
passing rates on TAAS. (In the report of campus test results by AISD in the spring of 1995, 47.8 
percent of African American, 61.6 percent of Hispanic, and 91.4 percent of White students 
passed TAAS.) One possible explanation for the difference in findings is that the T AAS 
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percentage passing scores were used in this data whereas AISD reports the cut-off scores for 
groups of students. 

Contrary to other studies which have found associations between achievement data and a range 
of school, peer, and family factors, few if any emerged as statistically significant from our study 
of Daniels. The only environmental effect discovered was that lower scores on the T AAS math 
examination were significantly related to higher family stress. 

The overall lack of association between achievement measures and environmental factors has 
several possible explanations. One major limitation of our data was the lack of information 
concerning socioeconomic income level or individual student IQ, as well as the scanty data 
pertaining to parental education level. Student achievement is highly associated with parental 
income and education level, and with individual IQ; environmental factors such as measured here 
account for only 30 percent or less of the differences in student performance. Moreover, when 
environmental effects are obtained, they are frequently based on self-reported GPA by students as 
opposed to those appearing on the official school record. Finally, the grade compression at 
Daniels reduces the likelihood of finding significant associations among variables because of their 
restricted range. 
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Section IV. Completing the Transition Between the 
Fifth and Sixth Grades 

Student Experiences 

Introduction 

In the spring of 1996, we reconstituted at Daniels the focus groups we held in 1995 at the three 
elementary campuses to gain insights into how our student groups had weathered the transition. 
There were fewer participants in the 1996 sessions because of student transfers to schools other 
than Daniels and out of the district, absences on the days the focus groups were held, and 
especially the introduction at Hernandez of the Young Scientists program, which kept a number 
of higher-achieving students who would otherwise have transferred to Daniels on the Hernandez 
campus for sixth-grade instruction. Of the 30 students who originally participated in fifth grade, 
16 took part in the 1996 focus groups; of the 18 Hernandez students, seven took part; and of the 
29 original Adams participants, 17 participated. In spite of these reduced numbers, however, 
there were a number of statistically significant relationships and trends which emerged. 

Summary Analysis and Fifth/Sixth Grade Comparisons 

Here we present the major trends evident from our comparison of the focus group mini-surveys, 
and in the following sections, we examine the transition experiences of each elementary school 
group. 

As Table N-1 indicates, the transition to Daniels was much easier than the students predicted 
while in fifth grade. Whereas 75 percent of the fifth-graders predicted a medium-to-hard 
transition, only 45 percent of the sixth-graders found it so in retrospect. This pattern held across 
gender, with both females and males reporting an easier transition than they had anticipated. 
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Table IV-1. Fifth- and Sixth-graders' responses to questions 
(transition to middle school) 

What will it be like to change to middle school next year? (Fifth-graders) 
How easy or bard was it to make the change to Daniels middle school this year? (Sixth-graders) 

Fifth-graders (n=77) Sixth-graders (n=40) 

Easy 25% 55% 

Medium 50 25 

Hard 25 20 

Total 100% 100% 

p<.Ol 

The data presented in Table IV-2 reveal a trend among the different ethnic groups of students 
concerning their adjustment to sixth grade at Daniels. For the White students from Wilshire, the 
transition was much easier than they expected, and for the African American students from 
Adams it was somewhat easier; however, for the Hispanic students from Hernandez, it appears 
to have been more difficult. This may well be due to the fact that most Hispanic focus group 
members in the Daniels sixth grade were lower-achieving students who did not remain at 
Hernandez for the Young Scientists program. 

Table IV-2. Fifth- and Sixth-graders' responses to questions 
(transition to middle school, by ethnicity) 

What will it be like to change to middle school next year? (Fifth-graders) 
How easy or hard was it to make the change to Daniels middle school this year? (Sixth-graders) 

Fifth-graders (n=77) 

Hispanic African American White Totals 

Easy 11% 31% 27% 25% 

Medium 39 48 60 50 

Hard 50 21 13 25 

Total 100% 100% 100% 100% 

p<.10 (continued) 
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Table IV -2, continued 

Sixth-graders (n=40) 

Hispanic African American White Total 

Easy 29% 53% 69% 55% 

Medium 14 29 26 25 

Hard 57 18 Q 20 

Total 100% 100% 100% 100% 

p<.10 

The data from the mini-survey also suggest that most students had an easier time making new 
friends at Daniels than they had anticipated while in fifth grade. As Table IV-3 suggests, fewer 
students found it harder and more found it easier to make friends than they had predicted. 

Table IV-3. Fifth- and Sixth-graders' responses to questions 
(making new friends) 

Compared to your school now, how easy or hard will it be to make new friends at your new middle school? 
(Fifth graders) 
Compared to your elementary school, how easy or hard has it been for you to make new friends at Daniels? 
(Sixth graders) 

Fifth-graders Sixth-graders Total 

Easier 12% 28% 17% 

About the 64 60 62 

same 

Harder 

Total 100% 100% 100% 

p< .10 

Data from the mini-survey also show a strong and somewhat curious relationship between the 
fifth- and sixth-graders' views of their homework load at Daniels. Whereas over two-thirds of 
the fifth-grade students expected their work to be harder, only slightly more than one-third of 
sixth-graders found this actually to be the case. Further, there were no significant differences 
among the students from the three elementary campuses in their perception of homework 
difficulty. Table IV-4 provides a summary of their responses. 
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Table IV-4. Fifth- and Sixth-graders' responses to questions 
(homework expectations) 

Compared to your school now, how do you expect your homework to be? (Fifth-graders) 
Compared to your elementary school, how easy or hard has your homework been? (Sixth-graders) 

Fifth-graders (n=77) Sixth-graders (n=40) 

Easier 4% 17% 

About the same 23 45 

Harder 

Total 100% 100% 

p <.001 

Comparison of mini-survey data also suggests a significant and substantial shift in the students' 
primary fears about making the transition. As Table IV-5 indicates, sixth-graders were much less 
likely to refer to the issue of personal safety than fifth-graders and much more likely to cite 
school facilities and procedures-changing classes, getting to class on time, cleanliness, 
discipline policies, dealing with lockers, busing and transportation, etc.-as the major concern. 
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Table IV-5. Fifth- and Sixth-graders' responses to questions 
(adjustment difficulties from elementary to middle school) 

If you had to pick the one thing that worries you most about going to middle school next year, what would it 
be? (Fifth-graders) 
If you had to pick the one thing that was the hardest for you in making the change from elementary school to 
middle school, what would it be? (Sixth-graders) 

Category Fifth-graders (n=77) Sixth-graders (n=39) 

Personal Safety 22% 8% 

Academic challenge 18 23 

Social relationships 17 21 

School 16 36 

facilities/procedures 

None or nothing* 23 8 

Other 

Total 100% 101% 

p<.05 
*Includes participants who left this question blank. 

Wilshire 

As the data in the preceding summary section suggest, the transition to Daniels for most Wilshire 
students was easier than they had expected. This conclusion, however, should be tempered by 
the observation that a substantial portion, roughly 40 percent, of Wilshire fifth-graders did not 
appear at Daniels for the sixth grade but instead chose to attend other schools. It is possible that 
some fifth-grade focus group members who were most fearful about making the change to 
Daniels went elsewhere, thus skewing the sixth-grade responses. 

Those who did make the transition to Daniels reported that it was easier to make new friends 
than they had expected, and that the schoolwork was considerably less difficult than they had 
anticipated. The major adjustment difficulties that the focus group members reported are 
summarized in Table IV-6 and compared to the fifth-grade responses. 
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Table IV-6. Wilshire participants' responses to questions 
(adjustment difficulties from elementary to middle school) 

If you bad to pick the one thing that worries you most about going to middle school next year, what would it 
be? (Fifth-graders) 
If you bad to pick the one thing that was hardest for you in making the change from elementary school to 
middle school, what would it be? (Sixth-graders) 

Category Fifth-graders (n=28) Sixth-graders (n=15) 

Personal safety 25% 20% 

Academic challenge 18 6 

Social relationships 18 27 

School facilities/procedures 14 47 

Nothing 18 

Other 1 

Total 100% 100% 

p<.05 

It appears from these data that the major concern of the Wilshire students shifted considerably 
from fifth to sixth grade. The number of sixth-graders citing difficulties with school facilities, 
policies, and procedures is striking. The plurality at the fifth-grade level were concerned with 
physical safety, but at the sixth grade nearly half cited issues concerning school facilities and 
procedures-changing classes on time, adapting to separate classes and block scheduling, 
managing lockers, etc. One also finds a slight decrease in the concern expressed over personal 
safety and an increase in concern for friends and social relationships. 

A summary of sixth-grade focus group members' responses to the various transition questions is 
provided below. 

Transitions Questions Summary 

Question 1. Was the move to Daniels easy or hard for you? 

Overall, the students responded that the move was moderately easy to easy. One female 
volunteered, "It was pretty easy. I thought it was going to be hard, but it's not." Another 
explained, "I don't know, in between. There were other people that you didn't know your whole 
life and then your [new] teachers." Most of the difficulties encountered appeared to be dealing 
with the difference in school routine, meeting new students, and dealing with "troublemakers." 
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Question 2. How did you feel about making friends when you first came to Daniels-was it hard 
or easy to make new friends? 

The students had mixed responses to this question, with some volunteering that making friends 
was ''just the same," or "kind of easy," and others saying it was "kind of hard." One for whom it 
was difficult cited problems relating to the Hispanic students: "[A]ll the Mexicans-they do not 
really like some of the other people, so it is really hard to make friends with them." By contrast, 
one male noted that he had a Mexican American friend already, and that helped him make 
friends with other Mexican Americans. 

Several students volunteered that what they had heard about Daniels was worse than what they 
actually encountered. One student said he had heard at elementary school "like, there are fights 
every day at Daniels." He suggested that "that is really not true .... " Several others, however, 
reported negative interpersonal relationships. One male volunteered that at Daniels "there are a 
bunch of people who want to get into fights all the time .... They tag and are in gangs .... There 
are just a lot of bad kids here." 

Most of the females seemed to feel that it was relatively easy to make new friends at Daniels. 
They kept their old friends and made new ones, because there were more people at Daniels and 
thus more opportunities to make friends. One student explained, "There were more choices 
'cause there's, like, more people in your grade. It was really easy." Another student observed 
that the larger number of students helped in finding others with similar interests. She said, "I 
dance. At Wilshire, no one danced, and then I moved here, and there were people that I danced 
with here." Another female student explained, "It was easier because the people who were here 
did not know you, and so it was sort of like a new beginning for you, and it was like the people 
did not know [you before] ... and so it was like making friends on your personality, but not like if 
you were popular [at elementary school] or something." 

Question 3. Did anyone make the move to middle school easier for you? 

Participants cited several persons who helped ease the transition from Wilshire to Daniels, 
among them friends, family members, and teachers. Having older siblings who attended Daniels 
appeared to help greatly. One female explained, "I have sisters that are in college and so they 
told me everything about all the schools that they have been to .... " 

Teachers both at Wilshire and Daniels were cited as being helpful in the transition process. At 
Wilshire, teachers assisted by arranging tours of Daniels. They also discussed the transition 
process in advance. One student explained, "[Teacher] talked to us about it.. .. She just told us 
not to worry and that we were going to be fine." Some teachers at Daniels assisted by allowing 
extra time to find classes in the beginning and giving students passes if they forgot something in 
their locker. But participants observed that this happened only at the beginning of the year. One 
said, "The teachers, at first, they were really helpful; if you were late to class they knew you 
were late because you were new to the school and you couldn't find your way around. Now they 
are not so helpful." 
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One student volunteered that comments and reports of fights at Daniels made by her parents had 
made the transition more difficult. She remarked, "My parents were talking about that they had 
this friend and they have this son and ... he went to Daniels and he got rocks thrown at him and 
stuff. That didn't help!" 

Question 4. How do you think the schoolwork at Wilshire compares to your schoolwork at 
Daniels? 

While there was a range of opinions, most participants felt the work was easier at Daniels 
because of the block schedule and the fact that they were not consistently assigned homework in 
all classes. One female explained, "It is kind of easier because you get an extra day to do your 
homework because of the block schedule." Another commented, "It is easier because we have 
most of the hard classes [core subjects] on our A days and most of the really easy classes on the 
B days .... " Many females felt that much of the material in sixth grade at Daniels was a review of 
information previously learned. One student remarked, "[W]e learned the same things in fifth 
grade that we're learning this year." Most students had the impression that the quantity of 
homework at Daniels had increased, but that the work itself was not challenging. 

Question 5. How do you think the teachers at Wilshire compare to your teachers at Daniels? 

The perceived differences in teachers concerned pedagogy, assignments, and teachers' 
personalities. Most students felt that they had more creative assignments at Wilshire but more 
"busy work" at Daniels. One student observed, "When I was in [Wilshire teacher's] class we did 
projects, experiments, almost every day or every other day, and here in [Daniels teacher's] class 
we don't do too many experiments; we read and do that kind of activity." Another student 
remarked, "Here at Daniels, we do a lot of busy work. It's dumb and not really creative." 

Overall, the students were of the opinion that many of the Daniels teachers were not as "nice" as 
those at Wilshire, and that the Daniels teachers were not as committed and did not work as hard 
at teaching. ''They don't do anything outside of school [having] to do with their job." Several 
participants described Daniels teachers as "strict" and "mean." On the other hand, some students 
volunteered that several teachers were "pretty cool." 

Several students also perceived a difference in the quality of the relationships with their teachers 
and felt that the teachers at Wilshire cared more. One explained, "Our teachers last year could 
get to know us, they knew what we did and stuff, and the teachers here don't really know us, 
they don't." Another student gave an example of a Daniels teacher who she thought was "not 
very nice". She said, "She says if we are not good, then she will drop-kick us to HEB [a food 
store in the neighborhood], and that she will kick our butt over to HEB and stuff .... She 
yells ... [and] says never to go up to her desk or call her name for a question. She tells us to raise 
our hands but never looks up to see if anyone has got their hand up. You never get your 
questions answered." 
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6. How do you feel in general about your school, Daniels? 

The general tenor of the responses to this question was positive. Most females liked the added 
freedom and trust in middle school. One explained, "[T]he teachers last year trusted you a little 
bit; this year we get to [do more] .... They are not taking us to lunch; teachers don't hold your 
hand." Another put this trust in an academic context: "[W]hen our teachers check our 
homework, sometimes they take it up; the rest of the time we'll just tell [them] our grades ... . " 
Another student observed, "It's kind of more fun, but the education is not really that good. But 
that's OK because you don't always want to have a lot of homework." Another noted that 
Daniels had more electives than had been available at elementary school. 

Several participants liked Daniels because of the freedom in the hallways and the opportunity to 
sit where they wanted and eat whatever they wanted at lunch. 

Question 7. Are you involved in any school activities? How is this different from last year at 
Wilshire? 

Students in general felt that there was more opportunity to be involved at Daniels. All of the 
females were involved in some activity, among them theater arts, drama club, music, student 
council, and cheerleading. Regarding student council, one female commented, "Well, I am in 
student council this year and I like the way they run it better .... It's based on your grades and 
how well you do in school that you are let into the student council. Before [at Wilshire] .. .if you 
weren't very popular, but you were a good student, then you couldn't get in. And I wasn't ever 
very popular, so I never got in." 

Students also cited the better quality of some activities. One explained, "Band is fun; we have a 
lot more of the flutes and oboes and other instruments." Others noted that their outside activities 
(such as dance and cheerleading) counted toward the PE (physical education) requirement. A 
student explained, "I like the PE system. They realize that [student] dances every day of the 
week and she does not need to go to PE everyday." Several males regretted that major sports 
were not open to sixth-graders but were looking forward to being allowed to play football next 
year. 

Question 8. How do your parents feel about Daniels? 

There were mixed opinions among the females as to how satisfied their parents were with 
Daniels. Most who indicated that their parents were not pleased with the school cited specific 
incidents involving harassment or theft. One female, for example, said, "My parents are kind of 
disgusted because they don't like [Daniels teacher] ... and at the beginning of the year I got my 
binder stolen and my locker broken into, and so did my friends, and a lot has happened. And 
they don't like that and they want me to go to Kealing." Other students volunteered that their 
parents felt Daniels was all right or did not have any strong opinions. One female explained, "I 
had one problem at the beginning of the year. But after that, nothing else happened because my 
mom took care of it. [A female student] had been bothering everyone in all her classes and so 
they sent her away, I don't know where .... My mom says I should just hang in there, because 
both of my sisters went here and they did not have any trouble." 
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Especially among the males, the general feeling was that their parents were not happy with 
Daniels; fights and theft of articles from lockers were cited as special problems. In response to 
these incidents, participants reported, some of their parents had become hall monitors or office 
volunteers. One male said his parents were very dissatisfied with Daniels and were arranging his 
transfer to O'Henry. Two of the males observed that their parents wanted them to be exposed to 
the "real world" and thus were relatively satisfied with Daniels. 

Survey Comparisons 

As part of our survey analysis, we compared responses from the Wilshire fifth-graders with 
responses from White students in the sixth grade at Daniels. These results should be interpreted 
with caution, as the White student body in the sixth grade at Daniels consisted of students from 
three elementary schools including Wilshire. Wilshire has the highest socioeconomic status of 
the three and the largest proportion of students who opt for private education at middle school. 
Thus, statistical differences between the fifth and sixth grades for White students may reflect 
differing socioeconomic status as well as the transition to middle school. 

School Environment. Attitudes toward school differed between these two groups. White Daniels 
sixth-graders were less likely to like school "a lot." Sixth-grade White students also were more 
likely to report spending less time on homework-less than one hour compared to the fifth-grade 
modal response of one to two hours. Sixth-grade White students also reported higher rates of 
absences within a six-week grading period. 

Attitudes toward Teachers. White sixth-graders at Daniels were more likely than fifth-grade 
Wilshire students to agree with the items, "My teachers demand too much schoolwork from me" 
and "My teachers are mean to me." Although White students did not view their Daniels sixth
grade teachers to be less supportive, they did perceive them as less respectful of their culture and 
less engaged in efforts to teach students to respect people who are different. 

Multicultural Environment and Intergroup Attitudes. White sixth-graders at Daniels were more 
likely than Wilshire fifth-graders to report discrimination. Specifically, they were more likely to 
agree that they had been called names at school because of their ethnic group, had seen negative 
words written about their group at school, and felt that others didn't like people from their ethnic 
group. They were also more likely to report feeling afraid of people from different ethnic 
groups. Whereas Wilshire fifth-graders expressed a desire for more African American and 
Hispanic students at their school, the modal sixth-grade White response was that the number of 
these students was either "just about right" or "too many." 

Peer Environment. There was a significant difference for almost every survey item related to 
perceptions of the behavioral influence of close friends. Sixth-grade White students, compared 
with fifth-grade Wilshire students, reported fewer friends who study hard, talk about going to 
college, or get good grades. Moreover, the sixth-grade students reported having more friends 
who drink alcohol, use drugs, talk back to teachers, skip school, work part-time, have a serious 
boyfriend/girlfriend, or belong to a gang. It should be noted that the mean responses for many of 
the items reflective of negative peer influence indicate that students have "none" or "some" 
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friends who engage in these behaviors, not "many" such friends. The statistically significant 
difference, however, suggests an increase in rates of these reported behaviors. 

Self-Esteem Overall self-esteem was significantly lower for sixth-grade White students at 
Daniels, compared with fifth-grade students at Wilshire. For eight of ten items measuring self
esteem, there was a decline for White students in the fifth-sixth grade comparison. This finding 
is consistent with the literature that reports a systematic decline in self-esteem between 
elementary and middle school. 

Summary. The most notable differences in the perceptions of the fifth-grade Wilshire students 
and the sixth-grade White Daniels students were reflected in the increased exposure to more 
negative peer influence and to ethnic discrimination, presumably from minority students toward 
the White majority. Openness to diversity appeared to decline with greater exposure to a diverse 
student body. 

Hernandez 

As mentioned earlier, the small number of Hernandez focus group members, seven, who 
attended Daniels in 1995-96 made it difficult to assess their transition experiences with 
confidence. However, as the data from Table IV-4 indicate, the Hernandez sixth-graders seemed 
to cluster into two groups-those who had a hard time making the transition (57 percent) and 
those for whom it was easy (29 percent). It bears restating that the Hernandez participants appear 
to have had the most difficult adjustment of the three elementary campus students. 

Asked what issue has been the most difficult in the transition, the Hernandez sixth-graders cited 
the following. 
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Table IV-7. Hernandez participants' responses to questions 
(adjustment difficulties from elementary to middle school) 

If you had to pick the one thing that worries you most about going to middle school next year, what would it 
be? (Fifth-graders) 
If you had to pick the one thing that was hardest for you in making the change from elementary school to 
middle school, what would it be? (Sixth-graders) 

Category Fifth-graders (n=18) Sixth-graders (n=7) 

Personal safety 14% -% 

Academic challenge 21 42 

Social relationships 29 14 

School facilities/procedures 21 28 

Nothing 7 

Other 8 

Total 100% 100% 

Though the shift from the fifth-grade pattern of response to that of the sixth grade appears to be 
from a primary concern with social relationships to that of academic challenge, the data 
comparison is not statistically significant. The high percentage of those choosing academic 
challenge may reflect the fact that many of the higher-achieving fifth-graders stayed at 
Hernandez in the Young Scientists program. 

A summary of focus group members' responses to the various transition questions is provided 
below. 

Transitions Questions Summary 

Question 1: Was the move to Daniels easy or hard for you? 

Responses to this question were mixed, with more males than females tending to view the 
transition as problematic. Several of the males indicated the move was difficult because they 
were not certain until relatively late which middle school they would be attending. Some 
reported that they had other choices, but that their parents had picked Daniels. One male 
indicated the transition had been especially hard for him because he had started off at O'Henry, 
then moved to Daniels. Another, by contrast, indicated the change was rather easy because he 
was already familiar with Daniels. Most female participants reported that the transition was less 
difficult; several had friends at who attended Daniels. 
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Question 2: How did you feel about making new friends when you first came to Daniels-was it 
hard or easy to make new friends? 

Most of the males stated that making new friends at Daniels Middle School was not difficult; 
one volunteered that he already knew some of the students there and was familiar with the 
school. One of the males reported that it "was not too easy" because there were gangs at Daniels 
and some of the students were hostile. 

Two of the females stated that it was fairly easy to make new friends at Daniels and that they 
initiated conversations with other females, which made it easier for them to make new friends. 
The third volunteered that she was apprehensive approaching others because she was "a little 
shy." 

Question 3: Did anyone make the move to middle school easier for you? 

