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ABSTRACT )
Because of its own concern about the effectiveness of
public 2ducation in New Brunswick and in response to a similar
concern expressed by different community groups, the New-Bfunswick
Board of Education engaged the Institute of Field Studies 6f Teachers
College, .Columbia Unlversity to study its educational system and
directed it -to examine the following educational areas: (1) The
general nature and quality of education in New Brunswick's public
schools. (2) The educational process and its effectiveness in meeting
the ‘educational objectives as defined by the school system and its
communities. (3) The. effectiveness of current innovative and
experimental efforts in raising the quality of student life and
achievement. (4) The appropriateness of existing edacational programs
as they relate to the specific needs of black and Puerto Rican
students. (5) The educational development of ethnic minorities within
the New Brunswick school system. (6) Human relations within the
‘'schools and the educational environment. (7) Changes in the school
.system that may provide a basis from which the educational needs of
Black andsPuerto Rican students can be more effectively met. There
were several methodological aspects of the study. All of them had
,some relationship to either data collection, .instrumentation, sample
selection, or data treatment and presentation. (Author/JH)
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PREFACE

-

One of the major problems of current American society is its lack ot con=-

census on the purposes of public education. Most, if not all, statements of

public education aims are limited in definition and fail to reflect the broad range T

-

of educational expectations held by many and varied interests which place heavy

and different responsibilities upon the public schools. The inability of American
e : l

-

society, particularly in recent years, to develop and operationalize a set of edu-

catioral goals and objectives--goals which are conflict-free and speak to the

P Te S &

: “
expectations and aspirations of an extreme diversity among public school pdttici-
- L] F;/

N
'

pants--has often made educational goal-setting for universal acceptance in the

»

public school arena a seemingly impossible task. »

Educational aims of public schools have been formulated by educators,

citizen committees, legislatures, courts, special interest groups, ‘and a host of
others who have been concerned with public schooling==in spite éf these effort;; ’ '
a common understanding of why public schools exist has not emerged. It may well

be the variance factor among those concerned about public education that has

served to impede the development of a generally accepted definition of public school
purposes. This circumstance, fo some extent, has caused various school systems to
f
move in different directions. ' -
f
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This study does not give particular attention to the broad c;fms of public
education nor does it'attempt to cc;n.:.truc" 1 case fo‘r the need to develop a common ’
and widely acceptable set of. educational gools. A limited discussion of these
issues was apgropriate, nonet‘lieless, if we are to und.e’rstand‘ that educational goals
should be viewed along;ide educational exp'ectaﬁons, which come into focus with
as much variance as do educational aims themselves. What this clearly suggests is
that the findings of an evaluative study of public education processes and outcomes
will probably have different meanings for those who have different expecfa;ions of
public school experiences. |

The commonly accepted notion that "school is everybody's business" has
somehow pressed many public schoql systems into assuming certain postures or
establishing a graat variety of different programs and activities which serve the ends
of different individuals and groups. The difference oftentimes represents a separation
in the educational goals and expectations of the various school publics to which the
school system may or may not choose to respond. Consequently, the judgements that
are made about the effectiveness of public schools or the appropriateness of their
progmr’ns tend to represent particular value sets and are based upon the extent to
which schools have responded to idosyncratic needs or have met the goals and
expectations which are perceived as being particularly appropriate by one or more

of the many school publics.

Y o~

The school system, as a social and public agency, has several publics which
not only include young people and their parents, but others such as professional

groups, employers, labor unions, governmental agencies at all levels, civic

s 0,-
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organizations, business enterprises, and religious institutions. Included also are
different racial and ethnic groups, socvial and economic classes, and people or

organizations of opposing or similar political persuasions. AII of these may have
some common expectations of the public schools, but each‘ will tend to have a !

particular set of expectatioris which is compatible with its special interests. 1t is

the special interests of various aublics that invariably cause publicischool systems

P

to be confronted with a variety of special demands which are often translated or
.fransformed into public goals.

> In our assessment of educational effectiveness in public schools, we usually

! .
’

associate success, or the lack of it, with student learning and the process by which
it can be achieved. School systems, however, in responding to special interest

demands are frequently involved in school functions and resultant outcomes which

!
scarcely relate to learning, Whether we accept the fact or not, the public school

is a political institution which exists in a political and competitive arena. As it

inteiccts with the various elements of its community, it either deliberately or inad-

vertently plays a political role. As a political e'ntify, the public school finds itself

in competition with other such agencies and each of them must compete for resources,

2.

status, and the power of influence. The degree of this competitiori-will, of co;xfse '

vary from one school district to another, but as each of them competes, they generally

————— Az e 2T e

engage themselves in activities which provide outcomes not directly related to student

-

education but which serve as measures of school system effectiveness.