Two of the males from Hernandez noted they had siblings who aided them in the transition to 
Daniels by forewarning them about the school's reputation for having fights. One student 
suggested that because he had been suspended several times, it was making his adjustment more 
difficult. Most of the females stated that the teachers at Hernandez had always been "by their 
side" and had informed them about the different classes at Daniels and how things would be 
different from what they were used to in elementary school. Another female reported that her 
sister had made the move easier for her by telling her what to expect. 

Question 4: How do you think the schoolwork at Hernandez compares to the schoolwork at 
Daniels? 

All of the males commented that the schoolwork at Daniels was harder than that which they had 
encountered at Hernandez. Several observed that they were getting more homework than they 
were used to and indicated that math and social studies were especially difficult for them. The 
females also agreed that the schoolwork was harder at Daniels. Two of the three stated that they 
had more homework assigned at Daniels. Again, mathematics and social studies were cited as 
being especially difficult courses. One female, who described social studies as her hardest class, 
observed that it was difficult because it required a lot of independent research in the library. 

Question 5: How do you think the teachers at Hernandez compare to the teachers at Daniels? 

Most participants were of the opinion that the teachers at Daniels were much stricter than the 
teachers at Hernandez. Most males indicated that they been in some kind of trouble with various 
teachers at Daniels at one time or another. Several mentioned incidents where they had been sent 
to the alternative learning center or detention, which they described as being similar to "jail." 
One of the males in the group described a series of confrontations he had with several of his 
teachers. None of the males knew anyone who was in Honors classes. 

Most females observed that they had received more help from their teachers at Hernandez than 
they did at Daniels, though they felt that it was due to the fact that there were more students per 
teacher at Daniels. Several commented that when they asked for help, teachers would often put 
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them off and ask them to stay after school if the students felt they needed assistance with an 
assignment. One female claimed that several Daniels teachers ignored her when she raised her 
hand to ask for assistance, and helped other students instead. Another female stated that teachers 
at Daniels helped her more than those at her elementary school. 

Question 6: How do you feel about your school, Daniels? 

The male participants focused on fights and gangs. They discussed the ethnicity, the signs, and 
the colors associated with these gangs. All of the males indicated they were well aware of the 
gangs and the fights at Daniels, and one stated that he actually enjoyed "watching the fights." 
One of the males stated that he enjoyed the freedom of switching classes and "wasting time." 
Several males cited an incident in which one of their classmates had "beaten up" a female on the 
bus. Although all of the males were informed of the various gang activities, none claimed gang 
membership. Half of the males reported that they were not intimidated by the gangs at Daniels, 
whereas the other half stated that they were afraid of them. 

All of the females stated that they liked Daniels. Most volunteered that they enjoyed the 
diversity of changing classes and having different teachers. One female replied that she enjoyed 
Daniels more because at Hernandez you had to "stay in one seat and couldn't get up." 

Question 7: Are you involved in any school activities? How is this different from last year at 
Hernandez? 

None of the males reported being involved in any school sports or extracurricular activities. One 
had participated in soccer at Hernandez, but did not at Daniels. He also had briefly been in the 
band at Daniels, but had dropped out because he didn't enjoy it. Several of the males stated that 
they were not able to stay after school to participate in activities. One male felt that Hispanics 
were discriminated against by the basketball coach; according to him, this coach informed his 
sister that "Mexicans take too long to shoot the basket." 

Likewise, no females were involved in any activities at Daniels. They all seemed to be very 
interested in volleyball, but indicated that it was not offered to sixth-graders. Another female 
stated that it was different at Daniels, because at Hernandez they had been given a "choice sheet" 
and had been able to choose which activity they desired. At Daniels, they had no such thing as a 
"choice sheet." 

Question 8: How do your parents feel about Daniels? What kind of messages does your family 
give you about school and your education? 

While half of the males indicated that their parents seemed uninvolved in Daniels and in their 
education, the other half stated that their parents were especially concerned about their behavior 
in school. One male said that his parents cautioned him against "hanging around the wrong 
crowd." Another stated that his parents were worried about his getting into fights at Daniels. 

All of the females stated that their parents gave them encouraging advice about staying in school 
and cautioned them about negative peer influences. The females indicated that their parents had 
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emphasized that their future employment in the job market would depend on their education, and 
had warned them of the possibility of having to work at menial jobs in fast food restaurants if 
they didn't stay in school. One reported that her parent had stressed that good reading skills 
would be helpful in acquiring "a good job." 

Survey Comparisons 

School Environment. There were no differences between Hernandez fifth-graders and Hispanic 
sixth-graders at Daniels in the degree to which they reported liking school. There were, however, 
differences with regard to the number of reported absences and time spent on homework. 
Hispanic sixth-graders at Daniels were more likely to report being absent from school, and 
Hernandez fifth-grade students reported more time spent on homework than did the Hispanic 
sixth-graders. 

Attitudes toward Teachers. Hispanic sixth-grade students at Daniels were less likely than 
Hernandez students to report that teachers expected good behavior from them, encouraged them 
to share ideas in class, cared about them, or praised them. They were also less likely than 
Hernandez students to agree that teachers expected them to do well in difficult classes or 
respected their culture and background. In general, perceptions of teachers at middle school by 
Hispanic students were more negative compared with their perceptions of their elementary 
school teachers. 

Multicultural Intergroup Attitudes. Hispanic sixth-graders at Daniels were more likely than 
Hernandez fifth-graders to state that there were too many Whites in their school or that the 
number of White students was about right. (The majority of Hernandez fifth-graders expressed a 
desire to see more White students at their school.) A similar trend was found with regard to the 
number of African American students, with Daniels sixth-graders more likely to say either that 
there were too many or that the number was about right. Daniels Hispanic sixth-graders wanted 
to see more Hispanics at their school, whereas Hernandez students were more likely to state that 
there were too many Hispanics. In sum, the wish for greater ethnic diversity expressed at the 
fifth grade shifted to a desire for more members of one's own ethnic group in the middle school 
setting. 

Peer Environment. Hernandez fifth-graders were more likely than Hispanic sixth-graders at 
Daniels to report having friends who studied hard and did their homework. In contrast, the 
Hispanic students at Daniels were more likely to report having friends who used alcohol or 
drugs, skipped school, worked part time, had a serious boyfriend or girlfriend, or belonged to a 
gang. 

Self-Esteem. There was a trend for self-esteem to be somewhat lower for sixth-grade Hispanic 
youth compared to the Hernandez fifth-graders. Moreover, Hernandez fifth-graders were more 
likely to state that they wanted to learn more about their own group's history and heritage. There 
was also a trend for the sixth-grade Hispanic students at Daniels to agree more strongly with the 
item "I wish I were a member of a different racial/ethnic group" than Hernandez fifth-grade 
students. 
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Summary. This analysis reinforces our concerns regarding the transition to middle school for 
Hernandez students. From the survey findings, it appears that sixth-grade students are more 
vulnerable at Daniels. Sixth-graders report lower self-esteem and less homework, are more likely 
to view their teachers as less respectful and supportive, and are more likely to be exposed to self
destructive peer influences than fifth-graders at Hernandez. 

Adams 

As noted above, Adams participants reported the least problematic· adjustment to transition of the 
three elementary campus groups. Whereas 31 percent of the fifth-graders expected the transition 
to be easy, 53 percent of the sixth-graders found it to be easy in retrospect a year later. Further, 
there was a trend for the Adams participants to have an easier time making new friends than they 
had expected. 

Also striking is the substantial reported difference in the expected difficulty of homework 
between fifth and sixth grades. As Table IV-8 shows, whereas the great majority of fifth-graders 
expected homework to be harder at Daniels, their expectations were not borne out; the majority 
of sixth-graders indicated it was about the same or easier. 

Table IV-8. Adams Fifth- and Sixth-graders' responses to questions 
(homework expectations) 

Compared to your school now, bow do you expect your homework to be? (Fifth-graders) 
Compared to your elementary school, bow easy or hard has your homework been? (Sixth-graders) 

Fifth-graders (n=29) Sixth-graders (n=l 7) 

Easier 3% 18% 

About the same 14 47 

Harder 

Total 100% 100% 

p<.01 

There was also a change in the salience of the major transition issues reported by the fifth- and 
sixth-graders. As Table IV-9 indicates, there was a shift away from concern with personal safety 
issues in the direction of concern with school facilities and procedures and with academic 
performance. 
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Table IV-9. Adams Fifth- and Sixth-graders' responses to questions 
(adjustment difficulties from elementary to middle school) 

If you had to pick the one thing that worries you most about going to middle school next year, what would it 
be? (Fifth-graders) 
If you had to pick the one thing that was hardest for you in making the change from elementary school to 
middle school, what would it be? (Sixth-graders) 

Category Fifth-graders (n=28) Sixth-graders (n=15) 

Personal safety 30% -% 

Academic challenge 26 31 

Social relationships 17 19 

School facilities/procedures 22 31 

Nothing 13 

Other 

Total 99% 100% 

p<.05 

Especially important for the Adams sixth-grade group is that the participants' gender was closely 
related to the choice of major issue. The majority of sixth-grade male participants identified 
academic concerns as paramount, while the majority of females cited school facilities and 
procedures as the most important issue, a relationship significant at p<.05. The females' concern 
appears to stem from a series of hostile interactions, several carrying ·racial overtones, with 
various Daniels teachers as described in the summary of Question 5. A summary of focus group 
members' responses to the various transition questions is provided below. 

Transition Questions Summary 

Question 1. Was the move to Daniels easy or hard for you? 

The response from the females concerning the transition from Adams to Daniels was mixed. 
Most found it relatively easy, but some had found it hard. One female indicated, "It was easy 
[but also] hard because I didn't know everybody." Another commented, "It was medium just 
because you don' t know much [in advance] about this school." Most of the males in the group 
indicated that the move had been relatively easy. 
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Question 2. How did you feel about making friends when you first came to Daniels? Was it hard 
or easy to make new friends? 

Most of the females in the group indicated that they did not have a difficult time making new 
friends. Some of them had siblings and other friends already at Daniels before they entered the 
sixth grade. Several, however, suggested they had problems trusting new acquaintances. One 
female said, "It [making friends] was easy for me because there's a lot of people who want to be 
your friend, but they can get aggravating. They follow you to your locker, looking over your 
shoulder trying to get your combination." 

Most of the males reported having no trouble making new friends and were enthusiastic in their 
answers. One said, "It was easy because we know [people who were] already here. Some of 
them we know from other schools." Another commented, ''The only people I didn't know were 
most of the white kids, but I got to know them." A few participants, however, indicated they did 
have difficulty making acquaintances, and they indicated there were certain students that they 
didn't get along with. 

Question 3. Did anyone make the move to middle school easier for you? 

Most of the females indicated they had friends and relatives already at Daniels and that this bad 
eased their transition substantially. Most of the males also reported having relatives and other 
acquaintances at Daniels before they entered, which made the move easier. 

Question 4. How do you think the schoolwork at Daniels compares to the schoolwork you had at 
Adams? 

Most of the females observed that the level of difficulty of schoolwork varied with the subject 
matter and teacher. One, suggesting that she was already familiar with most of the material being 
covered, described the work as "dull." Several others indicated they were having difficulty 
because teachers did not thoroughly explain the material. They observed that rather than 
responding to their requests for greater clarification, several of their teachers just did the work 
for them. 

There was variation in the responses of the males to this question. Most of the male participants, 
several of whom were in Honors classes, indicated that the work at Daniels was easier than at 
Adams. One of them described the level of the work required as "sorry." Several participants, 
however, disagreed; they argued that the schoolwork was not so easy as claimed by many of 
their peers. One suggested that, for him, the workload was much heavier than at Adams. 

Question 5. How do you think the teachers here compare to the ones you had at Adams? 

While there were several females who said there were one or two teachers that they liked, most 
of the females in the group were quite dissatisfied with their teachers at Daniels. They agreed 
with one of their peers who replied, "These teachers are mean," and observed that Daniels 
teachers were very unsympathetic to their needs and occasionally abusive. Problems identified 
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by the participants with the teachers included incidents of racial discrimination, verbal abuse, 
and several cases of physical contact. 

One female said, "When [teacher] got mad, she say 'I'm gonna drop-kick you down the stairs."' 
The same student observed that another one of her teachers threatened that if students did not 
behave, paddling would be brought back to school. Another female reported an incident in 
which a classmate had been hit on the head with a rolled-up newspaper by a teacher as 
punishment for talking in class. The same female said, "If you keep talking in class, she [the 
teacher using the newspaper] throws a dirty sock at you, and if you keep on talking, she puts it in 
your mouth." This same teacher was also reported by participants to have thrown erasers at 
students who were misbehaving in her class. The females also mentioned a hall monitor who had 
a reputation for pushing students around, allegedly throwing a male student to the ground for 
being in the hall during a class period. 

The females also reported several instances of racial discrimination by some teachers. These 
included the teachers' giving the White students in their classes special privileges, such as 
allowing them to leave class early or to walk the halls during class time without being 
questioned. Several females said that their teachers always let the White students go first when 
class was dismissed. Participants also reported several instances of profanity and racial slurs 
being used by regular and substitute teachers in the classroom. (An incident involving teacher 
use of racial slurs was described earlier in the discussion of the multicultural environment.) 

The responses by males were more mixed. Half of the males referred to some teachers whom 
they liked, whereas the other half claimed there were no teachers whom they liked. The majority 
of the males had a series of complaints about one or more of their teachers, with several teachers 
being identified as consistently mean and hostile towards them. 

One male in the group said, "If you don't understand [a concept], [teacher] makes you feel 
stupid. If you don't have your supplies, you get detention." Another student said of a teacher that 
he didn't like, "She's just plain mean." One participant said that he had heard a teacher call 
another African American student a "N*****" in class, and two others said that hall monitors 
had called them "N*****s" on several different occasions. Another said, ''The White kids sit by 
the teacher and call you a N***** because they know the teacher won't do anything." 

Another group member related that a teacher in one class had promised ice cream to all of the 
students in her class if they behaved. The teacher waited several days without keeping her 
promise, and then told the class that they could not have the ice cream because a student was 
talking in class. In this participant's view, the teacher had tricked the class by making a promise 
she did not intend to keep, and then waiting until something gave her a reason to take the 
promise back. 

According to participants, some teachers made invidious comparisons between Honors and 
regular classes. One female said, "[reacher] told us that we were bad and we weren't doing as 
well as her Honors class." Another related, "I asked her [teacher] to be in the Honors class, and 
she say, 'I don't know if you can do this class, because we do a lot of outside work."' Another of 
the females observed that she and three of her African American friends were in an Honors class 
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together, the only African American students in the class. She stated that the teacher in this class 
ignored her and her friends most of the time. 

One of the males said that in some of his classes, the teachers frequently told the African 
American students to be quiet, but the White students were never reprimanded. Another 
indicated that a female in his regular math class had moved to an Honors class; she later told him 
that it was much different in the Honors class because the Honors teacher treated her so much 
better than the teacher in her regular class had. Another male said that he was frequently called 
on to do extra work in one of his classes, but that his teacher never required extra work from the 
White students. 

When queried as to whether they had taken their complaints regarding the incidents mentioned 
above to someone on the Daniels staff, the students said not. They did not feel there was anyone 
in authority at Daniels whom they could trust with their experiences. 

Question 6. How do you feel in general about Daniels? 

The general opinion of the females about Daniels was negative. The most prominent complaint 
was that there was no one at the school to whom they could tum when they had problems with 
teachers and conflicts with other students. They volunteered that they never confided in the 
counselors because they were of no help. One female commented, "There's too many rules 
here." Others stressed the fact that they only had five minutes to get from class to class and that 
they were not allowed to carry backpacks. Most females seemed to believe that there was 
nobody at Daniels who cared enough to take the time to help them. One said, "It's like you take 
a number and wait." 

Many of the males had complaints about various policies at Daniels. Several observed that 
because of gang problems, they couldn't wear certain colors of clothing. Others criticized 
Daniels policies as being too strict: if there were not so many unnecessary rules, fewer students 
would get into trouble. Another complaint had to do with the rule concerning backpacks. "You 
have to pay a deposit to have your backpack at school, but if you don't take care of your 
backpack pass, you don't get it back." The males also criticized the lack of opportunity to be 
involved in sports as sixth-graders at Daniels. One said, ''They treat us like prisoners. They need 
to let the sixth-graders be on some kind of school team." 

Question 7. Are you involved in any activities at Daniels? 

Although several females indicated that they were in choir, most did not report involvement in 
activities. The females regretted they could not participate in sports. One said, "All you can do is 
go to student council." 

Several of the males indicated that they participated in band and choir, but the remainder were 
not involved in activities at Daniels. Most participants were very disappointed that they had to 
wait until seventh grade to participate in school sports. One commented, "After school, all we do 
is go home and go outside and get into trouble and stuff, but if we had football and track or 
something, it would keep us busy .... [W]e'd be like 'we got a game tomorrow and we have 
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something to look forward to,' not just sleep in all day Saturday or watching somebody else 
play." His colleagues agreed with this observation. 

Question 8. How do your parents feel about Daniels? What messages does your family give you 
about school and your education? 

Most of the females stated that their parents were not happy that they were at Daniels. The 
reasons for this included parental concern about racial prejudice and violence. Several of the 
females mentioned that their parents were trying to have them transferred from Daniels. One 
female volunteered that her mother came home one day and announced she was planning to take 
her daughter out of Daniels because "there is too much prejudice." Another female said, "My 
momma wants me out of here because she don't like me getting into fights." Yet another said 
that she had no choice but to stay at Daniels because of the district attendance zones. Most of the 
females reported being told by their parents that their education was important. 

Half of the male participants indicated that their parents did not like Daniels, and the other half 
reported mixed parental reactions. As with the females, parental concerns included racial 
discrimination and the potential for violence. Three of the males indicated that their parents liked 
several of the teachers at Daniels, although they still had some problems with the school itself 
and its procedures. Most participants reported receiving positive messages about school from 
their parents. One of the males said, "I have to graduate so I can be smart enough to run my 
daddy's business." Another indicated that two uncles had stressed the importance of a good 
education. 

Survey Comparisons 

School Environment. There were no differences between the Adams fifth-graders and African 
American sixth-graders in the degree to which they reported liking school. There were, however, 
differences in reported school absence, with Daniels sixth-graders more likely to report being 
absent for five to seven days in a six-week period and less likely to report no absences. Unlike 
Wilshire and Hernandez, there were no differences in reported homework completion. 

Attitudes toward Teachers. Perceptions of teachers were quite similar across the Adams fifth 
grade and the African American students in the Daniels sixth grade. However, Daniels African 
American students were less likely to agree that teachers praised them, and also less likely to 
report that teachers respected their opinion. 

Multicultural Climate and Intergroup Attitudes. Trends here were similar to those found for the 
other two elementary schools. Whereas many Adams fifth-grade students wished to have more 
White students present, none of the sixth-grade African American students endorsed this 
position. They were evenly split between seeing the numbers of White students as "too many" or 
"just about right." The majority of African American sixth-graders indicated they would like to 
see more African American students at Daniels. Further, fewer sixth-grade students indicated a 
desire to have more Hispanic students in school than they had at Adams. It appears that as 
African American students shift from an elementary school where they are the majority to a 
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middle school where they are in the minority, their interest in greater student diversity declines 
and the desire for more students of their own ethnicity increases. 

Peer Environment. There were few significant differences reported in the influence of peers, 
though sixth-graders reported more friends who skipped school, worked part-time, and had a 
serious girlfriend or boyfriend. 

Self-Esteem. There were no differences in overall self-esteem between the Adams fifth-grade 
students and African American sixth-grade students at Daniels. Thus the usual decline in self
esteem with the transition to middle school did not hold true for this population. Only one item, 
"I feel that I have a lot of good qualities," showed a significant difference across the two grades, 
with sixth-grade students feeling more favorable about themselves. 

Summary. There appear to be few differences in student perceptions between African American 
sixth-grade students at Daniels and the Adams fifth-grade students, who are predominantly 
African American. This may suggest that these environments are perceived as more stable, but it 
may also reflect a response bias, sometimes documented among African American youth, such 
that actual differences would less likely be reported. 

Parent Experiences 

We interviewed parents of focus group members from each of the three elementary schools in 
the study who had gone on to Daniels. Not all were available to be interviewed, but the majority 
of parents agreed to participate. From the interviews, four basic themes were identified
conununication with the school; conununication outside the school; school activities; and parent
initiated activities in the home. 

Wilshire 

Most parents whose children transferred from Wilshire to Daniels were very involved in their 
children's education. Traditionally, these parents were active at the elementary school level and 
remained notably involved both in activities initiated by the school and in informal activities 
initiated by parents. They viewed their communication with Daniels and their involvement as 
ways to gauge their children's success in the school. 

Communication with the School 

Wilshire parents indicated that phone calls, parent visits to the school, school correspondence 
and fliers, and report cards were the most common forms of communication. Though most 
conununication occurred directly between teachers and parents, comments about school-initiated 
activities and official correspondence were often negative. 

Back to School Nights were the most common activity initiated by the school. Parents were 
concerned about how Back to School Night was structured, especially the brief time allowed for 
classroom visits. A parent pointed out: "[It was] too short a time ... six, seven teachers within an 

120 



hour .... [Y]ou have to account for the time getting there and walking to the classroom and 
waiting for everyone to arrive or wait for the room to fill up .... They just want you to know what 
the class is about, and what their expectations are, and what they'll be doing." 

Despite such concerns, most Wilshire parents had a sense of connection with Daniels because of 
the proximity of the school and their participation in school activities. One parent pointed out, 
"Parents that are active in the PT A are mostly from Wilshire." A large proportion of Wilshire 
mothers were apparently able to participate in activities during school hours. Parents felt 
comfortable serving on committees with other parents they had worked with at the elementary 
school, and they continued these activities at Daniels. 

Parents had concerns about the quality of information from the school, such as newsletters and 
handouts, progress reports, and report cards. Some parents claimed they received sketchy and 
inconsistent information from the school. A parent of a male remarked, "We got some 
information at the very beginning of the year, but there are never any notes and reminders for 
things. You just have to make sure that you get that calendar at the very beginning of the year 
and you write them [activities and PT A meetings] all down." Another parent commented, "I got 
[son's] report card, but I don't know if he gave it to me or I got it in the mail. So [if] the school 
does not [mail the report cards], you have to get that from the child." 

Citing several cases of inaccurate progress reports, one parent indicated that she took the 
initiative to correct the record. 

The work that was 'not turned in' was a spelling test that [the teacher] just did not record. 
He had the grade in his notebook, but they don't check with the children before they send 
out the progress report. They just send it home. I try to remain calm, but it tends to make 
the parents have a heart attack when you get a failing progress report .... But if I had not 
called her, I would assume that he was being tardy to many classes and that he was not 
turning in his work and failing ... none of which was true. 