Aacwen . ELBV




) In our study of the New Brunswick Public Schools, we have been conscious
of some sarious publics with which the school system must interact. It has been
clear to us that while there are some expectations that all school participants have
in common, there are also some which speak to the special needs or concerns of
particular individuals and groups. As we began to understand th;a nature of our
studied population, we realized that our evaluation of the public schools might be
interpreted and given significance in tems of how ‘it related to different sets of goals
and outcomes perceived as being appropriate by different componer:ts of the school
system's constituency . )

In evaluating the Néw Brunswick school system, we have tried to mainiain an
unbiased posture in our research design, data collection, data analyses, and
S, -

suggestions for change. We have understood very clearly that tiie most accurate

assessments are mcre likely to occur when findings result from an objective approach

s &

which is related to approoriate goals. Many of the standards of effectiveness used in |

this study were those established by the schools themselves and were reflected in the

_ expected outcomes of programs and activities. Other standards were developed from

N

D

\ . . . . " .
d\normative frame which was common to similar school districts and which, to some
. :

3

y ' ,
extent, evolved out of the research team's background, experience, and research-

based\expectaﬁons.
Many school districts, particularly those with a racially-mixed clientgroup,

are often reluctdnt to allow external agencies to make a long and critical evaluation

A e e e -
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of their educational process or to focus on differential treatment of students along

-

racial and cultural-lines. The New Brunswick Board of Education, the Superin-
_tendent of Schools, and a number of other school participants are to be commended

for being unafraid to open discussion on some of their general educational problems

4

LY o&d . * . — ""‘ . L
; as well as some specific ones which stem from ethnic and social=glass dlve\rsny
A

- ; Oscar D, Cotton
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CHAPTER |
INTRODUCTION
New Brunswick, like many other American municipalities, is faced with a
-number of problems which have come to be generally associated with the changing
. character of today's central cities. Some of these problems have been related to-
changes in the ethnic and racial composition of urban districts and, still others, with
. thée emergapce of new and different role perceptions of city dwellers and more parti-

cularized expectations of the several social and economic groups which comprise

city populations. The stress and concerns generated by these changing circumstances

are nowhere more obvious than in the public schools where pressure is continously
exerted to have these institutions better serve the variety of needs and intérests of

-

their heterogenous constituencies.

L . B Rationale for the Study

J

T

Understanding the requirements of its varied student clientele and wanting fo

. - [ .
. know the extent to which they were being met, Thé New Brunswick Beard of Educa-

- - ittty

tion, the Superintendent of New Brunswick ﬁiubliic sch vols, the Black Home and '
v | V‘ ‘
*School Organization, and the New Brunswick Branch ot the Urban Ledgue mutudlly
" agreed that it would be beneficial to cpndu;t an evaluative study of the educational

process in New Brunswick's public schools, They indicated that such a study should

consider an assessment of the schools' responsiveness to the needs of the larger school

. . N + -

se .
o « N \ '26
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population, but needed to' concentrate on the particular needs of black and Puerto
s 1

. ’
. .
~

Rican students. .. .

7 § .
Because of,its own concern about the effectiveness of public education in New

i . . .

Brunswick and in response to a similar concern 2xpressed by different community

S~

“~

, % . . o
groups, the New Brunswick Board of Education engaged the Institute of Field Studies

of Teachers College, Columbia University to study its educational*system and directed o
N s o ‘ 3 . LA
. : G Ve [

it to examine the following educational areas: oo
r 4 » . TN
L . .

l. The generql nature and quality of educahon in New Brunswu:k s N ., -

public schools T : ‘ o o
2.  The educational process and its effectiveness in meetinig the - . .
. educational objectives as defined by the school system and its

, . communmes . T . ] ’ ;

~ \ .

- N .
. . —

” ¢

3. The effectiveness of current mnpvahve and experimental efforts
in raising the quality of student'! ife and achievement. .

4.  The appropriateness of existing educatior;al programs as they relate
to the specnflc needs of black and Puerto Rizan studenfs '

5. .The educational development of ethnic mmonJes\ltP.m the New
. Brunswick school system

v

6.  Human reations within the schools and the educational environment
¢ N R
7.  Changes in the school system that may provide a basis from which. the
. eduzational needs of black and Puerto Rican students can be more - e

effectively met . L -

The directive of the Board of ducation was interpreted as a request ‘to examine

¢ .

and provide recommendations for improving the educational process and outcomes,
P 4
human relations inthe sc'noo!s, special educational progrOms,'and parent attif-ude%
. \ « ) ot
and perceptions related..to the schools. These areas of concern of course, overlapped

< .
> .

-
*

but each of them had a particular focus. Collectiveiy, they seemed broad enough to

. | . : - 27




address all of the issues raised by the Board.

¥ " Research Methodology ,

.