Some parents were unclear about how parent-teacher interaction should occur and when it 
should take place. One parent felt that teachers should be more accessible to visit with parents. 
She remarked, "I did try [to meet the teacher], but her door was always locked right after school, 
and they [teachers] do not encourage you to do that anyway. They want you to make 
appointments for after school.. .. I don't consider them conferences; I just want to know how was 
my son's day." 

By contrast, the parent of a female recalled meeting one of her daughter's teachers informally. 
She stated, "I was in the parking lot one day and her social studies teacher practically chased me 
down. She said how much she enjoyed [my daughter] in class .... Overall, teachers are very 
complimentary." 

Most parents stated that Daniels teachers generally had positive things to share about their 
children. One observed: 
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One of the teachers called the other night. My son is doing a report in her class; he had 
actually asked for her help and she called to give him the information that he needed, and 
she told me how much she absolutely loves him and how wonderful he is .. . and the notes 
that were in his projects and papers and things like that." [Parent shows interviewer a 
report written by her son on Africa.] I was really impressed with this comment [from the 
teacher], '[Son's name], I'm so impressed with the quality of your work, you are the 
cream of the crop.' [It] made me feel real good. 

Though several of the teachers like the one above were reported to be proactive, most of the 
contact between Daniels staff and Wilshire families was initiated by parents. (Fourteen of the 16 
parents interviewed reported taking the initiative to get in touch with a member of the Daniels 
staff.) One parent explained, "Once you get to junior high, you just don't see the teachers 
because you don't go standing at the school like you did in elementary school, so you don' t have 
eye-to-eye contact. You have to depend on some sort of correspondence ... ; you can't walk in and 
visit the teacher." Another mother pointed out that she went into the teacher's lounge and left 
notes in the mailboxes. 

Several parents reported it had been necessary for them to provide needed information about 
their children to teachers. Two of the three parents interviewed who had children identified as 
needing special education reported that teachers did not receive copies of their child's 
Individualized Education Plan (IEP) from the special education department. Both parents 
reported they bad to provide teachers with copies of their children's IEP. The mother of one boy 
explained, "I gave [the teachers] a copy of his IEP when we first had the parent-teachers 
conferences. They were supposed to have a copy for themselves, but they didn't. It's like I'm 
providing all the work for them." 

CommunicatWn Outside the School 

Parents frequently got information about school activities, their children's academic 
achievement, and the school environment from older children and other parents. Many parents 
relied on their older children' s experiences to inform them about the school environment at 
Daniels. Even though most indicated that their older children had positive experiences at 
Daniels, they emphasized their concerns about the school environment deteriorating over the 
years. 

Wilshire parents, as noted above, were especially concerned with the personal safety of their 
children. It appeared that many of the "horror stories" about Daniels were generated through 
informal parent-to-parent communication. In some cases, incidents such as fights appeared to be 
blown out of proportion as parents called one another and passed on exaggerated accounts of the 
events. A parent related his concerns about Daniels and how he overcame them: 

Well, when my older son was about to go to [Daniels], I heard all these horror stories 
about people getting beat up for their jackets and their shoes and what not. As any parent 
feels, I was worried about how he would do up there and he loved it. He got to go to a 
school with a lot of the people he was playing basketball with. More people, more 
diversity, so he enjoyed it. 
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School Activities 

Opportunities to be involved in school activities included volunteering at the school and school 
visits. Many parents volunteered as hall monitors. One such parent, the father of a female, stated, 
"Yes, I'm a volunteer hall monitor, or whatever. Lunchtime, I go over twice a week and, not 
really to try to enforce any discipline, [I] just try to kind of make a showing that there are 
parents involved there. I walk around and, if there is any trouble, report it to the vice-principal." 

Typically, parents were involved in these monitoring activities because they were concerned 
about student interactions and discipline at Daniels. They believed that the school did not do 
enough to enforce discipline among students. 

Other parents were less proactive .and participated only when they had been contacted by the 
PTA. One stated, "We only participate in activities that we're invited to. For example, they had a 
bingo for a family activity. I participated in that I put my name on the list to volunteer." One 
mother described the necessity of having a flexible work schedule that would allow her to be 
actively involved: "Participating in school activities can be as demanding as a full-time job, so it 
is important for me to pace myself. I have arranged it so that I can use my compensation time to 
attend school functions when necessary." 

Parent Activities in the Home 

Parents also initiated academic activities at home with their children, including structured study 
time and giving encouragement and support. One parent described how developing good study 
habits at home helped their children complete their work: 

I guess because over the years we've always had a pattern of how our kids do their 
homework, there's never any pushing; he just automatically comes home and sits 
down .... We're there for him when he needs us to be there to review things with him, to 
go over all of his work when he brings it home, his finished work, [and] to listen to his 
concerns both academically and socially. 

Parents were active in the home by helping their children with homework and encouraging them 
to ask the teacher to explain assignments. These parents also reported that they intervened with 
teachers frequently. 

Hernandez 

Communication with the School 

Of the Hernandez parents whose children transferred to Daniels, relatively few cited consistent 
communication with the school other than through progress reports, report cards, and 
occasionally notes from teachers. Although several parents reported they had attended parent
teacher conferences, they observed that they had virtually no opportunities to meet informally 
with teachers at Daniels as they had when their children were at Hernandez. 
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Telephone communication between parents and the school often concerned discipline problems. 
One mother explained, ''The only time, when he's acting bad, is the only time they call." 
Inconsistent school responses to parent-initiated contact seemed to reinforce parents' negative 
impressions. When Daniels personnel appeared to be unfamiliar with students' problems or 
failed to return phone calls or to keep appointments, the parents felt discouraged and frustrated. 
A mother explained of her son, "He needs help and I told him that I need to go to Daniels and 
talk to somebody there, but every time I call to try to make an appointment with somebody they 
say they'll call me back, but I don't hear nothing." A few Hernandez parents, by contrast, 
reported that some Daniels teachers made positive, get-acquainted telephone calls to them. 

One parent who had both a son in the Young Scientists Program at Hernandez and a daughter at 
Daniels was disconcerted about how teachers at Daniels reacted to the behavior of her child. She 
stated: 

They [Daniels staff] called me several times. And a lot of the time, I don't feel like it 
isn't anything for [teachers] to be getting bent out of shape for .... They would call me for 
things like rolling her [the daughter's] eyes back-these are adolescent kids! And I 
would expect that as long as it doesn't get rude or disrespectful, that kids will act like 
kids. 

Spanish-speaking parents had difficulty communicating with English-speaking Daniels 
personnel. A Spanish-speaking mother reported, "Here at Daniels I have a problem because all 
of the teachers speak English, and sometimes I have a little difficulty meeting with those who 
can help me." Another Spanish-speaking parent explained the difficulty of communicating with 
a counselor who was not familiar with his child's problem: "Sometimes, the counselor does not 
know what is the problem, or we have to wait until the teacher gives his consent for an 
appointment." 

And I feel frustrated there, because, like I told you, I do not drive. The time that I spend 
in going [to Daniels], I have to take two buses, and practically when I arrive, already the 
teachers are ready to go, and if not [there], well, I have to make an appointment. If there 
is not an appointment, you do not have an interview. So this seems like something to 
look at to change there. 

Several Hernandez parents sensed a problem in communicating directly with Daniels staff, 
apparently because of the lack of a feeling of belonging and negative experiences that 
discouraged parent-initiated contact. One mother who tried to determine why her son was 
enrolled in only two of four resource classes at Daniels finally turned to his former fifth-grade 
teacher at Hernandez to help her find out. Her sense of isolation from Daniels staff was evident: 
"[My son] said that his classes are real hard, so I went to talk to [his teacher] at Hernandez. She 
said she'd call [Daniels] .... I don't know. I'm gonna go over there and talk to her again. I don't 
know who to get help from." 
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Communication Outside the School 

Hernandez parents talked with their children, with other students, and with other parents about 
situations that occurred at Daniels. Some parents who had problems with their children there 
expressed concerns about the school administration to other parents, and such informal 
communication tended to reinforce their negative feelings about the school. 

Parents discussed their fear of gang activity at Daniels and concern over ethnic discrimination by 
school officials. For example, one parent shared with others her feeling that racial discrimination 
persisted at Daniels: "After meeting with the staff over there [at Daniels], I found out that one of 
the administrators was referring to them as, 'Oh, you're coming from Hernandez, you're going 
to end up in trouble anyway. You will end up in jail.' And stuff like that." 

School Activities 

Hernandez parents faced many barriers to involvement at the school. Much of the information 
about opportunities for parent involvement occurred at the beginning of the school year at Back
to-School Night. Consequently, Hernandez parents who did not attend this meeting were not 
likely to be informed of PTA or brown bag lunch meetings, or of other school-initiated 
activities. 

None of the Hernandez parents interviewed reported taking an active role at Daniels. They felt 
they did not "belong" there because of its long distance from their neighborhood and difficulties 
in arranging transportation .. The PT A and volunteer positions at Daniels were dominated largely 
by parents of White children from schools other than Hernandez. The parents "in charge" invited 
other parents they knew to participate in school activities, reportedly excluding those from 
Hernandez. 

Many Hernandez mothers reported a willingness to volunteer at Daniels, but did not have the 
time to do so during work hours. For example, one working mother explained: 

At Hernandez, before I started working, I was very involved. I felt very comfortable, I 
felt welcome. And I have never felt that way at Daniels. And I don't know why .... I have 
talked to some of the administrators and even some of the parents .... They appointed me 
the historian [of] the PT A board .... They would call and send me letters, but I never had 
the time. 

One Hernandez parent reported volunteering occasionally at Daniels. Other parents indicated 
they were interested in taking part in school activities, but were never contacted. One mother 
wanted to participate in activities at Daniels, for example, but believed the school should contact 
her. She told us, "I would like to go and do, I'll go for the kids, too, and help them in their 
classes and all that, if they would call me." Those parents who had negative experiences at 
Daniels, especially those with older children there, felt dissuaded from initiating contact. 
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Parent-Initiated Activities in the Home 

Hernandez parents helped their children with homework, providing encouragement and raising 
expectations. A parent who had both a son in the Young Scientists program and a daughter at 
Daniels described her family's homework routine: "We all help; me, the kids, we'll help the 
younger ones with their homework. My older daughter will help the little ones. And I help the 
little ones sometimes. And we do other stuff together." 

Most Hernandez parents encouraged their children to do well in school. For example, a Spanish
speaking parent said, "Whatever happens, I try to encourage my child but he doesn't do any 
homework. I am not sure if it's because the school changed the policy about bringing books 
home. I always tell him to be responsible and to do his homework." Since this parent did not 
speak or read English, she was not sure about the status of her child's work. 

Adams 

Ethnic Discrimination and Prejudice 

A major theme which appeared in interviews with Adams parents was the issue of race relations 
at Daniels and parents' perception of ethnic discrimination against their children there. Many, if 
not most, believed that negative racial stereotypes of African Americans were held by many 
teachers and staff, and that the environment at Daniels was hostile toward their children. Many 
parents distrusted both the school administration and the teachers. 

Several parents described incidents or practices by teachers that they perceived as racist. One 
student who was present during the interview with his parents reported: 

My English teacher had wrote me, like, a little letter in my notebook, and she said that I 
was in a gang. She said stop trying to use violence as a last resort and something about 
accidents. Then I had to run back and tell her that I wasn't in a gang, and that I don't 
really try to use violence. 

One parent observed that Daniels' reputation in the neighborhood was poor. "I don't like 
[Daniels] at all.. .. Most of the people around here don't let their kids go to Daniels; there's a lot 
of prejudice there." 

Several parents had looked into the possibility of having their child transfer to another school, 
and a few had accomplished the transfer. On mother commented of her daughter: 

She doesn't like the school. I would prefer to get her transferred someplace where she 
feels more comfortable. I think that a lot of the kids in the neighborhood go to 
Pearce. And I've heard that it is a much better school than Daniels .... I think that 
Pearce is better. It is a much better environment than Daniels .... It's mostly the 
prejudice. 
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Of parents in the three elementary study campuses, the Adams parents seemed to be the least 
trusting of staff and teachers at Daniels, the most sensitive to racial stereotyping, and the most 
vocal in their complaints about the school's multicultural climate. 

Communication with the School 

In contrast to mostly positive experiences at Adams, many parents reported negative experiences 
in communicating with Daniels. They said they had few opportunities for direct contact with 
teachers and observed that much of the school-initiated communication concerned student 
behavior problems. 

A mother of a boy who had discipline and academic problems claimed, "They [Daniels staff] 
only want to talk to the parents when the child is going to be completely kicked out of the 
district." 

Another parent reported she had deliberately been ignored by the school office staff. She told us: 

I walked in there this morning-they knew me from when I came in there because I was 
very, very upset. And they were looking at me like they didn't want to say anything to 
me ... and then, when someone finally did say something to me, she said, 'Well, the 
attendance [person] is not here yet. She will be here later.' And [when the attendance 
person] did come in .. .it was like I wasn't even there. 

This woman's son had earlier been hospitalized after a fight at school. She decided to transfer 
him to another school because she thought the fight had not been handled properly by the 
teachers. She felt alienated and ignored, and she believed her concerns about her son were not 
taken seriously by the Daniels office staff. 

Several parents felt that it was important to make unannounced visits to observe the school 
environment. One volunteered: 

I sat in on a class. This is the lady I'm having trouble with. And I just wanted to see how 
she operated .... And I spoke to her, thanked her, and left her class .... I wanted to know 
and I'm planning to go back, so I can see if there is any difference from what I saw in the 
beginning .... But I do pop into all the classes. 

Several parents reported a difficult time contacting teachers. They were required to schedule 
appointments, which often conflicted with parents' work schedules and involved the 
inconvenience of riding a bus. One mother described her difficulty in arranging an appointment 
with a teacher. She stated, "We had an appointment for Friday and I had to cancel it last 
Friday .... I was trying to meet her on Wednesday, but she was going out of town, so she had to 
cancel; so we're supposed to get together after the holidays." 

Another parent voiced frustration with lack of teacher communication: "They never have time 
for anybody .... I called to have a conference with one of the teachers, but they never returned my 
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call. They never did .... So I just don't know what to do, because I've never dealt with something 
like this. This is new for me." 

Still another mother reported that her calls to Daniels were not returned: "Evidently they're not 
even interested [in my child's problem] .... I called and talked to the man, and he was supposed to 
call me back after he talked to my daughter, and he never did-he never talked to her at all." 

A parent with a child who attended another middle school observed, "I never did like Daniels, 
'cause my little niece went to Daniels .... [Daniels staff] bring the problems to the parents, instead 
of getting together with the parents and making a solution. They just throw it all on the parents." 

Some Adams parents, however, took the initiative to contact the staff through visits and phone 
calls. Parent-initiated contact generally focused on academic problems. The mother of a boy 
reported, "I called all three of [the teachers] and I asked them what he can do [to improve his 
grades]." 

Many parents seemed unaware of choices they could make about courses, such as Honors classes 
or particular programs available for their children. One mother stated she was pleased with 
frequent reports regarding academic progress, but that she was not informed about sixth-grade 
activities. She explained: 

They said that [Daniels] had a parent orientation before the school started, but I have 
never got any notification of that...and that was a little concern of mine too ... that made 
me worry about the link between schools and parents .... They also have it where you sign 
up for band early and I never got notification of that.. .. I called [Daniels and a staff 
member said] 'But if you come in, we can get him in band.' And they do work with you, 
but it's like you wonder what other things you've missed. 

Several Adams parents, however, reported largely positive interactions. One mother said, "I'm 
pretty satisfied with Daniels. I really am, because the teachers will tell you if there's a problem. 
They'll send the three-week report and that's something Adams didn't do .... Those three-week 
reports, it tells us if he's not there, it indicates if the teacher wants to talk to you." 

Another mother explained, "Her science and math teachers have called me. They told me that 
she was doing really well in her classes and just wanted to talk to me." And still another 
commented, "[My child] has some teachers you can call at home and say, 'You know, I'm 
having trouble with this. What is your idea on how I should help him?"' 

School Activities 

Comments about participating in activities at the middle school were generally negative. There 
were complaints about the difficulty of transportation, conflict with work schedules, lack of 
initiative from the school in encouraging participation, and "bossy " PT A officers. A parent who 
previously participated in school activities described her experience: 
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And I used to be on the board over there, PTA board and stuff, I just flat didn't like any 
of the ways they were handling things. I just got out of it. I still pay my dues, but I don't 
participate as much as I used to. They [tried] to involve me in all these activities, but 
once you get involved in it, then they are just like, we needed y'all to do this but we are 
really going to be the overseer[s] and the say-soers. 

Several parents observed that parents with children from other elementary campuses were 
already involved at Daniels and did not encourage Adams parents to assume leadership roles in 
school-initiated activities. A few parents indicated that they wanted to participate, but did not 
have time. Others reported that they had signed up to volunteer, but were never called. 

Only one parent from Adams reported volunteering at the middle school. The PT A and 
volunteer positions at Daniels, in her view, were dominated by parents of children from 
Wilshire. The White parents "in charge" reportedly invited parents they already knew or were 
comfortable working with to participate in activities, leaving out the Adams parents. 

For the most part, the Adams parents we interviewed did not participate in activities such as 
Back-to-School Nights or orientation, and they were largely unaware of the activities held at the 
school on a regular basis. 

Communication Outside the School 

Informal communication with parents outside of school included receiving information from 
their child, other siblings, other neighborhood children, and other parents. Some also relied on 
information from relatives and church members. 

When asked about the kind of information her child provided, a parent replied, "He's the type of 
child where he will come to [tell me about problems at school] and [then] he'll [not] want to tell 
me, for he feels like I will get mad. And I told him ... ' I want to know, I need to know, so that 
way I can take further actions on it.. .. "' 

Most parents recognized that their children did not necessarily tell them everything they would 
like to know. One parent acknowledged that she got most of her information from a relative' s 
older child: "My nephew went there last year .... He liked Daniels. I heard good things about it. 
You know, they wanted to send him out there, because like I say, they teach them real well out 
there. It's a good environment." 

Parent-lnitUzted Activities in the Home 

Adams parents described helping with homework, giving encouragement, and setting 
expectations. These activities were emphasized by parents as a source of academic support for 
their children, though none of the parents interviewed seemed to place an emphasis on grades or 
academic achievement per se. Some cautioned their child that "hard work" and following rules 
were key factors for success. 
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Asked about the types 'of activities parents got involved in, one described helping his daughter 
with homework: "I think that she was prepared [for the school work at Daniels] enough, because 
we have to instill into our kids the value of work, and I do that to my daughter. She gets on the 
border of crying, because she would be working a problem and she's not working hard enough 
to solve it, and I stay on her until she solves it." 

Another mother explained: 

Well, we do the school work. We do it together. It takes me a while to go back to the 
days of when I went to school. It's frustrating for me, but I told him if we keep trying, 
we'll figure it out. So he knows he can come to me and we sit there and we do the school 
work, and it has to be done because it's part of his grade. You just can't "get by" in 
junior high school. That's another thing we're passing on. Before, he could. He said if 
you pay attention in class long enough you could pass. But I told him, "Junior high is 
different in that a lot of homework counts for your grades." 

Success, according to some parents, included following policies and procedures and being 
respectful. In addition to working hard, children were encouraged to follow school rules: "I 
expect her to follow the policies and procedures of the school, be respectful, do her best in her 
class work, and make the best possible person out of herself that she can." 
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Section V. Conclusions and Recommendations 

There are no easy or quick fixes in educational policy. If there were, they would likely have 
been implemented long ago. Schools are extremely complex social and cultural systems in which 
systemic change is difficult and, at best, often incremental. No single innovation, by itself, is 
likely to produce the necessary improvements; but the cumulative effect of a variety of efforts 
and changes such as those recommended below, coupled with compassionate and strong 
leadership, may well help to ameliorate many of the problems we have identified in this study. It 
is admittedly difficult to ask school systems already struggling under minimal funding, high 
teacher and student turnover, relatively low teacher salaries, little in the way of external teacher 
support, and the myriad of issues associated with the inequality of income distribution and 
housing to take on the additional burdens of systemic reform-but to observe that it is difficult 
does not imply that attempts at improvement should not be made. 

The Austin Independent School District (AISD) has the opportunity to maintain ethnic and 
socioeconomic diversity in its school system without sacrificing the quality of education for its 
students. Yet, certain policies and procedures currently employed in the campuses in question 
and in the AISD in general appear to exacerbate an already difficult transition from elementary 
to middle school, especially for lower-income ethnic minority students who are bused. Indeed, 
the conditions and dynamics explored in this report seem to stack the deck against equality of 
educational opportunity for lower-income students of color. 

The data and discussions in the preceding sections suggest that much remains to be done to 
assure a successful transition for students from neighborhood elementary schools who advance 
to an ethnically and socioeconomically diverse middle school. And although our analysis and 
observations are necessarily limited to the campuses we studied, similar dynamics will likely be 
found in most urban school systems that have returned to neighborhood schools at the 
elementary level and use substantial cross-town busing to produce student diversity in their 
middle schools. 

There are reforms in practices, policies, and pedagogy well accepted in the research literature 
which, if put in place, can do much to ease the transition of students from elementary to middle 
school settings in AISD, and to enhance their chances for academic adjustment and success. 
However, unless diverse middle schools like Daniels are restructured to reflect what we know 
about successful educational practice, the tensions among students of different social and 
economic backgrounds, as well as tensions between a largely middle-class teaching staff and a 
largely lower middle- and lower-class minority student population, will likely continue to exist. 
Some of these suggested changes are systemic, others procedural, and still others issues of 
external community and institutional support. 

One common theme in our findings is the institutional "culture shock" that students experience 
during the transition from elementary to middle school. The elementary school environment is 
generally caring, nurturing, "personal," and supportive, with classes often resembling an 
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extended family and teachers resembling surrogate parents. The middle school environment, by 
contrast, is large, impersonal, authoritarian, and institutional. 

It is telling that, in retrospect, most of the students in our focus groups found the transition to a 
larger, more institutional middle school environment to be the most salient adjustment issue, one 
whose seriousness was not anticipated in fifth grade. The majority of our elementary focus group 
participants appeared most concerned with such transition issues as personal safety, disruption of 
friendships, and academic challenge. While these issues remained for many participants after the 
transition to sixth grade, it is clear that institutional factors such as the larger physical 
environment; frequent changing of classes and teachers; negotiating lockers, using backpacks, 
and getting from one class to the next; busing; discipline policies; and other related concerns 
appear to have been the most difficult. Many of these factors also make it difficult for students to 
form friendships across various ethnic and social groups. Given that AISD seems committed to 
its current neighborhood school policy, the solution to many of these problems, in our view, is 
the humanizing of the middle school environment for entering sixth graders-preparing them 
better for the changes they will encounter, addressing the systemic inequalities which bused 
students face, and forming stronger cooperative and more positive links between the middle 
school and the various elementary communities from which its students come. It also requires a 
school culture in which principals, administrative staff, and faculty encourage positive 
relationships among different ethnic groups and become proactive advocates for tolerance and 
diversity. 

This is not to say that the dynamics of the elementary campuses studied here are less worthy of 
attention. For example, at Hernandez there seem to be enduring conflicts between its dominantly 
Mexican American student population and recent immigrants from Mexico and other Latin 
American countries; at Adams there is tension, although muted, between its African American 
and Hispanic student groups. However, in our judgment, most of the necessary changes involve 
(1) crafting much more intensive and positive linkages between the elementary campuses and the 
middle school, and (2) extending the ambiance of the elementary school culture upwards into 
middle school to make its pedagogy, policies, and practices more developmentally appropriate 
for early adolescents. 

Extensive research has shown that simply mixing students of different ethnicities in a single 
geographical setting does not by itself improve student learning.1 These and other studies 
indicate that socioeconomic background of the student is much more important in explaining 
academic success or failure than is ethnicity per se. However, since minority and lower 
socioeconomic income status often overlap, and because learning styles, culture, and world view 
may differ to some extent with race, the issue of ethnicity tends to obscure an appreciation of the 
vital role of socioeconomic factors. Nor does a solely "ethnic" approach take into account the 
variety of peer cultures, communities, parental family systems, and school cultures-all of 
which play a role in student academic adjustment and success. 

1 See, for example, Thomas Cook et al., eds., School Desegregation and Black Achievement, National Institute of 
Education, (Washington, D.C.: 1984); and David Armor, Forced Justice: School Desegregation and the ww, 
(New York: Oxford University Press, 1995). 
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We have grouped our recommendations into several major categories and, when feasible, have 
offered examples and details of our recommendations. 

Recommendation 1: Strengthen the academic and social preparation of fifth-grade 
students making the transition to sixth grade. 

There are three major groups to which such preparation efforts should be addressed-students, 
parents, and teachers. 

A. Students need a better preparation for and broader and more intensive exposure to the middle 
school environment in anticipation of the transition. Among such initiatives could be more 
frequent visits to the middle school by cohorts of fifth-graders, not only to become f arniliar with 
the physical environment and staff and facilities, but also with the differences in instruction and 
class settings. This could involve a "trial" day at middle school where students would spend a 
full day as if they were sixth-graders, attending different classes, negotiating passing times, 
eating in the cafeteria, meeting with counselors, and other activities designed to give them a feel 
for what an actual day in sixth grade would be like. Students could also be invited to participate 
in mock after-school activities and clubs. Each student would be accompanied by a seventh- or 
eighth-grade "peer counselor" who had attended their same elementary campus and who would 
accompany them throughout the day. As opposed to voluntary experimental efforts such as 
anticipated in transition summer camps, such a trial experience could be made mandatory. 

B. Stronger efforts should be made to involve parents in the transition process. As noted above, 
Wilshire parents, due largely to their higher socioeconomic status and proximity to Daniels, play 
a strong role at both the elementary and middle school campuses. By contrast, parents from 
Hernandez and Adams appear to be engaged at the elementary campus level, but largely 
disengaged both from the transition process itself and from Daniels in general. This is due in part 
to the concomitants of lower socioeconomic status, reflected in constraints in time and in the 
lack of adequate transportation. Parents from the minority campuses need to be offered more 
opportunities to become involved and invested in the transition process, including collaborative 
cross-ethnic transition projects with parents from other feeder schools. 

C. Stronger Daniels teacher presence during the preparation for transition is needed. Groups of 
sixth-grade teachers could meet with fifth-grade and students onsite at the elementary campuses 
and be engaged in transition planning and implementation. Teacher visits across schools could 
be increased in frequency. Teachers could meet with fifth-grade students at their home 
elementary campuses and during the summer between the fifth and sixth grade. 

Recommendation 2: Restructure Daniels Middle School as a learning community along the 
lines proposed by the Carnegie Corporation. 

As with many diverse middle schools, certain features of Daniels' school climate are not 
supportive of its various ethnic and socioeconomic groups. A school philosophy of "equal" 
treatment in which no group is singled out for special attention may not be appropriate in 
conditions of substantial disparity. Different groups have differential needs, and to ignore these 
needs in the name of equal treatment may perpetuate systemic barriers to learning for certain 
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students. Colloquially, a student who is not present at the starting gun can hardly compete in the 
academic race if compensatory treatment is not provided. 

As a result of an intensive study of American middle schools, the Carnegie Corporation in its 
report Turning Points ( 1989) urged the restructuring of middle schools as smaller "learning 
communities," whose features include, among others, students and teachers grouped in teams 
where every student is known well by at least one adult; the promotion of cooperative learning 
and flexible instructional schedules; the adoption of an integrated academic curricwum designed 
to enable students to think critically; greater engagement of families with the schools; a closer 
connection of schools with their communities; and the promotion of health-care and counseling 
services for students. Among those recommendations of the Carnegie report which we believe 
are particularly applicable to the Daniels setting are: 

A. Academic team teaching. Traditional instructional practices should be replaced by an 
approach in which teachers and students are organized into academic teams which form smaller 
learning communities within the school. Teachers on each team should have a common planning 
period, and classes should be scheduled with the flexibility to meet instructional goals. 

B. Curricular restructuring. While meeting state requirements for the coverage of essential 
knowledge and skills, the curriculum should be restructured to encourage critical thinking and 
employ a variety of active learning approaches including auditory, visual, and tactile modes of 
instruction. Academic teams should move toward thematic instruction and an interdisciplinary 
curriculum across subject areas. 

C. Flexible instruction. Teachers should vary instruction and student groupings to accommodate 
various learning styles and the developmental needs of young adolescents. They should use such 
strategies as cooperative learning, learning laboratories, peer tutoring, and cross-age tutoring. 

D. Broadened assessment techniques. The school should develop alternative techniques for 
student assessment such as student portfolios, performance-based indicators, and individual 
learning contracts, in addition to state-required tests and letter grades. 

E. Heterogeneous grouping. Extensive use of Honors sections and tracking isolates certain 
students from others and often creates a "school within a school." To the extent feasible, student 
teams should be grouped heterogeneously, with attention to a balanced mix of students from 
various ethnic and socioeconomic backgrounds. 

F. Student advisory groups. The school should implement small group advisory periods to allow 
discussion of concerns and personal issues outside the scope of the core curriculum. This would 
ensure that each student has one adult, in addition to the guidance counselor, who knows him or 
her well. 

G. Student support services. The school should develop a program of coordinated human 
services in the areas of social adjustment and physical and mental health to assist all students in 
need. The program would be designed to foster the mental, emotional, and physical well-being 
of students as a foundation for their academic success. 
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H. Community involvement. The school should facilitate a greater integration of its programs 
and students with the community. Partnerships with business, other middle schools, and 
nonprofit organizations should be developed, and opportunities for cooperative education and for 
extracurricular public service by Daniels students should be made available. The school should 
explore with Austin Interfaith the possibility of joining its Alliance School network. 

The transition to a Carnegie school is a major undertaking which will require encouragement, 
funding, and top-level support from AISD. Several Carnegie schools in the Austin area, among 
them Fulmore Middle School in AISD and Canyon Vista Middle School in the Round Rock 
ISD, are available as possible models and as potential partners in this effort. 

Recommendation 3: Provide greater professional and personal support for teachers. 

A. Professional development. Especially at Daniels Middle School, some faculty appear to have 
difficulty in effectively reaching students from lower socioeconomic and minority backgrounds. 
Part of this is likely due to the fact that many teachers were initially prepared many years ago for 
a different kind of student body than is now found at Daniels. It may also reflect a minimal 
exposure to persons of diverse backgrounds. Substantial and sustained professional development 
is needed to help faculty cope better with a changing student body which is more transient, more 
stressed, and more frequently from lower socioeconomic backgrounds than was the case a 
decade ago. Though there are a few isolated examples of teachers who appear overtly hostile to 
ethnic minority students, we sense an undercurrent of multiethnic tension within the Daniels 
faculty which may on occasion be reflected in teacher-student dynamics. Inservice training, such 
as AISD's "Common Bonds" program and additional programs, should be offered to allow 
faculty to gain a better appreciation of students from ethnic and socioeconomic backgrounds 
other than their own. Professional development opportunities for faculty and administrative staff 
should be expanded beyond the academic year to include summer seminars on a variety of topics 
relevant to integrated teaching, cooperative learning, and classroom management to allow 
faculty better to reach out to diverse populations. 

B. Personal support. Teachers in urban schools in the 1990s face unprecedented, sometimes 
overwhelming, demands on their time and energy. Many young recruits to the profession leave 
after a few years. Demands for "accountability" place additional pressures on those who remain, 
rates of burn-out are high, and stress is constant. In our view, AISD is not currently doing 
enough to help teachers accommodate these many demands, foster individual development, and 
nurture its human resources-the most critical component of any school system. Emotional 
health is essential to coping and to competent teaching. The existing medical benefits 
arrangement seems to raise unnecessary barriers to those wanting to seek professional counseling 
for stress and personal problems. In addition to its current benefits program, we recommend that 
AISD develop an Employee Assistance Program to help faculty and staff cope with the 
increasing stress and personal pressures they face. The development of faculty peer support 
groups would also help nurture coping skills. 
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Recommendation 4: Reach out more actively to Daniels parents of minority children. 

As we have seen, many Adams parents interviewed were openly hostile to Daniels, and many 
Hernandez parents were either hostile, ambivalent, or both. Parents from both elementary 
schools appear to share a general mistrust of Daniels and its staff. Daniels needs to repair its 
image and actively reach out to parents from the ethnic minority feeder campuses. This will 
necessitate Daniels' taking careful stock of its multicultural climate and making it more 
hospitable to students of lower socioeconomic and minority status, as well as taking positive 
actions to reach out to the disaffected parent communities. 

Such actions could include meetings of administrative and teaching staff with elementary parents 
onsite at their neighborhood elementary schools. Multiethnic group meetings of parents from the 
elementary feeder schools with those from Daniels could also be held. Also recommended are 
the provision of transportation services to school activities for all parents who need them; the 
revamping of Back-to-School Night to make it more accessible to minority, especially Spanish
speaking, parents; scheduling teacher meetings at times which accommodate the requirements of 
working parents; and ensuring prompt and responsive communication from Daniels teachers and 
staff to parent inquiries. Minority parents should also be represented on the Campus Advisory 
Committee. Further, it seems that Daniels has yet to make full use of such parent and community 
organizations as Austin Interfaith and Communities in Schools. 

Recommendation 5: Pay greater attention to the needs of Hispanic students. 

Our research suggests that Hispanic students seem to be the most vulnerable of the major ethnic 
groups studied. Their school liking, transition experiences, self-esteem, and a variety of other 
indices suggest that their middle school experience is especially problematic. There is a dearth of 
role models for Hispanic students at the middle school level, as well as an under-representation 
of Spanish-speaking teachers. Staff at the Hispanic elementary feeder schools and at Daniels 
need to be aware of the special problems facing Hispanic students and develop interventions and 
practices which address their needs. Further, serious efforts to recruit additional Hispanic 
teachers to school faculties are needed. 

Our research suggests that Hispanic students seem to be the most vulnerable of the major ethnic 
groups studied. Their school liking, transition experiences, self-esteem, and a variety of other 
indices suggest that their middle school experience is especially problematic. There is a dearth of 
role models for Hispanic students at the middle school level, as well as an under-representation of 
Spanish-speaking teachers. Staff at the Hispanic elementary feeder schools and at Daniels need to 
be aware of the special problems facing Hispanic students and to develop interventions and 
practices that address their needs. Further, serious efforts to recruit additional Hispanic teachers 
to school faculties are needed. 
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Wilshire Elementary School: Student Attitudes Toward Their Neighborhood by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=53) (n=45) (n=98) (n=5) (n=2) (n=79) (n=l2) (n=98) 

1. I like living in my neighborhood. 53 (100.0) 44 (97.8) 97 (99.0) 4 (80.0) 2 (100.0) 79 (100.0) 12 (100.0) 97 (99.0) 

2. I feel safe in my neighborhood. 51 ( 98.1) 44 (97.8) 95 (97.9) 4 (80.0) 2 (100.0) 77 ( 98.7) 12 (100.0) 95 (97.9) 

3. My neighborhood has a lot of 
stores and things to do. 22 ( 45.8) 17 (39.5) 39 (42.9) 2 (40.0) 1 ( 50.0) 32 ( 44.4) 4 ( 33.3) 39 (42.9) 

4. There is drug dealing in my 
neighborhood. 1 ( 1.9) 1 ( 2.3) 2 ( 2.1) 1 (20.0) 0( 0.0) 2( 2.6) 0( 0.0) 3 ( 3.1) 

5. I know most of the people who live 
around me. 45 ( 84.9) 40 (88.9) 85 (86.7) 4 (80.0) 2 (100.0) 69 ( 83.3) 10 ( 83.3) 85 (86.7) 

6. Most of the people in my 
neighborhood are from the same 

- ethnic/racial group as I am. 37 ( 75.5) 31 (72.1) 92 (73.9) 2 (40.0) 0( 0.0) 59 ( 80.8) 4 ( 58.3) 65 (70.7)** 
+:-. 
Vt 

7. The houses and yards in my 
neighborhood are attractive and well 
kept. 49 ( 92.5) 40 (88.9) 89 (90.8) 2 (40.0) 2 (100.0) 76 ( 96.2) 9 ( 75.0) 89 (90.8)*** 

8. I would prefer to live in a different 
neighborhood. 3( 5.8) 4 ( 8.9) 7 ( 7.2) 2 (40.0) 0( 0.0) 3 ( 4.0) 2 ( 16.7) 7 ( 7.2)* 

9. Gang activity is a problem in my 
neighborhood. 3 ( 5.8) 6 (13.3) 9 ( 9.2) 3 (60.0) 0( 0.0) 5 ( 6.4) 1 ( 8.3) 9 ( 9.3)** 

10. I have relatives who live in my 
neighborhood. 7 ( 13.3) 4 ( 8.9) 11 (11.2) 1 (20.0) 0( 0.0) 8(10.1) 2( 16.7) 11 (11.2) 

11. Many people in my neighborhood 
don't speak English. 3 ( 5.7) 2 ( 4.4) 5 ( 5.1) 1 (20.0) 0( 0.0) 3 ( 3.8) 1 ( 8.3) 5 ( 5.1) 

Note. Values represent frequencies and percentages (in parentheses) of students answering "true" on each question. 
*p<.05, **p<.01, ***p<.001 
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TABLEl.02 
Wilshire Elementary School: Number of Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=53) (n=44) (n=97) (n=5) (n=2) (n=78) (n=l2) (n=97) 

1. None 26 (49.06) 28 (63.64) 54 (55.67) 

2. 1 or 2 days 24 (45.28) 14 (31.82) 38 (39.18) 

3. 5 to 7 days 2 ( 3.77) 2 ( 4.54) 4 ( 4.12) 

4. 10 or more days I ( 1.88) 0 ( 0.00) 1 ( 1.03) 

Note. Values represent frequencies and percentages (in parentheses) of each response . 

2 (40.00) 

2 (40.00) 

1 (20.00) 

0 ( 0.00) 

1 (50.00) 42 (53.85) 

1 (50.00) 33 (42.31) 

0 ( 0.00) 2 ( 2.56) 

0 ( 0.00) I ( 1.28) 

9 (75.00) 54 (55.67) 

2 (16.67) 38 (39.18) 

1 ( 8.33) 4 ( 4.12) 

0 ( 0.00) 1 ( 1.03) 



Wflshfre Elementary School: Reasons for Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=53) (n=44) (n=97) (n=5) (n=2) (n=78) (n=l2) (n=97) 

1. I am sick. 48 44 92* 5 2 73 12 92 

2. I don't understand what is going on in 
the classroom. 0 1 1 0 0 1 0 

3. I am afraid at school. 1 0 1 0 0 1 0 

4. I have to work. 0 1 1 0 0 0 

5. I don't think its important. l 0 1 0 0 1 0 

6. I feel like I don't belong there. 1 0 1 0 0 1 0 

7. I don't have my homework done. 1 1 2 0 1 1 0 2** 

8. I am late. ...... 3 6 9 2 1 6 0 9** 
~ 
......:i 9. I am out of town. 25 22 47 1 0 40 6 47 

10. Classes are boring. 0 4 4* 0 1 2 1 4** 

11. I miss the bus. 2 l 3 0 l 2 0 3** 

12. Other 11 6 17 0 1 16 0 17 

Note. Values represent frequencies of each response. 
*p< .05 
** p < .01 
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TABLE 1.04 
Wilshire Elementary School: Student Attitudes Toward School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=53) (n=44) (n=97) (n=5) (n=2) (n=78) (n=l2) (n=97) 

1. Do you like going to school? 
Yes 48 (90.57) 35 (79.55) 83 (85.57) 5 (100.00) 2 (100.00) 65 (83.33) 11 (91.67) 83 (85.6) 
No 5 ( 9.43) 9(20.45) 14 (14.43) 0 ( 0.00) 0 ( 0.00) 13 (16.67) 1 ( 8.33) 14 (14.4) 

2. Do you like your present school? 
Like a Jot 31 (58.49) 19 (42.22) 50 (51.02) 1 (20.00) 0 ( 0.00) 42 (53.16) 7 (58.33) 50 (51.5) 
It is okay 21 (39.62) 24 (53.33) 45 (45.92) 4 (80.00) 2 (100.00) 34 (43.04) 5 (41.67) 45 (46.4) 
Don't like at all 1 ( 1.89) 2 ( 4.44) 3 ( 3.06) 0 ( 0.00) 0 ( 0.00) 3 ( 3.80) 0 ( 0.00) 3 ( 3.1) 

Note. Values represent frequencies and percentages (in parentheses) of each response . 



Wilshire Elementary School: Perceptions of Teacher Support by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male F Hispanic American White Other F 
Number and Questionnaire Item (n=5n_ __ (n=14l __ . (n=5) (n=2) (n=78) (71=12) 

1. Expect good behavior from me. 3.77 3.76 0.164 4.00 4.00 3.72 3.92 0.800 

2. Demand too much schoolwork from 
me. 2.33 2.23 0.455 1.50 2.00 2.29 2.64 1.293 

3. Encourage me to share my ideas in 
class. 2.88 2.93 O.Q35 2.80 3.50 2.88 3.00 0.373 

4. Respect my opinions. 3.19 3.07 0.506 2.2oa 4.00 3.12 3.5oa 2.784* 

5. Care about me. 3.46 3.16 2.230 3.25 3.00 3.36 3.18 0.222 

6. Give me praise. 2.78 2.56 0.749 3.67 3.50 2.65 2.44 1.656 

7. Are mean to me. 1.45 1.40 0.232 4.oob 2.oob 3.61b 3.45b 3.930** 
...... 
~ 

'° 8. Help me when I need it. 3.53 3.57 0.003 4.00 4.00 3.47 3.75 1.844 

Note. Values represent mean ratings from 1 to 4, where l=none, 2=some, 3=most, and 4=all. 

a Denotes a significant difference between Hispanic and Other. 

b Denotes a significant difference between African American and all other groups. 
*p<.05 
**p<.Ol 
F = F statistic. 



TABLE 1.06 
Wiishire Elementary School: Student Participation In In-School Activities by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=53) (n=44) (n=97) (n=5) (n=2) (n=78) (n=l2) (n=91) 

I. Sports 37 33 70 4 2 57 7 70 

2. Debate, Speech 4 7 11 1 0 7 3 11 

3. Music, Dance, Drama 29 33 52 4 0 44 4 52 

4. Hobby Clubs 3 8 11 2 0 7 2 11 

5. Student Government 12 5 17 0 0 15 2 17 

6. School Subjects 22 18 40 4 0 32 4 40 

7. Yearbook, Newspaper 6 5 11 0 0 9 2 11 

8. Cheerleading, Pep, Drill Team 1 0 1 0 0 1 0 

....... 
Ul 9. Other 13 12 25 2 0 21 2 25 
0 

10. None 9 5 14 1 0 11 2 14 

Nore. Values represent frequencies of each response. 



TABLE 1 .07 
Wiishire Elementary School: Dally Time Spent on Homework by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=48) (n=42) (n=90) (n=5) (n=2) (n=71) (n=l2) (n=90) 

1. Less than I hour 8 (16.7) 12 (28.6) 20 (22.2) 2 (40.0) 2 (100.0) 13 (18.3) 3 (25.0) 20 (22.2) 

2. 1 to 2 hours 34 (70.8) 23 (54.8) 57 (63.3) 2 (40.0) 0( 0.0) 49 (69.1) 6 (50.0) 57 (63.3) 

3. More than 2 hours 6 (12.5) 7 (16.7) 13 (14.4) 1 (20.0) 0( 0.0) 9 (12.7) 3 (25.0) 13 (14.4) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 
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TABLE 1.08 
Wilshire Elementary School: Student Attitudes Toward Ethnic Composition of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Ethnic Group Female Male Total Hispanic American White Other Total 
Composition in Question (n=52) (n=43) (n=95) (n=5) (n=2) (n=77) (n=l2) (n=96) 

Hispanic/Latino 
Would like to see more. 25 (49.0) 13 (30.2) 38 (40.4) 2 ( 40.0) 0( 0.0) 34 (44.2) 2 (18.2) 38 (40.4) 
There are too many. 2 ( 3.9) 1 ( 2.3) 3 ( 3.2) 0( 0.0) 0( 0.0) 3 ( 3.9) 0 ( 0.0) 3 ( 3.2) 
It is about right. 24 (47.1) 29 (67.4) 53 (56.4) 3 ( 60.0) 1 (I 00.0) 40 (51.9) 9 (81.8) 53 (56.4) 

Black/ African American 
Would like to see more. 26 (50.0) 24 (57.0) 50 (53.2) 4 (100.0) 1 ( 50.0) 38 (49.4) 7 (63.6) 50 (53.2) 
There are too many. 1 ( 1.9) I ( 2.4) 2 ( 2.1) 0( 0.0) 0( 0.0) 2 ( 2.6) 0 ( 0.0) 2 ( 2.1) 
It is about right. 25 (48.1) 17(40.5) 42 (44.7) 0( 0.0) 1 ( 50.0) 37 (48.1) 4 (36.4) 42 (44.7) 

White/Anglo 
Would like to see more. 2 ( 3.8) 4 ( 9.5) 6 ( 6.4) 0( 0.0) 0( 0.0) 5 ( 6.5) 1 ( 8.3) 6 ( 6.4) 
There are too many. 8 (15.4) 13 (31.0) 21 (22.3) I ( 25.0) 1 (I 00.0) 17 (22.1) 2 (16.7) 21 (22.3) 
It is about right. 42 (80.8) 25 (59.5) 67 (71.3) 3 ( 75 .0) 0( 0.0) 55 (71.4) 9 (75.0) 67 (71.3) 

- Native American/ 
VI American Indian 
N 

Would like to see more. 38 (74.5) 27 (69.2) 63 (72.2) 3 ( 75.0) 0( 0.0) 56 (73.7) 6 (60.0) 65 (72.2) 
There are too many. I ( 2.0) 2 ( 5.1) 3 ( 3.3) 1 ( 25 .0) 0( 0.0) 2 ( 2.6) 0 ( 0.0) 3 ( 3.3) 
It is about right. 12 (23.5) 10 (25.6) 22 (24.4) 0( 0.0) 0( 0.0) 18 (23.7) 4 (40.0) 22 (24.4) 

Asian/ Asian American 
Would like to see more. 39 (76.5) 26 (65.0) 65 (71.4) 4 (100.0) 0( 0.0) 56 (72.8) 5 (50.0) 65 (71.4) 
There are too many. I ( 2.0) 0 ( 0.0) I ( I.I) 0( 0.0) 0( 0.0) I ( 1.3) 0 ( 0.0) I ( I.I) 
It is about right. 11 (21.6) 14 (35.0) 25 (27.5) 0( 0.0) 0( 0.0) 20 (26.0) 5 (50.0) 25 (27.5) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 
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TABLEl.09 
Wilshire Elementary School: Student Perceptions of Intergroup Social Relations by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire Item (n=53) (n=45) F (n=5) (n=2) (n=77) (n=12) 

1. I like getting to know people from 
other racial/ethnic groups. 3.43 3.20 3.120 3.80 3.50 3.27 3.42 

2. I think it would be better if different 
racial/ethnic groups did not mix 1.62 1.67 0.081 2.00 3.50ab 1.57b l.67a 
together. 

3. I feel afraid of people from different 
racial/ethnic groups. 3.23 3.60 5.893* 3.50 2.50 3.44 3.25 

4. I am uncomfortable in a group when I 
am the only member of my racial/ethnic 
group. 2.04 l.93 0.378 2.20 l.50 2.06 1.50 

5. I feel comfortable when other people 
speak a language I can't understand. 2.04 2.24 1.320 2.60 1.00 2.09 2.42 

6. I have friends from different 

racial/ethnic groups. 3.32 3.38 0.167 3.40 3.50 3.30 3.58 

Note. Values represent mean ratings from I to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 2, 3, and 4 were reverse scored. 

a Denotes a significant difference between African American and Other. 

b Denotes a significant difference between African American and White. 

abDenotes a significant difference in responses of these ethnic groups. 
*p<.05 
F = F statistic. 

F 

1.539 

4.170* 

1.499 

1.775 

1.861 

0.573 
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TABLEl.10 
Wilshire Elementary School: Student Attitudes Toward Multicultural Climate of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire It!_m (n=53) (n=45) F (n=5) (n=2) (n=7_9) (n=_ll} F 

1. Teachers expect me to do well in 
difficult classes. 

2. Teachers respect my culture and 
background. 

3. Teachers teach me to respect people 
who are different. 

4. The students of my ethnic group are 
among the smartest students at my 
school. 

5. My teachers expect me to speak 
English differently from the English I 
speak at home. 

3.09 3.20 

3.40 3.49 

3.42 3.50 

2.35 2.37 

3.13 2.98 

0.623 2.80 4.00 3.13 

0.518 3.00 2.50 3.45 

0.470 3.60 3.50 3.42 

0.011 2.00 1.50 2.40 

0.732 2.80 3.00 3.01 

Note. Values represent mean ratings from 1 to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 5 was reverse scored. 
F = F statistic. 

3.25 1.677 

3.67 2.661 

3.58 0.279 

2.42 1.003 

3.50 1.358 
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TABLEJ.11 
Wilshire Elementary School: Student Attitudes Toward Discrimination In School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire Item ~n=532 (n=45~ F ~n=5) ~n=2) ~n=782 ~n=l 12 

1. I have been called names at school 

because of my racial/ethnic group. 3.51 3.42 0.353 3.00 4.00 3.58a 2.82a 

2. I have seen negative words written 
about my racial/ethnic group at school. 3.54 3.36 0.940 3.00 4.00 3.53 3.09 

3. I feel that others don't like people from 
my racial/ethnic group. 3.29 3.24 0.064 3.20 3.50 3.31 3.00 

Note. Values represent ratings mean from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 1, 2, and 3 were reverse scored. 

aoenotes a significant difference in responses of these ethnic groups. 
*p<.05 
F = F statistic . 

F 

4.231* 

1.346 

0.492 
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TABLEl.12 
Wilshire Elementary School: Reasons Parents Do Not Come to School by Ethnicity 

ETHNICITY 
African 

Hispanic American White Other Total 
Number and Questionnaire Item (n=5) (n=2) (n=79) (n=l2) (n=98) 

l. They don't have time. 

2. They are working/can't get off work. 

3. Everything is okay, so they don't need 
to come. 

4. They are ill. 

5. Meetings are not at a convenient time. 

6. They have baby-sitting difficulties. 

7. I tell them not to come. 

8. They are not interested. 

9 . They would be uncomfortable. 

10. They have transportation problems. 

11 . My family does not speak English. 

Note. Values represent frequencies of each response. 
*p<.05 

3 0 

2 0 

3 

3 0 

0 0 

2 0 

0 0 

0 0 

0 

0 

0 0 

20 5 28 

11 2 15 

51 8 63 

4 0 7* 

5 3 8 

2 0 4* 

3 0 3 

2 0 2 

0 2 

0 2* 

0 
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TABLEI.13 
Wilshire Elementary School: Family Styles 

Family Factor 

Involved M 49.55 

SD 6.32 

Strict M 23.47 

SD 3.83 

Stressed M 16.87 

SD 4.17 

Note. Values represent mean ratings from 1to4, where l=never, 2=sometimes, 3=often and 4=always. 
Range of scores for Involved= 17 to 68, Strict= 8 to 32, Stressed= 13 to 62. 
M = Mean of the distribution. 
SD = Standard deviation. 



...... 
VI 
00 

TABLE 1.14 
Wilshire Elementary School: Close Peer Relations by Gender and Ethnicity 

GENDER 
African 

Female Male Hispanic American 
Number and Questionnaire Item ~n=53! ~n=43! F ~n=5! ~n=2l 

1. My close friends are there for me when 
I have a problem. 3.00 2.40 17.972°• 3.00 2.00 

2. My close friends and I are in the same 
class. 2.58 2.58 0.002 2.00 1.50 

3. My close friends and I are in the same 
crowd at school. 2.69 2.53 0.602 2.00 2.00 

4. My close friends live in my 
neighborhood. 1.92 1.75 1.160 1.40 1.50 

5. My close friends attend the same 
church or synagogue. 1.94 1.87 0.085 2.40 1.50 

6. My close friends are the same age . 2.60 2.67 0.078 2.00 2.00 

7. My close friends have dropped out of 
school. 1.28 1.33 1.310 1.80 1.00 

Note. Values represent mean ratings from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. 
*p<.05 
0 •p<.001 
F = F statistic. 

ETHNICITY 

White Other 
~n=78! ~n= 11 l F 

2.73 2.67 0.856 

2.64 2.58 2.873* 

2.69 2.50 1.241 

1.87 1.92 0.703 

1.93 1.67 0.836 

2.63 3.00 1.211 

1.31 1.08 0.128 



TABLEl.15 
Wilshire Elementary School: Close Peer Behaviors by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
(n=53) (n=45) F (n=5) (n=2) (n=79) (n=l2) F 

1. Study hard/do their homework. 3.47 3.11 8.521 ** 3.60 3.50 3.26 3.42 0.644 

2. Drink alcohol. 1.00 1.07 2.163 1.00 1.00 1.02 1.08 0.271 

3. Use drugs. 1.00 1.02 1.180 1.00 1.00 1.01 1.00 0.078 

4. Talk back to their teachers. 1.29 1.47 2.436 1.00 1.00 1.38 1.50 1.239 

5. Talk about going to college. 2.38 2.58 1.003 3.20 2.50 2.29a 3.33a 6.013** 

6. Get into fights with other students. 1.40 1.57 1.621 1.80 1.00 1.44 1.70 1.318 

7. Skip school. 1.04 1.13 2.997 1.00 1.00 1.09 1.08 0.217 

8. Get good grades/are on the honor roll . 3.34 3.25 0.492 3.40 3.50 3.26 3.45 0.423 
...... 
Vt 
\0 9. Work for money, e.g., babysit. 1.22 1.30 0.488 1.75 1.50 1.24 1.67 1.435 

10. Have a serious girlfriend/boyfriend. 1.53 1.45 0.258 1.40 2.00 1.43 1.83 1.482 

11 . Carry weapons (knives, guns, etc.). 1.00 1.02 1.207 1.00 1.00 1.01 1.00 0.074 

12. Belong to a gang. 2.66 2.70 0.o78 2.80 2.50 2.62 3.09 1.287 

13. Are active in community or religious 
activities. 1.04 1.02 0.194 1.00 1.00 1.02 1.08 0.461 

14. Get along with their parents. 2.40 2.44 1.062 2.40 2.50 2.32 2.33 0.050 

Note. Values represent ratings mean from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. 

aoenotes a significant difference between responses of these ethnic groups. 
**p<.01 
F = F statistic. 
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TABLE 1.16 
Wilshire Elementary School: Student Scores on the Rosenberg Self-Esteem Scale by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire Item (n=50) (n=44) F (n=5) (n=2) (n=76) (n=ll) F 

1. Overall I am satisfied with myself. 4.40 4 .61 1.224 4.20 4.50 4.46 4.91 l.219 

2. At times I think I am no good at all . 3.50 4.00 6.520* 3.00 5.00 3.79 3.45 2.497 

3. I feel that I have a lot of good 
qualities. 4.40 4.45 0.136 4.00 4.50 4.43 4.55 0.709 

4. I am able to do things as well as most 
other people. 4.36 4.16 2.713 4.40 4.00 4.21 4.64 1.478 

5. I feel I do not have much to be proud 
of. 4.42 4.32 0.278 4.00 5.00 4.37 4.45 0.557 

6. I feel useless at times. 3.72 3.74 0.025 3.40 4.50 3.74 3.67 0.399 

7. I feel I am a person of worth, at least 

equal with others. 4.20 4.21 0.853 2.8oab 4.50 4.26a 4.42b 4.281 ** 

8. I wish I respected myself more. 3.28 3.35 0.795 1.6oab 3.00 3.35a 3.83b 3.423* 

9. Overall I feel I am a failure. 4.68 4.79 0.295 4.40 5.00 4.77 4.58 0.983 

10. I have a positive attitude about 

myself. 4.16 4.26 0.580 3.ooab 3.00 4.26a 4.58b 4.955** 

Average Self-Esteem Score 4.10 4.19 0.662 3.48ab 4.30 4.16a 4.3lb 3.091* 

Note. Values represent mean ratings from l to 5, where l=strongly disagree, 2=disagree, 3=neutral, 4=agree, and 5=strongly agree. Items 2, 5, 6, 8, and 9 were reverse scored. 

a Denotes a significant difference between Hispanic and White. 

b Denotes a significant difference between Hispanic and Other. 

abDenotes a significant difference in responses of these ethnic groups. 
*p<.05 
**p<.01 
F = F statistic. 
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TABLEl.17 
Wilshire Elementary School: Ethnic Pride by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White 
Number and Questionnaire Item (n=53) (n=45) F (n=5) (n=2) (n=79) 

1. I try to learn more about my own 

group's history and heritage. 3.04 2.82 2.059 3.00 3.50 2.843 

2. I am proud of my racial/ethnic group. 3.51 3.29 2.025 3.20 4.00 3.40 

3. I have as good a chance of doing well 
as people from other racial/ethnic groups. 3.53 3.45 0.221 3.80 3.00 3.47 

4 . I wish I were a member of a different 
racial/ethnic group. 3.50 3.56 0.156 3.40 4.00 3.51 

Note. Values represent mean ratings from 1 to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 4 was reverse scored. 

aoenotes a significant difference in responses of these ethnic groups. 
*p<.05 
F = F statistic . 

Other 
(n=l2) F 

3.503 
3.801 * 

3.42 0.536 

3.58 0.657 

3.58 0.406 



TABLE2.01 
Hernandez Elementary School: Student Attitudes Toward Their Neighborhood by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=20) (n=l8) (n=38) (n=28) (n=9) (n=4) (n=41) 

l. I like living in my neighborhood. 17 (85.0) 16 (88.9) 33 (86.8) 25 (89.3) 7 (77.8) 4 (100.0) 36 (87.8) 

2. I feel safe in my neighborhood. 17 (85.0) 15 (83 .3) 32 (84.2) 23 (82.1) 8 (88.9) 3 ( 75.0) 34 (82.9) 

3. My neighborhood has a lot of 
stores and things to do. 7 (35 .0) 9 (50.0) 16 (42.1) 12 (42.9) 4 (44.4) 2 ( 50.0) 18 (43 .9) 

4. There is drug dealing in my 
neighborhood. 4 (20.0) 9 (50.0) 13 (34.2) 9 (32.1) 4 (44.4) 3 ( 75.0) 16 (39.0) 

5. I know most of the people who live 
around me. 15 (75.0) 16 (88.9) 31 (81.6) 23 (82.l) 7 (77.8) 3 ( 75.0) 33 (80.5) 

6. Most of the people in my 
neighborhood are from the same 

...... 
0\ 

ethnic/racial group as I am. 9 (45.0) 12 (66.7) 21 (55.3) 17 (60.7) 4 (44.4) 2 ( 50.0) 23 (56.1) 

N 
7. The houses and yards in my 
neighborhood are attractive and well 
kept. 15 (78.9) 14 (77.8) 29 (78.4) 21 (77.8) 8 (88.9) 3 ( 75.0) 32 (80.0) 

8. I would prefer to live in a different 
neighborhood. 4 (20.0) 3 (16.7) 7 (18.4) 6 (21.4) 2 (22.2) 0 ( 0.00) 8 (19.5) 

9. Gang activity is a problem in my 
neighborhood. 4 (20.0) 9 (52.9) 13(35.1)* 9 (33.3) 5 (55.6) 2 ( 50.0) 16 (40.0) 

10. I have relatives who live in my 
neighborhood. 11 (55.0) 9 (52.9) 20 (54.1) 13 (48.1) 7 (77.8) 3 ( 75 .0) 23 (57.5) 

11. Many people in my neighborhood 
don't speak English. 10 (50.0) 5 (29.4) 15 (40.5) 9 (33.3) 6 (66.7) 1 (25.0) 16 (40.0) 

Note. Values represent frequencies and percentages (in parentheses) of students answering "true" on each question. 
*p < .05 . 
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TABLE2.02 
Hernandez Elementary School: Number of Absences by Gender and Ethnicity 

GENDER 

Female Male Total 
Number and Questionnaire Item (n:::l7) (n:::l9) (n:::36) 

1. None 12 (70.59) 10 (52.63) 22 (61.11) 

2. 1or2 days 4 (23 .53) 8 (42.11) 12 (33.33) 

3. 5 to 7 days 1 ( 5.88) 1 ( 5.26) 2 ( 5.55) 

4. 10 or more days 0 ( 0.00) 0 ( 0.0) 0 ( 0.00) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

ETHNICITY 
African 

Hispanic American Other Total 
(n:::25) (n:::9) (n:::6) (n=40) 

13 (52.00) 6 (66.67) 4 (66.67) 23 (57.5) 

10 (40.00) 2 (22.22) 1 (16.67) 13 (32.5) 

1 ( 4.00) 1 (11.11) 1 (16.67) 3 ( 7.5) 

1 ( 4.00) 0 ( 0.00) 0 ( 0.00) 1 ( 2.5) 
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TABLE2.03 
Hernandez Elementary School: Reasons for Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total HJspanic American Other Total 
Number and Questionnaire Item (n=l9) (n=l9) (n=38) (n=27) (n=9) (n=6) (n=42) 

1. 1 am sick. 

2. I am afraid at school. 

3. I have to work. 

4. I don't think it is important. 

5. I don't have my homework done. 

6. I am late. 

7. I am out of town. 

8. Classes are boring. 

9. I miss the bus. 

10. Other 

Note. Values represent frequencies of each response. 
** p< .01 

11 

0 

0 

2 

7 

18 29** 

2 

3 4 

0 0 

0 0 

4 5 

7 9 

0 

4 5 

2 9 

18 7 4 29 

0 2 

4 0 2 6 

0 0 

2 0 3 

·4 0 5 

6 2 9 

2 0 3 

2 2 5 

6 3 10 
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TABLE2.04 
Hernandez Elementary School: Student Attitudes Toward School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=l9) (n=19) (n=38) (n=27) (n=9) (n=6) (n=42) 

1. Do you like going to school? 
Yes 17 (89.47) 14 (73.68) 31 (81.58) 20 (74.07) 9 (100.0) 4 (66.67) 33 (78.57) 
No 2 (10.53) 5 (26.32) 7 (18.42) 7 (25.93) 0 ( 0.00) 2 (33.33) 9 (21.43) 

2. Do you like your present school? 
Like a lot 5 (26.32) 3 (16.66) 8 (21.62) 5 (19.23) 2 (22.22) 1 (16.67) 8 (19.51) 
It is okay 13 (68.42) 14 (77.77) 27 (72.97) 18 (69.23) 7 (77.78) 4 (66.67) 29 (70.73) 
Don't like at all 1 ( 5.26) 1 ( 5.56) 2 ( 5.41) 3 (11.54) 0 ( 0.00) 1 (16.67) 4 ( 9.76) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 
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TABLE2.05 
Hernandez Elementary School: Perceptions of Teacher Support by Gender and Ethnicity 

GENDER 

Female Male 
Number and Questionnaire Item ~n=l9l ~n=l9l 

1. Expect good behavior from me. 1.00 1.00 

2. Demand too much schoolwork from 
me. 1.53 1.47 

3. Encourage me to share my ideas in 
class . 1.00 1.16 

4. Respect my opinions. 1.16 1.32 

5. Care about me. l.05 1.26 

6. Give me praise. 1.16 l.37 

7. Are mean to me. l.95 1.74 

8. Help me when I need it. l.00 l.21 

Note. Values represent mean ratings from 1 to 2, where l=True, and 2=False. 
*p<.05 
F = F statistic. 

F 

0.000 

0.002 

5.093* 

1.299 

2.818 

2.917 

2.753 

7.433 

ETHNICITY 
African 

Hispanic American Other 
(n=24l ~n=9l ~n=4l F 

1.00 1.00 1.00 0.000 

1.56 1.44 1.25 0.666 

1.12 1.00 1.00 0.931 

l.24 l.22 l.25 0.007 

1.12 1.22 1.25 0.394 

1.16 1.56 l.25 3.111 

1.84 l.89 1.75 0.192 

l.08 1.22 l.00 1.148 
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TABLE2.06 
Hernandez Elementary School: Daily Time Spent on Homework by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=18) (n=19) (n=37) (n=26) (n=9) (n=6) (n=41) 

1. Less than 1 hour 

2. 1 to 2 hours 

3. More than 2 hours 

2(11.11) 

8 (44.44) 

8 (44.44) 

8(42.11) 

7 (36.84) 

4 (21.05) 

10 (27.03) 

15 (40.54) 

12 (32.43) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

8 (30.73) 

9 (34.62) 

9 (34.62) 

1(11.11) 

5 (55.56) 

3 (33.33) 

2 (33.33) 11 (26.83) 

2 (33.33) 16 (39.02) 

2 (33.33) 14 (34.15) 
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TABLE2.07 
Hernandez Elementary School: Student Participation in After-School Activities by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=l9) (n=l9) (n=38) (n=27) (n=9) (n=6) (n=42) 

I. Sports 

2. Music or Dance lessons 

3. Clubs or recreational programs such as 
Boy Scouts/Girl Scouts 

4. Church youth group activities 

5. Neighborhood center youth activities 

6. Other (Write in) 

7. None. I don't participate in any 
activities outside of school. 

Note. Values represent frequencies of each response. 
* p<.05 
** p<.01 

4 

2 

8 

4 

10 

2 

13 17** 

2 4 

5 13 

2 3 

4 8 

4 14* 

3 5 

10 4 4 18 

2 2 5 

7 5 2 14 

0 2 2 4* 

5 2 2 9 

10 4 2 16 

5 0 6 
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TABLE2.08 
Hernandez Elementary School: Student Attitudes Toward Ethnic Composition of School by Gender and Ethnicity 

GENDER 

Ethnic Group Female Male Total 
Composition in Question (n=l8) (n=l8) (n=36) 

Hispanic/Latino 
Would like to see more. 4 (23.5) 1 ( 5.6) 5 (14.3)* 
There are too many. 0 ( 0.0) 6 (33.3) 6 (17.1)* 
It is about right. 13 (76.5) 11 (61.1) 24 (68.6)* 

Black/ African American 
Would like to see more. 7 (38.9) 7 (38.9) 14 (38.9) 
There are too many. 2 (11.1) 5 (27.8) 7 (19.4) 
It is about right. 9 (50.0) 6 (33.3) 15 (41.7) 

White/Anglo 
Would like to see more. 8(47.l) 10 (55.6) 18(51.4) 
There are too many. 4 (23.5) 4 (22.2) 8 (22.9) 
It is about right. 5 (29.4) 4 (22.2) 9 (25.7) 

Native American/ 
American Indian 

Would like to see more. 11 (64.7) 15 (83.3) 26 (74.3) 
There are too many. 3 (17.6) 1 ( 5.6) 4 (11.4) 
It is about right. 3 (17.6) 2 (ll.l) 5 (14.3) 

Asian/ Asian American 
Would like to see more. 12 (70.6) 14 (77.8) 26 (74.3) 
There are too many. 3 (17.6) l ( 5.6) 4 (11.4) 
It is about right. 2 (11.8) 3 (16.7) 5 (14.3) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 
*p<.05 

Hispanic 
(n=25) 

6 (24.0) 
2 ( 8.0) 

17 (68.0) 

7 (28.0) 
7 (28.0) 

11 (44.0) 

12 (48.0) 
5 (20.0) 
8 (32.0) 

18 (72.0) 
4 (16.0) 
3 (12.0) 

19 (76.0) 
2 ( 8.0) 
4 (16.0) 

ETHNICITY 
African 

American Other Total 
(n=9) (n=6) (n=40) 

0 ( 0.0) 0 ( 0.0) 6 (15.4)* 
l (12.5) 3 (50.0) 6 (15.4)* 
7 (87.5) 3 (50.0) 27 (69.2)* 

5 (55.6) 3 (50.0) 15 (37.5) 
0 ( 0.0) 0 ( 0.0) 7 (17.5) 
4 (44.4) 3 (50.0) 18 (45.0) 

5 (62.5) l (16.7) 18 (46.2) 
3 (37.5) l (16.7) 9(23.1) 
0 ( 0.0) 4 (66.7) 12 (30.8) 

6 (75.0) 3 (50.0) 27 (69.2) 
0 ( 0.0) 0 ( 0.0) 4 (10.3) 
2 (25.0) 3 (50.0) 8 (20.5) 

5 (62.5) 3 (50.0) 27 (69.2) 
2 (25.0) 0 ( 0.0) 4 (10.3) 
l (l 2.5) 3 (50.0) 8 (20.5) 



TABLE2.09 
Hernandez Elementary School: Student Perceptions of Intergroup Social Relations by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire Item (n=19) (n=19) F (n=25) (n=9) (n=4) F 

-

1. I like getting to know people from 
other racial/ethnic groups. 

2. I think it would be better if different 
racial/ethnic groups did not mix together. 

3. I feel afraid of people from different 
racial/ethnic groups . 

4. I am uncomfortable in a group when I 
am the only member of my racial/ethnic 
group. 

5. I feel comfortable when other people 
speak a language I can't understand. 

3.44 

1.89 

2.95 

2.61 

2.11 

3.17 2.545 

1.89 0.000 

3.37 1.593 

2.53 0.040 

2.37 0.436 

3.33 3.33 3.00 

2.00 1.44 2.25 

3.32 3.00 2.50 

2.42 2.89 2.75 

2.36 2.11 1.75 

~ 6. I have friends from different 
racial/ethnic groups. 3.63 3.11 4.052 3.16 3.78 3.75 

Note. Values represent mean ratings from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 2, 3, and 4 were reverse scored. 
F = F statistic. 

0.183 

1.182 

2.134 

0.514 

0.781 

3.586 
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TABLE2.10 
Hernandez Elementary School: Student Attitudes Toward Multicultural Climate of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and QuestloJl!laj_r~tem (n=l9) (n=l9) F (n=24) (n=9) (n=4) F 

1. Teachers expect me to do well in 
difficult classes. 

2. Teachers respect my culture and 
background. 

3. Teachers teach me to respect people 
who are different. 

4. The students of my ethnic group are 
among the smartest students at my 
school. 

5. My teachers expect me to speak 
English differently from the English I 
speak at home. 

3.37 3.47 

3.33 3.37 

3.32 3.58 

2.28 2.05 

2.39 2.21 

0.297 3.36 3.33 

0.020 3.40 3.00 

1.824 3.48 3.22 

.336 2.00 2.22 

0.172 2.21 2.44 

Note. Values represent mean ratings from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 5 was reverse scored. 
F = F statistic. 

4.00 1.984 

3.75 1.509 

3.75 0.819 

3.00 1.950 

2.50 0.228 



TABLE2.ll 
Hernandez Elementary School: Student Attitudes Toward Discrimination in School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire Item (n=19) (n=l9) F (n=25) (n=9) (n=4) F 

I . I have been called names at school 
because of my racial/ethnic group. 2.74 3.00 0.387 2.92 2.67 3.00 

2. I have seen negative words written 
about my racial/ethnic group at school. 3.11 3.00 0.091 3.20 2.89 2.50 

3. I feel that others don't like people from 

my racial/ethnic group. b 2.63 2.74 0.091 2.76 3.lla 1.25a 

Notes: Values represent ratings mean from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items I, 2, and 3 were reverse scored. 

aoenotes a significant difference between responses of these ethnic groups. 

boenotes responses exhibiting two-way interactions between sex and ethnicity with p<.05. 
*p<.05 

- F = F statistic . 
....] 
N 

0.130 

0.822 

5.165* 
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TABLEZ.12 
Hernandez Elementary School: Reasons Parents Do Not Come to School by Ethnicity 

ETHNICITY 
African 

Hispanic American Other Total 
Number and Questionnaire Item (n=27) (n=9) (n=6) (n=42) 

1. They don't have time. 

2. They are working/can't get off work. 

3. Everything is okay, so they don't need 
to come. 

4. They are ill . 

5. Meetings are not at a convenient time. 

6. They have baby-sitting difficulties. 

7. I tell them not to come. 

8. They are not interested. 

9. They would be uncomfortable. 

10. They have transportation problems. 

11. My family does not speak English. 

Note. Values represent frequencies of each response. 
*** p<.001 

16 

13 

8 

6 

4 

4 

2 

4 

4 3 23 

3 2 18 

2 2 12 

8 

0 5 

0 5 

0 3 4*** 

0 0 2 

0 2 

0 0 

0 0 



...... 
-....) 
~ 

TABLE2.13 
Hernandez Elementary School: Family Styles by Ethnicity 

ETHNICITY 
African 

Hispanic American Other Total 
Family Factor (n=23) (n=6) (n=3) (n=32) 

Involved M 53.69 53.00 53.67 

SD 7.07 9.55 13.80 

Strict M 20.24a 24.33a 20.75 

SD 2.97 5.46 3.95 

Stressed M 25.65 23.89 34.00 

SD 5.60 4.62 0 

Note. Values represent mean ratings from I to 4, where !=never, 2=sometimes, 3=often and 4=always. 
Range of scores for Involved= 17 to 68, Strict= 8 to 32, Stressed= 13 to 62 . 

aoenotes a significant difference in responses of these ethnic groups. 
M = Mean of the distribution. 
SD = Standard deviation. 

53.56 

7.91 

21.00 

3.80 

25.44 

5.48 
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TABLE2.14 
Hernandez Elementary School: Close Peer Relations by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire Item (n=19) (n=24) F (n=24) (n=9) (n=6) F 

1. My close friends are there for me when 
I have a problem. 2.79 2.55 0.298 2.60 

2. My close friends and I are in the same 
class. 3.00 3.50 2.410 3.15 

3. My close friends and I are in the same 
crowd at school. 2.47 3.05 0.801 2.77 

4. My close friends live in my 
neighborhood. 1.63 2.83 11.978** 2.27 

5. My close friends attend the same 
church or synagogue. 1.42 1.72 0.178 1.35 

6. My close friends are the same age. 2.10 2.83 3.371 2.38 

Note . Values represent mean ratings from 1 to 4, where }=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. 
**p<.01 
F = F statistic. 

2.78 2.17 0.040 

3.22 3.83 0.273 

2.33 4.00 2.684 

1.89 3.00 0.524 

1.78 2.00 1.371 

2.33 3.17 0.514 
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TABLE2.1S 
Hernandez Elementary School: Close Peer Behaviors by Gender and Ethnicity 

GENDER 

Female Male Hispanic 
Questionnaire Item (n=18) (n=19) F (n=24) 

1. Study hard/do their homework. 3.00 2.84 0.396 2.78 

2. Drink alcohol. 1.05 1.05 0.032 1.08 

3. Use drugs. 1.10 1.00 0.838 1.07 

4. Talk back to their teachers. 1.84 2.16 0.991 2.04 

5. Talk about going to college. 2.63 2.42 0.719 2.26 

6. Get into fights with other students . 1.84 2.47 2.872 2.15 

7. Skip school. 1.31 1.42 0.003 1.30 

8. Get good grades/are on the honor roll. 2.58 2.39 1.027 2.38 

9. Work for money, e.g., babysit. 2.10 2.21 0.006 2.18 

10. Have a serious girlfriend/boyfriend. 1.68 2.39 6.889* 1.96 

11. Carry weapons (knives, guns, etc.). 1.10 1.26 0.647 1.22 

12. Are active in school activities. 2.53 2.31 0.324 2.46 

13. Belong to a gang. 1.16 1.84 6.007* 1.46 

14. Are active in community or religious 
activities. 2.11 1.63 3.860 1.92 

15. Get along well with their parents. 3.00 3.58 4.544* 3.30 

Note. Values represent ratings mean from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. 

*p<.05 
F = F statistic. 

ETHNICITY 
African 

American Other 
(n=9) (n=6) F 

3.22 2.83 0.763 

1.00 1.00 0.522 

1.00 1.33 0.190 

1.78 2.25 0.348 

3.22 2.17 3.273 

2.11 2.83 0.216 

1.44 1.50 0.441 

2.44 2.83 0.498 

1.89 2.33 0.454 

2.11 2.33 0.535 

1.22 1.67 0.038 

2.42 2.17 0.012 

1.22 2.00 1.393 

1.78 2.00 0.535 

3.44 3.40 0.499 
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TABLE2.16 
Hernandez Elementary School: Student Scores on the Rosenberg Self-Esteem Scale by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male HJspanic American Other 
Number and Questionnaire Item (n=20) (n=l7) F (n=25) (n=9) (n=3) F 

1. Overall I am satisfied with myself. 3.95 4.76 5.932* 4.08 4.89 4.67 1.937 

2. At times I think I am no good at all. 3.85 3.41 0.900 3.52 4.11 3.33 0.635 

3. I feel that I have a lot of good 
qualities. 3.75 4.35 2.771 4.08 3.89 4.00 0.106 

4. I am able to do things as well as most 
other people. 3.65 4.19 1.781 3.88 3.78 4.50 0.113 

5. I feel I do not have much to be proud 
of. 3.35 3.88 1.295 3.44 3.78 4.33 0.351 

6. I feel useless at times. 3.25 3.35 0.044 3.36 3.22 3.00 0.134 

7 . I feel I am a person of worth, at least 
equal with others . 3.85 4.35 1.527 3.92 4.33 4.67 0.456 

8. I wish I respected myself more. 3.05 2.94 0.037 2.92 3.22 3.00 0.108 

9. Overall I feel I am a failure. 4.15 3.81 0.445 4.00 4.00 4.00 O.Ql8 

10. I have a posi tive attitude about 
myself. 3.60 4.24 1.653 3.84 4.22 3.33 0.837 

Average Self-Esteem Score 3.64 4.26 3.485 3.70 3.94 4.15 0.387 

Note. Values represent mean ratings from 1 to 5, where l=strongly disagree, 2=disagree, 3=neutral, 4=agree, and 5=strongly agree. Items 2, 5, 6, 8, and 9 were reverse scored. 
*p<.05 
F = F statistic. 
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TABLE2.17 
Hernandez Elementary School: Ethnic Pride by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire ltj!mn ___ u _ _Qt_=18) (n=19) F (n=24) (n=9) (n~) F 

l . I try to learn more about my own 
group's history and heritage. 3.61 3.53 0.167 3.54 3.56 

2. I am proud of my racial/ethnic group. 3.58 3.58 0 .000 3.60 3.78 

3. I have as good a chance of doing well 
as people from other racial/ethnic groups . 3.32 3.39 0 .057 3.29 3.56 

4. I wish I were a member of a different 

racial/ethnic group. 3.16 3.11 0.022 3.08 3.78a 

Notes: Values represent ratings mean from l to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 4 was reverse scored. 

aoenotes a significant difference between responses of these ethnic groups. 
*p<.05 
F = F statistic. 

3.75 0.319 

3.00 1.831 

3.25 0.315 

2.ooa 3.994* 



TABLE3.01 
Adams Elementary School: Student Attitudes Toward Their Neighborhood by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=20 (n=23 ~n=43~ (n=l2) (n=26) (n=6) (n=44) 

1. I like living in my neighborhood. 17 (85 .0) 13 (13.6) 30 (71.4) 6 (50.0) 20 (80.0) 5 (83.3) 31 (72.1) 

2. I feel safe in my neighborhood. 8 (45.0) 8 (34.8) 16 (37 .2) 3 (25 .0) 11 (42.3) 2 (33.3) 16 (36.4) 

3. My neighborhood has a lot of 
stores and things to do. 4 (21.1) 16 (69.6) 20 (47.6)** 4 (33 .3) 16 (64.0) 1 (16.7) 21 (48.8)* 

4. There is drug dealing in my 
neighborhood. 9 (47.4) 15 (65.2) 24 (57.1) 10 (83.3) 12 (46.2) 3 (60.0) 25 (58.1) 

5. I know most of the people who live 
around me. 16 (80.0) 18 (78.3) 34 (79.1) 11 (91.6) 19 (73.1) 5 (83.3) 35 (79.5) 

6. Most of the people in my 
neighborhood are from the same - ethnic/racial group as I am. 11 (55 .0) 13 (56.5) 24 (55 .8) 2 (16.7) 20 (76.9) 3 (50.0) 25 (56.8)** 
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7. The houses and yards in my 
neighborhood are attractive and well 
kept. 15 (78 .9) 13 (56.5) 28 ( 66.7) 8 (66.7) 17 (65.4) 4 (80.0) 29 (67 .4) 

8. I would prefer to live in a different 
neighborhood. 10 (50.0) 11 (47 .8) 21 (48.8) 7 (58 .3) 12 (46.2) 3 (50.0) 22 (50.0) 

9. Gang activity is a problem in my 
neighborhood. 5 (26.3) 14 (60.9) 19 (45.2)* 8 (66.7) 10 (38.5) 2 (40.0) 20 (46.5) 

10. I have relatives who live in my 
neighborhood. 9 (45 .0) 13 (59.1) 22 (52.4) 6 (50.0) 15 (57.7) 2 (40.0) 23 (53 .5) 

11. Many people in my neighborhood 
don' t speak English . 4 (20.0) 6 (26.1) 10 (23.3) 1 (8.3) 7 (26.9) 2 (33.3) 10 (22.7) 

Note. Values represent frequencies and percentages (in parentheses) of students answering "true" on each question. 

*p<.05 
**p<.01 
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TABLE3.02 
Adams Elementary School: Number of Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total IHspanlc American Other Total 
Number and Questionnaire Item (n=20) (n=24) (n=44) (n=13) (n=26) (n=6) (n=45) 

1. None 11 (55.00) 12 (50.00) 23 (52.27) 6 (46.15) 14 (53.85) 4 (66.67) 24 (53.33) 

2. 1or2 days 7 (35.00) 11 (45.83) 18 (40.91) 7 (53.85) 10 (38.46) 1 (16.67) 18 (40.00) 

3. 5 to 7 days 2 (10.00) 1 ( 4.17) 3 ( 6.82) 0 ( 0.00) 2 ( 7.69) 1 (16.67) 3 ( 6.67) 

4. 10 or more days 0 ( 0.00) 0 ( 0.00) 0 ( 0.00) 0 ( 0.00) 0 ( 0.00) 0 ( 0.00) 0 ( 0.00) 

Note. Values represent frequencies and percentages (in parentheses) of each response . 



TABLE3.03 
Adams Elementary School: Reasons for Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=20) (n=24) (n=48) (n=l3) (n=26) (n=6) (n=45) 

1. I am sick. 15 19 34 11 20 4 35 

2. I don't understand what is going on in 
the classroom. 0 1 1 0 1 0 

3. I am afraid at school. 2 2 4 1 2 1 4 

4. I have to work. 0 4 4 2 2 0 4 

5. I don't think it is important. 0 2 2 l l 0 2 

6. I feel like I don't belong there. 0 2 2 l 1 0 2 

7. I have to take care of other chidlren. 0 4 4 2 2 0 4 

- 8. I don't have my homework done. 0 2 2 I 1 0 2 
00 - 9. I am late. 5 8 13 l 10 2 13 

I 0. I am out of town. 8 16 24 9 11 4 24 

11 . Classes are boring. 2 3 5 2 2 1 5 

12. I miss the bus. 2 5 7 3 4 0 7 

13. Other 4 4 8 1 7 0 8 

Note. Values represent frequencies of each response. 
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TABLE3.04 
Adams Elementary School: Student Attitudes Toward School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=20) (n=24) (n=44) (n=l3) (n=26) (n=6) (n=45) 

1. Do you like going to school? 
Yes 17 (85.00) 21 (87.50) 38 (86.36) 13 (100.00) 20 (76.92) 6 (100.0) 39 (86.67) 
No 3 (15.00) 3 (12.50) 6 (13.64) 0 ( 0.00) 6 (23.08) 0 ( 0.00) 6 (13.33) 

2. Do you like your present school? 
Like a lot 2 (10.00) 6 (25.00) 8 (18.18) 5 (38.46) 4 (15.38) 0 ( 0.00) 9 (20.00) 
It is okay 14 (70.00) 17 (70.83) 31 (70.45) 7 (53.85) 19 (73.08) 5 (83.33) 31 (68.89) 
Don't like at all 4 (20.00) 1 ( 4.17) 5 (11.36) l ( 7.69) 3 (11.54) 1 (16.66) 5 (11.11) 

Note. Values represent frequencies and percentages (in parentheses) of each response . 
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TABLE3.05 
Adams Elementary School: Perceptions of Teacher Support by Gender and Ethnicity 

GENDER 

Female Male 
Number and Qu~!!onnaire Item (n=20) (n=24) 

1. Expect good behavior from me. 1.00 1.05 

2. Demand too much schoolwork from 
me. 1.75 1.39 

3. Encourage me to share my ideas in 
class. 1.11 1.29 

4. Respect my opinions. 1.11 1.13 

5. Care about me. 1.26 1.25 

6. Give me praise. 1.26 1.42 

7. Are mean to me. 1.85 1.86 

8. Help me when I need it. 1.21 1.04 

Note. Values represent mean ratings from 1 to 2, where l=True, and 2=False. 
*p<.01 
F = F statistic. 

F 

0.000 

8.532* 

7.081* 

0.083 

0.251 

1.507 

0.147 

0.714 

ETHNICITY 
African 

Hispanic American Other 
(n=l3) (n=25) (n=6) F 

1.00 1.00 1.20 0.000 

1.67 1.52 1.50 0.434 

1.00 1.28 1.40 3.310 

1.15 1.08 1.20 0.436 

1.08 1.32 1.40 1.626 

1.23 1.44 1.20 1.121 

1.92 1.88 1.67 1.032 

1.00 1.12 1.40 2.033 



...... 
00 
.i:. 

TABLE3.06 
Adams Elementary School: Dally Time Spent on Homework by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=19) (n=23) (n=42) (n=13) (n=23) (n=6) (n=42) 

I . Less than I hour 8 (42.11) 15 (65.22) 23 (54.76) 8 (61.54) 12 (52.17) 3 (50.00) 23 (54. 76) 

2. I to 2 hours 9 (47.37) 7 (30.43) 16 (38.10) 5 (38.46) 9 (39.13) 2 (33.33) 16 (38.10) 

3. More than 2 hours 2 (10.53) 1 ( 4.35) 3 ( 7.14) 0 ( 0.00) 2 ( 8.70) I (16.67) 3 ( 7.14) 

Note. Values represent frequencies and percentages (in parentheses) of each response . 



TABLE3.07 
Adams Elementary School: Student PartlclpatJon In After-School ActJvitles by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American Other Total 
Number and Questionnaire Item (n=20) (n=24) (n=44) (n=l3) (n=26) (n=6) (n=45) 

1. Sports 5 19 24** 7 16 2 25 

2. Music or Dance lessons 9 6 15 4 10 15 

3. Clubs or recreational programs such as 
Boy Scouts/Girl Scouts 4 8 12 10 12 

4. Church youth group activities 8 10 18 3 14 18 

5. Neighborhood center youth activities 5 7 12 4 8 13 

6. Other (Write in) 11 6 17* 5 10 2 17 

7. None. I don ' t participate in any 
activities outside of school. 1 1 2 0 2 -00 

Ul 

Note. Values represent frequencies of each response. 
*p<.05 
**p<.001 



TABLE3.08 
Adams Elementary School: Student Attitudes Toward Ethnic Composition of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Ethnic Group Female Male Total Hispanic American Other Total 
Composition in Question (n=20) (n=23) (n=43) (n=l3) (n=26) (n=6) (n=45) 

Hispanic/Latino 
Would like to see more. 3 (16.7) 10 (43.5) 13 (31.7) 6 (46.2) 6 (25.0) 2 (40.0) 14 (33.3) 
There are too many. 4 (22.2) 3 (13.0) 7 (17.1) 0 ( 0.0) 7 (29.2) 0 ( 0.0) 7 (16.7) 
It is about right. 11(61.1) 10 (43.5) 21 (51.2) 7 (53.9) 11 (45.8) 3 (60.0) 21 (50.0) 

Black/ African American 
Would like to see more. 7 (35.0) 7 (30.4) 14 (32.6) 0 ( 0.0) 13 (50.0) 1 (16.7) 14 (31.8)* 
There are too many. 5 (25.0) 7 (30.4) 12 (27.9) 6 (50.0) 6 (23.1) l (16.7) 13 (29.5)* 
It is about right. 8 (40.0) 9 (39.l) 17 (39.5) 6 (50.0) 7 (27.0) 4 (66.7) 17 (38.6)* 

White/ Anglo 
Would like to see more. 6 (33.3) 13 (56.5) 19 (46.3)* 7 (58.3) 10 (41.7) 2 (40.0) 19 (46.3) 
There are too many. 5 (27.8) 0 ( 0.0) 5 (12.2)* 0 ( 0.0) 4 (16.7) l (20.0) 5 (12.2) 
It is about right. 7 (38.9) 10 (43.5) 17 (41.5)* 5 (41.7) 10 (41.7) 2 (40.0) 17 (41.5) 

- Native American/ 
00 

American Indian °' Would like to see more. 10 (55.6) 16 (76.2) 26 (66.7) 8 (72.8) 14 (60.9) 4 (80.0) 26 (66.7) 
There are too many. 2 (11.1) 0 ( 0.0) 2 ( 5.1) 0 ( 0.0) 2 ( 8.7) 0 ( 0.0) 2 ( 5.1) 
It is about right. 6 (33.3) 5 (23.8) ll (28.2) 3 (27.3) 7 (30.4) l (20.0) 11 (28.2) 

Asian/Asian American 
Would like to see more. 10 (58.8) 15 (68.2) 25 (64.1) 8 (66.7) 14 (60.9) 4 (80.0) 26 (65.0) 
There are too many. 0 ( 0.0) l ( 4.5) I ( 2.6) l ( 8.3) 0 ( 0.0) 0 ( 0.0) 1 ( 2.5) 
It is about right. 7 (41.2) 6 (27.3) 13 (33.3) 3 (25.0) 9 (39.1) l (20.0) 13 (32.5) 

Note. Values represent frequencies and percentages (in parentheses) of each response 
*p<.05 
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TABLE3.09 
Adams Elementary School: Student Perceptions of Intergroup Social Relations by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire Item (n=20) (n=23) F (n=l3) (n=24) (n=6) 

1. I like getting to know people from 
other racial/ethnic groups. 3.40 3.48 0.097 3.62 3.38 3.33 

2. I think it would be better if different 
racial/ethnic groups did not mix together. 1.53 1.79 0.799 1.54 1.75 1.67 

3. I feel afraid of people from different 
racial/ethnic groups . 3.35 3.33 0.004 3.23 3.40 3.33 

4. I am uncomfortable in a group when I 
am the only member of my racial/ethnic 
group. 2.35 2.25 0.101 2.38 2.36 1.83 

5. I feel comfortable when other people 
speak a language I can't understand. 2.25 2.42 0.210 2.15 2.56 1.83 

6. I have friends from different 

racial/ethnic groups. 3.35 3.33 0.004 2.77a 3.60a 3.50 

Note. Values represent mean ratings from I to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 2, 3, and 4 were reverse scored. 

anenotes a significant difference between responses of these ethnic groups. 
*p<.05 . 
F = F statistic. 

F 

0.375 

0.404 

0.150 

0.912 

1.071 

4.619* 
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TABLE3.10 
Adams Elementary School: Student Attitudes Toward Multicultural Climate of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire Item (n=20) (n=24) F (n=l3) (n=25) (n=6) F 

1. Teachers expect me to do well in 
difficult classes. 

2. Teachers respect my culture and 

background.b 

3. Teachers teach me to respect people 
who are different. 

4. The students of my ethnic group are 
among the smartest students at my 
school. 

5. My teachers expect me to speak 
English differently from the English I 
speak at home. 

2.90 

3.20 

3.45 

2.35 

2.20 

3.21 

3.29 

3.54 

2.50 

1.83 

1.233 3.00 3.16 

0.220 3.62a 3.ooa 

0.178 3.62 3.44 

0.219 3.08 2.16 

1.062 1.77 2.00 

Note. Values represent mean ratings from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 5 was reverse scored. 

aDenotes a significant difference in responses of these ethnic groups. 

bnenotes responses exhibiting two-way interactions between sex and ethnicity with p<.05. 
*p<.05 
F = F statistic. 

2.83 0.345 

3.50 4.306* 

3.50 0.207 

2.17 3.361 

2.50 0.448 
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TABLE3.11 
Adams Elementary School: Student Attitudes Toward Discrimination in School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnaire_ Item (n=l9) (n=24) _u _ _!_u_ __ _ (n=l3) (n=23) (n=6) F 

1. I have been called names at school 
because of my racial/ethnic group. 2.68 2.91 0.355 3.15 2.61 2.80 

2. I have seen negative words written 
about my racial/ethnic group at school. 2.84 2.54 0.732 2.92 2.54 2.67 

3. I feel that others don't like people from 
my racial/ethnic group. 2.58 2.63 0.017 2.92 2.29 3.17 

Note. Values represent ratings mean from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items l, 2, and 3 were reverse scored. 
F = F statistic. 

0.708 

0.755 

2.078 



..... 
;g 

TABLE3.12 
Adams Elementary School: Reasons Parents Do Not Come to School by Ethnicity 

ETHNICITY 
African 

Hispanic American Other Total 
Number and Questionnaire Item (n=l3) (n=26) (n=6) (n=45) 

I. They don't have time. 

2. They are working/can't get off work. 

3. Everything is okay, so they don't need 
to come. 

4. They are ill. 

5. Meetings are not at a convenient time. 

6. They have baby-sitting difficulties. 

7. I tell them not to come. 

8. They are not interested . 

9. They would be uncomfortable. 

10. They have transportation problems. 

11. My family does not speak English. 

Note. Values represent frequencies of each response. 
**p<.01 

9 

7 

4 

4 

3 

2 

2 

2 

s 

15 2 26 

15 3 25 

11 3 18 

6 8 

II 16 

4 0 7 

4 0 6 

3 0 s 

3 0 5 

s 7 

0 6** 
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TABLE3.l3 
Adams Elementary School: Family Styles by Ethnicity 

ETHNICITY 
African 

Hispanic American Other Total 
Family Factor (n=13) (n=26) (n=6) (n= 45) 

Involved M 44.38a 50.33a 49.39 

SD 5.54 7.40 6.85 

Strict M 25.08 24.08 25.98 

SD 5.02 4.34 6.23 

Stressed M 20.03 20.72 17.60 

SD 4.17 4.50 4.75 

Note. Values represent mean ratings from 1 to 4, where l=never, 2=sometimes, 3=often and 4=always. 
Range of scores for Involved = 17 to 68, Strict= 8 to 32, Stressed= 13 to 62. 
8Denotes a significant difference in responses of these ethnic groups. 
M = Mean of the distribution. 
SD = Standard deviation. 

48.48 

7.21 

24.62 

4.74 

20.10 

4.46 
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TADLEJ.14 
Adams Elementary School: Close Peer Relations by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Numberand Questionnaire Item (n=l9) (n=24) F (n=l3) (n=26 . (n=l51 

I. My close friends are there for me when 
I have a problem. 2.83 2.35 1.195 2.08 

2. My close friends and I are in the same 
class. 3.10 2.62 2.918 2.69 

3. My close friends and I arc in the same 

crowd at school. 2.79 3.68 0.105 2.25a 

4. My close friends live in my 
neighborhood. 2.26 2.37 0.106 2.08 

5. My close friends attend the same 
church or synagogue. 1.42 1.50 0.137 1.27 

6. My close friends arc the same age. 2.95 2.42 2.510 2.77 

Note. Values represent mean ratings from 1 to 4, where l=strongly disagree, 2=disagrcc, 3=agree, and 4=strongly agree. 

aDenotes a significant difference between responses of these ethnic groups . 
*p<.05 
F = F statistic. 

2.71 2.80 

2.81 3.17 

3.12a 2.00 

2.46 2.20 

1.61 1.60 

2.58 2.60 

F 

1.405 

0.523 

5.158* 

0.556 

0.779 

0.130 



TABLE3.15 
Adams Elementary School: Close Peer Behaviors by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Questionnaire Item (n=l9) (n=23 F (n=l3) (n=24) (n=5) F 

1. Study hard/do their homework. 3.16 2.73 2.242 2.54 3.12 2.80 1.769 

2. Drink alcohol. 1.00 1.30 3.547 1.23 1.16 1.00 0.330 

3. Use drugs. 1.00 1.22 3.147 1.15 1.12 1.00 0.223 

4. Talk back to their teachers. 1.95 1.90 O.D28 l.67 2.00 2.00 0.726 

5. Talk about going to college. 2.74 2.86 0.122 2.08a 3.17a 3.20 4.881 * 

6. Get into fights with other students. 1.79 2.00 0.556 2.00 1.96 1.40 0.913 

7. Skip school. 1.53 1.30 2.686 1.23 1.16 1.20 0.084 

8. Get good grades/are on the honor roll. 3.00 2.77 0.794 2.54 3.08 2.80 2.076 
,_. 
l.O 

9. Work for money, e.g., babysit. 2.42 2.18 w 0.543 1.92 2.54 2.00 1.851 

10. Have a serious girlfriend/boyfriend. 2.22 2.09 0.144 1.92 2.30 2.00 0.577 

11. Carry weapons (knives, guns, etc.) . 1.39 1.48 0.131 1.46 1.50 1.00 0.886 

12. Are active in school activities. 2.89 2.90 0.001 2.50 3.21 2.20 3.337 

13. Belong to a gang. 1.16 1.35 1.278 1.23 1.32 1.00 0.746 

14. Are active in community or religious 

activities. 2.05 1.91 0.201 l.23a 2.37a 2.00 7.194** 

15. Get along well with their parents. 3.68 3.54 0.436 3.46 3.58 3.80 0.414 

Note. Values represent ratings mean from 1 to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. 

aoenotes a significant difference between responses of these ethnic groups. 

*p<.05 
**p<.01 
F = F statistic. 
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TABLE3.16 
Adams Elementary School: Student Scores on the Rosenberg Self-Esteem Scale by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male HispanJc American Other 
Number and Questionnaire Item (n=20) (n=23) F (n=l3) (n=24) (n=6) F 

I. Overall I am satisfied with myself. 4.40 3.87 0.444 3.85 4.25 4.17 1.493 

2. At times I think I am no good at all. 3.60 3.96 1.744 3.69 3.76 4.17 0.322 

3. I feel that I have a lot of good 

qualities. 3.75 4.35 2.771 2.77a 4.40a 3.83 12.06*** 

4. I am able to do things as well as most 
other people. 3.95 3.78 0.786 3.15 4.13 4.33 2.882 

5. I feel I do not have much to be proud 
of. 4.00 4.00 0.009 3.69 4.24 3.67 0.789 

6. I feel useless at times. 3.70 3.70 0.046 3.62 3.88 3.17 0.797 

7. I feel I am a person of worth, at least 
equal with others. 3.75 3.46 0.403 3.31 3.80 3.33 0.607 

8. I wish I respected myself more. 3.00 2.92 0.270 3.23 2.92 2.50 0.373 

9. Overall I feel I am a failure. 4.60 4.22 0.451 3.92 4.63 4.50 1.753 

10. I have a positive attitude about 
myself. 4.40 4.33 0.002 4.08 4.52 4.33 0.804 

Average Self-Esteem Score 3.92 3.83 0.008 3.53a 4.09a 3.80 5.280* 

Note. Values represent mean ratings from 1 to 5, where l=strongly disagree, 2=disagree, 3=neutral, 4=agree, and 5=strongly agree. Items 2, 5, 6, 8, and 9 were reverse scored. 

aoenotes a significant difference between responses of these ethnic groups. 
*p<.05 
***p<.001 
F = F statistic. 



TABLE3.17 
Adams Elementary School: Ethnic Pride by Gender and Ethnkity 

GENDER ETHNICITY 
African 

Female Male Hispanic American Other 
Number and Questionnajre !!_em (n;::20) (n;::24) F _ (n;::l3) (n;::25}_ _ Qt=6) F 

1. I try to learn more about my own 

group's history and heritage. 

2. I am proud of my racial/ethnic group. 

3. I have as good a chance of doing well 
as people from other racial/ethnic 
groups. 

4. I wish I were a member of a different 
racial/ethnic group. 

3.35 

3.63 

3.50 

3.55 

3.38 0.016 

3.67 0.026 

3.42 0.142 

3.00 2.692 

3.46a 3.52b 2.5oab 

3.46 3.79 3.50 

3.46 3.40 3.67 

2.92 3.36 3.50 

Note. Values represent mean ratings from 1 to 4, where l;::strongly disagree, 2;::disagree, 3;::agree, and 4;::strongly agree. Item 4 was reverse scored. 

- aoenotes a significant difference between Hispanic and Other. 

'° Vl boenotes a significant difference between African American and Other. 

abDenotes a significant difference between responses of these ethnic groups. 
**p<.01 
F ;:: F statistic 

6.578** 

1.115 

0.276 

0.343 



TABLE4.0l 
Daniels Middle School: Student Attitudes Toward Their Neighborhood by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and guestlonnalre Item {n=2582 {n=2342 ~n=4922 ~n=1232 ~n=10l ~n=2262 ~n=772 ~n=494l 

I . I like living in my neighborhood. 206 (80.2) 232 (84.1) 400 (81.7) 95 (77 .2) 55 (79.7) 193 (86.5) 61 (80.3) 404 (82.3)*** 

2. I feel safe in my neighborhood. 200 (77.8) 175 (75.4) 375 (76.7) 78 (63.4) 42 (60.7) 201 (89.7) 56 (74.7) 377 (76.8)*** 

3. My neighborhood has a lot of 
stores and things to do. 137 (53.5) 143 (61.1) 280 (57.1) 61 (49.6) 49 (71.0) 127 (56.7) 45 (59.2) 282 (57.3)* 

4. There is drug dealing in my 
neighborhood. 65 (25 .7) 80 (34.6) 145 (30.0)* 51 (42 .1) 40 (58.0) 30 (13 .6) 26 (52.0) 147 (30.2) 

5. I know most of the people who live 
around me. 202 (78.3) 177 (76.0) 379 (77 .2) 94 (77.0) 58 (82.9) 178 (79.5) 52 (67 .5) 382 (77.5) 

6. Most of the people in my 
neighborhood are from the same - ethnic/racial group as I am. 169 (66.0) 174 (75.0) 343 (70.7)* 61 (50.4) 54 (78.3) 189 (85.1) 44 (57.9) 348 (71.3)*** 

'° °' 7. The houses and yards in my 
neighborhood are attractive and well 
kept. 202 (79.2) 177 (77 .3) 379 (78.3) 80(66.1) 49 (71.0) 194 (87.4) 58 (78.4) 381 (78.4)*** 

8. I would prefer lo live in a different 
neighborhood. 90 (34 .7) 29 (33 .9) 168(34.1) 48 (39.0) 32 (45.7) 57 (25.4) 32 (41.6) 169 (34.2)** 

9. Gang activity is a problem in my 
neighborhood. 57 (22.6) 27 (33.3) 133 (27.5)* 56 (46.7) 32 (47.8) 22 (10.0) 27 (35.1) 137 (28.2)*** 

10. I have relatives who live in my 
neighborhood. 81 (31.3) 80 (34.5) 160 (32.6) 55 (45 .5) 39 (56.5) 49 (21.7) 19 (24.7) 162 (32.9)*** 

11 . Many people in my neighborhood 
don't speak English. 25 ( 9.7) 25 (10.8) 49 (10.0) 18 (14.9) 14 (20.6) 9 (11.7) 9 (11.7) 53 (10.8) 

Note. Values represent frequencies and percentages (in parentheses) of students answering "true" on each question. 
*p<.05 
**p<.01 
***p<.001 



TABLE4.02 
Daniels Middle School: 6th Grade Student Attitudes Toward School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=143) (n=120) (n=263) (n=10) (n=30) (n=122) (n=40) (n=262) 

1. Do you like going to school? 
Yes 115 (80.99) 99 (79.5) 214 (81.70) 53 (75.71) 24 (80.00) 105 (86.07) 31 (77.50) 213 (81.30) 
No 27 (19.01) 21 (17.5) 48 (18.30) 17 (24.29) 6 (20.00) 17 ( 13.93) 9 (22.50) 49 (18.70) 

2. Do you like your present school?* 
Like a lot 34 (23.78) 15 (12.50) 49 (18.60) 9 (20.0) 6 ( 00.0) 24 (53.8) 9 (58.3) 48 (18.30) 
It is okay 101 (70.63) 101 (84.14) 202 (76.80) 59 (80.0) 21 (100.0) 94 (43.6) 28 (41.7) 202 (76.80) 
Don't like at all 8 ( 5.59) 4( 3.33) 12 ( 4.60) 2 (0.00) 3 ( 00.0) 5 ( 3.8) 3( 0.0) 13 ( 4.90) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

-\0 
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TABLE4.03 
Daniels Middle School: Perceptions of Teacher Support by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male F Hispanic American White Other F 
Number and Questionnaire Item (n=244} {n=223~ {n=l 12} {n=64} {n=216) (n=75} 
1. Expect good behavior from me. 3.70 3.57 3.722 3.52"6 3.66" 3.706 3.61 1.718 

2. Demand too much schoolwork from me. 2.09 2.33 6.728* 2.438 2.38b l.99abc 2.37c 7.972*** 

3. Encourage me to share my ideas in class. 2.71 2.56 2.657 2.438 2.863 2.69 2.60 3.375* 

4. Respect my opinions. 2.96 2.79 3.247 2.80 2.84 3.00 2.67 2.468 

5. Care about me. 3.12 2.83 9.587** 2.96 3.05 3.03 2.81 1.054 

6. Give me praise. 2.56 2.43 2.050 2.343 2.46 2.638 2.37 2.853* 

7. Are mean to me. 1.57 1.82 9.160** 1.83 1.80 1.58 1.72 2.348 

8. Help me when I need it. 3.40 3.22 6.955** 3.34 3.563 3.28 3.198 2.990* 

....... 
~ Note. Values represent mean ratings from 1to4, where l=none, 2=some, 3=most, and 4=all. 

aDenotes a significant difference between Hispanic and African American. 

bnenotes a significant difference between Hispanic and White. 

cnenotes a significant difference between White and Other. 
*p<.05 
**p<.01 
***p<.001 
F = F statistic 
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TABLE4.04 
Daniels Middle School: Daily Time Spent on Homework by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=256) (n=228) (n=484) (n=l 17) (n=68) (n=223) (n=77) (n=485) 

1. Less than 1 hour 

2. 1 to 2 hours 

3. More than 2 hours 

124 (48) 

114 (45) 

18 (7) 

130 (57) 

89 (39) 

9 (4) 

254 (52) 

203 (42) 

27 (8) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

66 (56) 

47 (40.0) 

4 (4) 

43 (63) 

21 (31) 

4 (6) 

108(48) 

102 (46) 

13 (6) 

37 (48) 

34 (44) 

6 (8) 

254 (52) 

204 (42) 

27 (6) 



TABLE4.05 
Daniels Middle School: 6th Grade Student Participation in In-School Activities by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item (n=144) (n=121) (n=265) (n=72) (n=30) ~123) (n=40) (n=265) 

1. Sports 45 36 81 26 9 26 11 82 

2. Debate, Speech 1 8 4 5 1 5 1 12 

3. Music, Dance, Drama 70 65 135 32 11 67 23 133 

4. Hobby Clubs 16 15 31 6 5 16 4 31 

5. Student Government 41 35 76 18 7 40 10 75 

6. School Subjects 5 4 9 4 l 3 1 9 

7. Yearbook, Newspaper 1 4 9 4 2 7 0 13 

8. Chearleading, Pep, Drill team 33 0 33*** 7 3 20 3 33 

N 9. Other 24 15 39 8 4 17 9 38 0 
0 

10. None 23 37 60** 29 5 14 13 61*** 

Note. Values represent frequencies of each response. 
**p<.Ol 
***p<.001 



TABLE4.06 
Daniels Middle School: Reasons for Absences by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item {n=53} {n=44} {n=97} {11=5} {11=9} {n=78} {11=122 {n=97} 

I. I am sick. 48 44 92• 5 2 73 12 92 

2. I don't understand what is going on in 
the classroom. 0 1 1 0 0 1 0 

3. I am afraid at school. 1 0 1 0 0 1 0 

4. I have to work. 0 I 1 0 0 0 

5. I don't think it' s important. I 0 1 0 0 1 0 

6. I feel like I don't belong there. 1 0 1 0 0 1 0 

7. I don't have my homework done. 1 1 2 0 1 1 0 20 

8. I am late. 3 6 9 2 1 6 0 90 
N 
0 9. I am out of town. 25 22 47 1 0 40 6 ....... 47 

10. Classes are boring. 0 4 4 0 1 2 1 40 

11 . I miss the bus. 2 1 3 0 I 2 0 30 

12. Other 11 6 17 0 I 16 0 17 

Note. Values represent frequencies of each response. 
•p<.05 
••p<.01 
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TABLE4.07 
Daniels Middle School: Student Attitudes Toward Ethnic Composition of School by Gender and Ethnicity 

GENDER 

Ethnic Group Female Male Total 
Composition in Question (n=258) (n=230) (n=488) 

Hispanic/Latino 
Would like to see more. 35 (13.7) 39 (17.0) 74 (15.2) 
There are too many. 42 (16.4) 36 (15.7) 78 (16.0) 
It is about right. 179 (69.9) 155 (67.4) 334 (68.7) 

Black/ African American 
Would like to see more. 40 (15.4) 37 (16.1) 77 (15.7) 
There are too many. 31 (12.0) 39 (17.0) 70 (14.3) 
It is about right. 188 (72.6) 154 (67.0) 342 (69.9) 

White/ Anglo 
Would like to see more. 31 (12.3) 32 (14.2) 63 (13.2) 
There are too many. 58 (22.9) 41 (18.l) 99 (20.7) 
It is about right. 164 (64.8) 153 (67.7) 317 (66.2) 

Native American/ 
American Indian 

Would like to see more. 169 (66.3) 138 (61.3) 307 (64.0) 
There are too many. 7 ( 2.8) 8 ( 3.6) 15( 3.1) 
It is about right. 79 (31.0) 79 (35.1) 158 (32.9) 

Asian/Asian American 
Would like to see more. 159 (62.6) 126 (57.0) 285 (60.0) 
There are too many. 11 ( 4.3) 11 ( 5.0) 22 ( 4.6) 
It is about right. 84 (33.1) 84 (38.0) 168 (35.4) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 
*p<.05. 
***p<.001. 

Hispanic 
(n=l21) 

46 (38.0) 
3 ( 2.5) 

72 (59.5) 

15 (12.7) 
24 (20.3) 
79 (67.0) 

10 ( 8.6) 
43 (37.1) 
63 (54.3) 

66 (56.9) 
5 ( 4.3) 

45 (38.8) 

54 (47.0) 
9 ( 7.8) 

52 (45.2) 

ETHNICITY 
African 

American White Other Total 
(n=69) (n=225) (n=78) (n=493) 

5 ( 7.6) 9 ( 4.0) 15 (19.2) 75 (15.4)*** 
16 (24.2) 48 (21.5) 11(14.1) 78 (16.0)*** 
45 (68.2) 166 (74.4) 52 (66.7) 335 (68.6)*** 

33 (47.8) 14 ( 6.2) 14 (18.0) 76 (15.5)*** 
4 ( 5.8) 33 (14.7) 10 (12.8) 71 (14.5)*** 

32 (46.4) 178 (79.1) 54 (69.2) 343 (70.0)*** 

2 ( 3.2) 38 (17.0) 11 (14.1) 61 (12.7)*** 
29 (46.8) 7 ( 3.1) 22 (28.2) 101 (21.0)*** 
31 (50.0) 179 (79.9) 45 (57.7) 318 (66.3)*** 

41 (62.1) 146 (65.8) 53 (68.0) 306 (63.5) 
2 ( 3.0) 4 ( 1.8) 5 ( 6.4) 16 ( 3.3) 

23 (34.9) 72 (32.4) 20 (25.6) 160 (33.2) 

40 (60.6) 136 (62.7) 56 (71.8) 286 (60.1)* 
5 ( 7.6) 7 ( 3.2) 0 ( 0.0) 21 ( 4.4)* 

21 (31.9) 74 (34.1) 22 (28.2) 169 (35.5)* 
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TABLE4.08 
Danlelll Middle School: Student Perceptions of Intergroup Social Relation• by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire Item (n=253) (n=230) F (n=l20) (n=68) (n=220) (n=75) 

I. I like getting to know people from 
other racial/ethnic groups. 3.41 3.20 9.908 .... 3.23 3.25 3.33 3.44 

2. I think it would be better if different 
racial/ethnic groups did not mix 1.48 1.70 7.175* 1.79a 1.55 1.51 a 1.52 
together. 

3. I feel afraid of people from different 

racial/ethnic groups. 3.24 3.33 0.962 3.27a 3,72abc 3.19b 3.20c 

4. I am uncomfortable in a group when I 
am the only member of my racial/ethnic 
group. 2.21 2.30 o.oi5 2.23 2.28 2.14 2.27 

5. I feel comfortable when other people 
speak a language I can't understand. 2.13 2.11 0.068 2.15 2.16 2.09 2.11 

6. I have friends from different 
rucial/ethnic groups. 3.53 3.47 0.939 3.43 3.55 3.49 3.57 

Note. Vnlues represent mean rutings from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 2, 3, and 4 were reverse scored. 
8 Denotes a significant difference between Hispanic and White. 

boenotes a significant difference between African American and White. 

coenotes a significant difference between African American and Other. 
"'p<.05 
*"'p<.01 
F = F statistic 

F 

1.569 

3.131 * 

7 .751 **"' 

0.543 

0.158 

0.797 
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TABLE4.09 
Daniels Middle School: Student Attitudes Toward Multicultural Climate of School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Questionnaire Item {n=255l {n=234l F {n=l22l ~n=69l ~n=224l (n=74) 
1. Teachers expect me to do well in 
difficult classes. 3.07 3.07 0.001 2.94a 3.26a 3.04 3.20 

2. Teachers respect my culture and 
background 3.12 3.07 0.107 2.88a 3.04 3.26ab 3.oob 

3. Teachers teach me to respect people 
who are different. 3.22 3.12 2.287 3.14 3.39 3.15 3.08 

4. The students of my ethnic group are 
among the smartest students at my 
school. 2.40 2.48 1.364 2.24a 2.43 2.64ab 2.18b 

5. My teachers expect me to speak 
English differently from the English I 
speak at home. 2.79 2.59 3.798 2.78a 2.26abc 2.76b 2.74c 

Note. The values represent mean ratings from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 5 was reverse scored. 

aDenotes a significant difference between Hispanic and African American. 

bDenotes a significant difference between White and Other. 

cDenotes a significant difference between African American and Other. 
**p<.01 
***p<.001 
***p<.001 
F = F statistic 

F 

4.698** 

6.965*** 

2.178 

7.654*** 

4.639** 
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TABLE4.10 
Daniels Middle School: Student Attitudes Toward Discrimination in School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Quest~nnairt: I!em __ (n=253) (n=232) F (n=l20) (n=68) (n=222)_ _ (n=75) F 

1. I have been called names at school 

because of my racial/ethnic group. 2.58 2.66 0.166 2.75 3.06ab 2.47a 2.48b 

2. I have seen negative words written 
about my racial/ethnic group at school. 2.51 2.87 15.365*** 2.70 2.61 2.69 2.68 

3. I feel that others don't like people from 
my racial/ethnic group. 2.50 2.58 0.827 2.49 2.72 2.52 2.50 

Note. Values represent ratings mean from 1 to 4, where 1 =strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Items 1, 2, and 3 were reverse scored. 

aoenotes a significant difference between African American and White. 

boenotes a significant difference between African American and Other. 
**p<.01 
***p<.001 
F = F statistic 

6.003** 

0.120 

1.009 



TABLE4.ll 
Daniels Middle School: Reasons Parents Do Not Come to School by Ethnicity 

ETHNICITY 
African 

Hispanic American White Other Total 
Number and Questionnaire Item (n=l23) (n=70) (n=226) (n=77) (n=496) 

I. They don't have time. 76 41 99 47 263** 

2. They are working/can't get off work. 63 35 84 39 221* 

3. Everything is okay, so they don' t need 
to come. 57 26 144 30 257*** 

4. They are ill. 13 22 15 13 63*** 

5. Meetings are not at a convenient time. 28 19 38 25 110* 

6. They have babysitting difficulties. 8 5 5 19 

7. I tell them not to come. 15 5 23 14 57 

8. They are not interested. 5 
N 

4 10 3 22 
0 
0\ 9. They would be uncomfortable. 7 3 9 8 27 

10. They have transportation problems. 15 12 11 12 50** 

11. My family does not speak English. 17 0 5 23*** 

Note. Values represent frequencies of each response. 
*p<.05 
**p<.01 
***p<.001 



TABLE4.12 
Daniels Middle School: Reasons Parents Do Not Come to School by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
Number and Questionnaire Item . 1'1=260) (n=233) (n= 494) (n=l 12) (n=64) (n=216) (n=75) 

l. They would be uncomfortable. 9 17 26 7 3 9 8 27 

2. They don't have time. 126 134 260 76 41 99 47 263** 

3. Everything is okay, so they don't need 148 110 258 57 26 144 30 257*** 
to come. 

4. Meetings are not scheduled at a 52 58 110 28 19 38 25 llO* 
convenient time. 

5. They do not speak English. 14 8 22 17 1 0 5 23*** 

6. They have babysitting difficulties. 7 11 18 8 1 5 5 19 

7. They are not interested. 10 12 22 5 4 10 3 22 

N 
0 8. They are ill . 29 33 62 
-J 

13 22 15 13 63*** 

9. They are working/can't get off work. 106 113 219 63 35 84 39 221* 

10. They have transportation problems. 24 25 49 15 12 11 12 50** 

11. I tell them not to come. 23 34 58** 15 5 23 14 57 

12. Other. 21 20 41 9 6 20 8 43 

Note. Values represent frequencies of each response. 
*p<.05 
**p<.Ol 
***p<.001 



TABLE4.13 
Daniels Middle School: Family Styles by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male F HJspanic American White Other F 
Family Factor -· _ _ (n=244) (n=223) (n=l 12) (n=64) (n=216) (n=75) 

Involved 46.15 45.88 .058 

Stressed 18.87 19.97 2.985* 

Strict 24.04 24.52 .910 

Note. Values represent mean ratings from 1to4, where !=none, 2=some, 3=most, and 4=all. 

aDenotes a significant difference between Hispanic and African American. 

boenotes a significant difference between Hispanic and Other. 

cDenotes a significant difference between African American and White. 

doenotes a significant difference between White and Other 
N *p<.05 
~ **p<.01 

***p<.001 
F = F statistic 

44.14
8 

48.29
8 46.52 45.64 3.257** 

22.01•b 21.09c 17.29acd 19.54bd 32.78*** 

23.93 25.63 24.01 24.32 2.123 



TABLE4.14 
Daniels Middle School: Close Peer Behaviors by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
(n=259) (n=226) F (n=l20) (n=65) (n=225) (n=78) F 

1. Study hard/do their homework. 2.75 2.57 5.649* 2.37a 2.58b 2.s9abc 2.6lc 11.579** 
* 

2. Drink alcohol. 1.37 1.45 1.257 l.5la 1.40 1.29ab 1.6ob 4.937** 

3. Use drugs. 1.35 1.41 1.066 l.47a 1.40 l.26ab 1.51b 3.582* 

4. Talk back to their teachers. 1.79 2.04 11.157** 2.ooa 2.20c 1.73abc 2.04C 7.350*** 

5. Talk about going to college. 2.88 2.60 9.766** 2.29abc 2.76a 2.94b 2.83c 12.030** 
* 

6. Get into fights with other students. 1.76 2.12 20.301 *** 2.21a 2.38c l.54abc 2.22b 31.341 ** 

7. Skip school. 1.51 1.64 3.640 l.80a 1.s5b 1,29abc 1.77c 20.559** 

N 
2.2sabc 3.07abc 2.73b 0 8. Get good grades/are on the honor roll. 2.92 2.60 16.465*** 2.63a 25.182** 

'° 
9. Work for money, e.g., babysit. 1.34 4.42 2.039 l.52a l.63b 1.21 abc l.49c 10.820** 

* 

10. Have a serious girlfriend/boyfriend. 1.98 2.05 0.835 2.23a 2.32b 1.78abc 2.lOc 11.878** 
* 

11. Carry weapons (knives, guns, etc.). 1.14 1.41 21.421 *** 1.42a 1.36 1. 13ab l.42b 7.299*** 

12. Are active in school activities. 2.51 2.42 1.403 2.12ab 2.1ob 2.61a 2.35 9.833*** 

13. Belong to a gang. 1.34 1.58 11 .595*** 1.73a l.69b 1.22abc l .52c 14.849** 
* 

14. Are active in community or religious activities. 2.04 1.92 2.699 1.nab 1.98 2.lOa 2.05b 6.119*** 

15. Get along well with their parents. 2.87 2.97 1.490 2.75a 3.19a 2.94 2.87 3.839* 

Note. Values represent ratings mean from I to 4, where !=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. *p<.05 

aDenotes a significant difference between Hispanic and White. **p<.01 

boenotes a significant difference between African American and White. ***p<.001 

cnenotes a significant difference between African American and Other. F = F statistic. 



TABLE4.15 
Daniels Middle School: Peer Participation In Particular Crowds by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
(n=260) (n=234) (n=494) (n=l23) (n=70) (n=226) (n=78) (n=497) 

I. A verage/Nonnal 181 (70.0) 160 (68.3) 341 (69.0) 75 (61.0) 37 (53.0)a 183(81.0)a 49(63.0) 344 (69.2)*** 

2. Brain 30 (11.5) 47 (20.1) 77 (16.0)** 16 (13.0) 16 (23.0) 29 (13 .0) 17 (22.0) 78 (16.0) 

3. Druggie 13 ( 5.0) 8 ( 3.4) 21 ( 4.2) 8 ( 7.0) 2 ( 3.0) 3 ( l.3)a 7 ( 9.0)a 20 ( 4.0)** 

4. Smoker 17 ( 6.5) 20 ( 8.5) 37 ( 7.5) 13(11.0) 3 ( 4.3) 11 ( 5.0) 9 (12.0) 36 ( 7.2) 

5. Kicker 9 ( 3.5) 12(5.1) 21 ( 4.3) 5 ( 4.0) 6 ( 8.6) 6 ( 2.7) 4 ( 5.1) 21 ( 4.2) 

6. Jock/Athlete 34 (13.0) 80 (34.2) 114 (23.1)*** 19 (15.4) 23 (33.0)a 63 (28.0) 11 (14.0)a 116 (23.3)** 

7. Loner 16 ( 6.2) 18( 8.0) 34 ( 7.0) 9 ( 7.3) 8 (11.4) 11 ( 5.0) 5 ( 6.4) 33 ( 7.0) 

8. Band 37 (14.2) 47 (20.0) 84(17.0) 11 ( 9.0)a 9 (13.0) 46 (20.3) 18 (23 .0)a 84 (17.0)* 
N ...... 
0 9. Nerd 7 ( 3.0) 8 ( 3.4) 15 ( 3.0) 5 ( 4.0) 3 ( 4.2) 5 ( 2.2) 2 ( 3.0) 15 ( 3.0) 

10. Partyer 77 (30.0) 81 (35 .0) 158 (32.0) 41 (33.3) 28 (40.0) 59 (26.1) 29(37.1) 157 (32.0) 

11 . Popular-Nice 128 (49.2) 99 (42.3) 227 (46.0) 40 (33.0) 35 (50.0) 123(54.4) 30 (38.4) 228 (46.0) 

12. Popular-Stuck Up 5 ( 2.0) 6 ( 3.0) 11 ( 2.2) 3 ( 2.4) 3 ( 4.3) 2 ( 0.0) 4 ( 5.1) 12(2.4) 

13. Preps 34 (13.1) 12 ( 5.1) 46 ( 9.3)** 4 ( 3.3) 3 ( 4.3) 34 (15 .0) 6 ( 8.0) 47 ( 9.5) 

14. Punker/New Wave 13 ( 5.0) 21 ( 9.0) 34 ( 7.0) 7 ( 6.0) 2 ( 3.0) 17 ( 8.0) 7 ( 9.0) 33 ( 7.0) 

15. Skater 43 (17.0) 20 ( 9.0) 63 (13 .0)"'* 12 (10.0) 12 (17.1) 28 (12.3) 11 (14.1) 63 (13.0) 

16. Hispanic/Latino 68 (26.1) 71 (30.3) 139(28.1) 101 (82.l)a 8(11.4)a 9 ( 4.0)a 23 (29.4)a 141 (28.4)*** 

17. Black/African American 54 (21.0) 51 (22.0) 105 (21.3) 16 (13.0)a 56 (80.0)a 12( 5.3)a 23 (29.4)a I 07 (22.0)"'** 
(continued) 



TABLE 4.15 (continued) 

18. Native American Indian 17 ( 7.0) 11 ( 5.0) 28 ( 6.0) 

19. Asian/Asian-American 2 ( 2.3) 10 ( 4.3) 16 ( 3.2) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

aDenotes a significant difference between Hispanic and White. 

boenotes a significant difference between African American and White. 

cDenotes a significant difference between African American and Other. 
*p<.05 
**p<.01 
***p<.001 

6 ( 5.0) 3 ( 4.3) 6 ( 3.0)a 14 (18.0)a 29 ( 6.0)*** 

3 ( 2.4) 3 ( 4.3) 4 ( 1.8) 5 ( 6.4) 15 ( 3.0) 



TABLE4.16 
Daniels Middle School: Peer Desire to Participate in Particular Crowds by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Total Hispanic American White Other Total 
(n=260) (n=234) (n=494) (n=l23) (n=70) (n=226) (n=78) (n=497) 

1. Average/Normal 97 (37.3) 62 (26.5) 59 (32.2) 36 (29.2) 20 (29.0) 78 (34.5) 26 (33.3) 160 (32.2) 

2. Brain 31 (12.0) 34 (14.6) 65 (13 .2) 11 ( 9.0)a 18 (26.0)abc 27 (12.0)b 10 (13 .0f 66 (13.3)** 

3. Druggie 6 ( 2.3) 3 ( 1.3) 9 ( 1.8) 2 ( l.6)a o < o.o)b 1 ( 1.3f 5 ( 6.4)abc 10 ( 2.0)* 

4. Smoker 10 ( 4 .0) 3 ( 1.3) 13 ( 2.6) 4 ( 3.3)a 1( l.4)b 2 ( 1.0)C 7 ( 9.0)abc 14 ( 2.8)** 

5. Kicker 4 ( 1.5) 4 ( 1.7) 8 ( 1.6) I ( 1.0) 2 ( 3.0) 4 ( 1.8) 2 ( 2.6) 9 ( 1.8) 

6. Jock/Athlete 34 (13.0) 42 (18 .0) 76 (15.4) 16 (13.0) 18(26.0) 34 (15 .0) 9 (11.5) 77 (15.5) 

7. Loner 4 ( 1.5) 9 ( 4.0) 13 ( 2.6) 4 ( 3.3) 3 ( 4.2) 5 ( 2.2) 2 ( 2.5) 14 ( 2.8) 

8. Band 29 (11.1) 26 (11.1) 55 (11.1) 12 (10.0) 7 (10.0) 27 (12.0) 11 (14.1) 57 (11.5) 
N ...... 
N 

9. Nerd 7 ( 2.7) 8 ( 3.4) 15 ( 3.0) 6 ( 5.0) 5 ( 7. l)a 2 ( l.O)a 3 ( 4.0) 16 ( 3.2)* 

10. Partyer 42 (16.1) 26 (11.1) 68 (13.8) 13 (11.0) 13 (19.0) 28 (12.4) 17 (22.0) 71 (14.3) 

11 . Popular-Nice 98 (13.8) 57 (24.3) 155 (34.1)** 25 (20.3)a 18 (26.0) 92 (41.0)ab 23 (29.4)b 158 (31.8)*** 

12. Popular-Stuck Up 4 ( 1.5) 3 ( 1.3) 7 ( 1.4) 4 ( 3.3) 1 ( 1.4) 2 ( 1.0) 2 ( 2.6) 9 ( 1.8) 

13. Preps 17 ( 6.5) 8 ( 3.4) 25( 5.1) 4 ( 3.3) I ( 1.4) 14 ( 6.2) 8 (10.3) 27 ( 5.4) 

14. Punker/New Wave 9 ( 3.5) 12( 5.1) 21 ( 4.3) 2 ( 1.6) 1 ( 1.4) 14 ( 6.2) 5 ( 6.4) 22 ( 4.4) 

15 . Skater 28 (10.8) 17( 7 .3) 45 ( 9.1) 7 ( 5.7) 8(11 .4) 19( 8.4) 12 (15.4) 46 ( 9.3) 

16. Hispanic/Latino 0 ( 0.0) 0 ( 0.0) 0 ( 0.0) 30 (24.3)ab 4 ( 6.0)ac 6 ( 2.7)bc 15 (19.2)c 55 (11.l)*** 

17. Black/African American 23 ( 9.0) 22 ( 9.4) 45 ( 9.1) 11 ( 9.0)a 20 (29.0)abc 5 ( 2.2)b 10 (13 .0)c 46 ( 9.3)*** 
(continued) 



N ...... 
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TABLE 4.16 (continued) 

18. Native American Indian 17 ( 6.5) 5 ( 2.1) 22 ( 4.5)* 

19. Asian/Asian-American 7 ( 3.0) 9 ( 4.0) 16 ( 3.2) 

Note. Values represent frequencies and percentages (in parentheses) of each response. 

aoenotes a significant difference between Hispanic and African American. 

bnenotes a significant difference between African American and White. 

cnenotes a significant difference between African American and Other. 

**p<.01 
***p<.001 

8 ( 6.5)a 3 ( 4.3)b 4( I.Sf (1 l.5)abc 24 ( 4.8)** 

6 ( 5.0) 1 ( I.4)a 4 ( l.8)b 7 ( 9.0)ab 18 ( 3.6)** 



TABLE4.17 
Daniels Middle School: Student Scores on the Rosenberg Self-Esteem Scale by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male HJspanic American White Other 
Number and ~uestionnaire Item ~n=248~ ~n=220~ F ~n=115~ (n=66) (n=218~ (n=69~ F 

1. Overall I am satisfied with myself. 3.96 4.20 7.416** 3.881b 4.4lac 4.13b 3.88c 5.271 ** 

2. At times I think I am no good at all. 3.18 3.62 13.19*** 3.30 3.77 3.33 3.33 1.936 

3. I feel that I have a lot of good 
qualities. 4.06 4.11 0.524 3.8o•b 4.328c 4.21b 3.94c 8.208*** 

4. I am able to do things as well as most 
other people. 3.95 4.14 6.539* 3.868 4.06 4.148 3.99 2.974* 

5. I feel I do not have much to be proud 
of. 3.83 4.02 3.594 3.68" 3.94 4.068 3.86 3.097* 

6. I feel useless at times. 3.40 3.55 1.444 3.41 3.78 3.47 3.29 1.822 

7. I feel I am a person of worth, at least 

equal with others. 3.86 3.81 0.072 3.661 3.55b 4.048b 3.78 5.055** 

8. I wish I respected myself more. 2.94 3.14 2.924 2.761b 2.97 3.201 3.04b 2.752* 

9. Overall I feel I am a failure . 4.34 4.33 0.031 3.898bc 4.41 8 4.54b 4.36c 11.55*** 

10. I have a positive attitude about 

myself. 3.98 4.00 .081 3.831b 4.221C 4.08bd 3.77cd 3.216* 

Average Self-Esteem Score 3.75 3.90 6.603* 3.61ab 3.988 3.92b 3.71 7.038*** 

Note. Values represent mean ratings from 1 to 5, where )=strongly disagree, 2=disagree, 3=neutral, 4=agree, and 5=strongly agree. Items 2, 5, 6, 8, and 9 were reverse scored. 

aDenotes a significant difference between Hispanic and African American. *p<.05 

bDenotes a significant difference between Hispanic and White. **p<.01 

CDenotes a significant difference between Hispanic and Other. 

dDenotes a significant difference between White and Other. 

***p<.001 

F = F statistic. 



N ....... 
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TABLE4.18 
Daniels Middle School: Ethnic Pride by Gender and Ethnicity 

GENDER ETHNICITY 
African 

Female Male Hispanic American White Other 
Number and Questionnaire Item (n=256) (n=230) F (n=121) (n=68) (n=223) {n=74) F 

1. I try to learn more about my own 

group's history and heritage. 

2. I am proud of my racial/ethnic group. 

3. I have as good a chance of doing well 
as people from other racial/ethnic 
groups. 

4. I wish I were a member of a different 

racial/ethnic group. 

M 

M 

M 

M 

2.95 2.83 

3.51 3.46 

3.40 3.29 

3.44 3.56 

4.650* 3.06a 3.46abc 2.63b 

0.883 3.58 3.65a 3.43b 

2.216 3.21 3.43 3.37b 

2.413 3.4la 3.74ab 3.51b 

Note. Values represent mean ratings from 1 to 4, where l=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree. Item 4 was reverse scored. 

aoenotes a significant difference between Hispanic and African American . 

boenotes a significant difference between African American and White. 

coenotes a significant difference between African American and Other. 
*p<.05 
***p<.001 
F = F statistic 

2.9lc 19.077*** 

3.34a 3.086* 

3.45 1.788 

3.38b 3.139* 



N ....... 
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TABLE4.19 
Daniels Middle School: Differences by Grade and Ethnicity Across Achievement Variables 

Variables 

Grade Point 
Average 

TAAS 
Reading 
Percentile 

TAASMath 
Percentile 

Ethnicity 

HJspanlc African American Anglo Other F 
(1!=120) (n=65) (n=208) _ _____,.(:_:_n=-'7-=-2L-) ------------

Sixth Eighth Sixth Eighth Sixth Eighth Sixth Eighth Sixth Eighth 
Grade Grade Grade Grade Grade Grade Grade Grade Grade Grade 
(n=70) (n=50) (n=28) (n=37) (n=ll 3) (n=95) (n=3n (n=35) (n=248) (n=217) 

2.80a 2.83 2.81 2.70 3.16a 2.79 2.97 2.96 3.96** .890 

50.1 48.3 41.2 43.1 51.7 44.7 52.7 54.9 .940 .886 

41.8 40.2 46.8 44.0 49.1 45.8 39.5 48.2 1.315 .401 

a Denotes a significant difference between responses of these ethnic groups. 
*p<.05 
**p<.01 
***p<.001 
F = F statistic. 
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