There were several methodological aspects of the study; somé of them are

explained in different sections of the report, All of them had some relationship
i to either data collechon, instrumentation, sample selection, or data treatment ard
- bl ‘\ ~ > H
{ . presenta¥ion. - )
$ A ? N
,

‘ Data Collechon . \ e e X
8 - * ,
{ A large pclrt ‘of the data was collected through the use of queshonnalres. A

o

-
e,
Bt

separate and dlfferent questionnaire was administered to each of the participant

]

_groups: secondary sch“ool;students, intermediate school students, elementary school

i

teachers,. intermediate and secondary school teachers, building principals, and

parents: | : o .-

A list of selected students in each of the secondary and intermediate schools
was sent to the respective school principals along with information regarding the pur-
:' to report to a designated "h;sting“ room for the purpose of responding to the question=-
* naire. Arrangements for scheduling the student survey were left entirely up to the
school ac{mir;isirators, bul:‘the task‘ of admir;iste‘ring the instrument was the responsi-
bility of research team members. Questionnaires for the sc. s’ professional staffs

were given to an assistant Superintendent of Schools who assumed responsibility for

distributing the instruments and collecting them when they we@e completéd . New

<8

|
" . pose and time of the survey. A request was made that sampled students be required




t

Br 1swick residents, whe had been trained to administer questionnaires by the

e 1

‘teseach team, were employed to survey selected parents. They scheduled appoint-

ments with the sampled households and were responsible for securing completed parent

2 survey instruments.,

* the seiected participants available for interviews.

Another part of \the data was gathered through the employment of structured
interviews with studgnts and school p;oﬂf,essionqls. léterview s‘cheduleé‘were devel-
;ped in prepﬁration for this and schoo! principals assumed responsibility for making
\

Statistical data from school records.were collected by school officials. An
assistant superintendent coordinated these:efforts and made %nt‘ernal assignments of

§ ) . "'""_L— .
responsibility to insure that the requested information was made available to the

study group.

The Data-Collecting Instruments

o

The questionnaire was the principal instrument used to collect information. It

was designed to elicit respondents’ attitudes and perceptions about the schools and to

#

record some of their experiences in the educational system. The items of the question~-
LY +

naires were, for the most part, selected so as to speak directly to the issues raised by

v
v

both school p;ofe;sional and community members in New Brunswick. Each of the
questionswas examined for its validity and was modified or eliminated ta serve the besl:
interests of the study. To facilitate responses by Hispanic participants, the question-
naires were translated inte Spanish, )

The interview schedules were designed with a similarity to the questionnaires.

o 29
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They did not contain as many items but provided for more in-depth responses. They

'~

were used partly totesf the-credence of information collected by the questionnaires ;

—

but moreso to address some relevant issues which might not have been adequately .=

covered by any of the other survey instruments.

e T :y ~

Several i};sfrun;ents were designed and employed to collect school-recorded
information about students, .;,choolvpructices, and educational outcomes. Thja
Student Confidential Form was used to get a report on students’ achievement scores,
attendance, discipline, and programs of study. Tw‘odifferent forms were used to get
data on student exclusions, suspensions, dropouts, and withdrawals.’ i';;vo other forms
were utilized to secure a report of student participation in school activities, and . ¢
a final one produced the rdcial distribution of ;tudents by subjects and levels of

a

subfect diffjculty. - S

Sample Selection

- . i ) ‘
All twelve of the building principals in the regular schools were included in -

the study. Each of them responded to the "School Administrator's Questionnaire.”

No other administrators or supervisors were included in the study unless they were
viewed as purt of thé;i,nstrucﬁo:nal st%ff c;nd were included in the teachers' sample.
Questionnaires \;vere given to all 453 teachers in the school district. Of these
faculty members, 397 (85,4 percent) returned the survey instrument. Four _of these
returned questionnaires were unusable because of their totql ir)cgmpl,efenesk. Mnos;
teachers did not respond to all of the questions since some of the questionnaire items

were not uniformly applicable. In some instances, questions were left unanswered

‘ : 30
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for no apparent reason. The extent of unanswered questions is reflected in the data

presentation where the frequency of responses varies from one issue to anothai. The

I
" 'fﬁ??ﬁ:}jight teachers (approximately ten percent) who were interviewed were rundomly

selected from faculty groups during their "free" periods of .the school day.

The sample of students was selected from a roster of students enrolled as of

. Sepfember , 1973, pﬁwided by the Central Office. Each student on the roster was

— .

assigned a four-digit number and the 17.3 percent sumple‘was secured through a pro=

cess of stratified randomization. (The initial sample of 15 percent was overdrawn by

H

5 percent to allow for absentees, withdrawals, and other such reasons. These reasons,

however, only reduced the selections by 2.7 percent of the student popuiation.) The

number of students selected from each grade level was proportionate to gtade-level
representa‘tion in the total school enrollment. The first sampling of the hiéh school
included very few Hispanic students and selived as a reminder of the t‘relatively low number
of Spanish-¢peaking youths who were in attendance (6.0 percent). To provide for more
Hispanic represel‘m:tion', the sample was expanded fo include 50 pe.rc'enf of the high

school's Spanish-speaking students. i
The fifteen percent sample of pcrentgﬂ?vas randomly selected from the same rostet

-
- N LY , "o
iatatan e sy

used to make sample selections of students.” The four-digit numbers assigned to students

on the enrollment sheets were viewed as representing parents. When two or more numbers
. »

referred to the same household, only one was placed in the parent sample. Shortly after

Y

the survey got under way, the research team wasadvised against interviewing parents in Mill-

town or North Brunswick without first clearing with school officials in these twotowns.

This created some problems and it was decided not to interview these parents even though

they had been included in the original sample drawing. As a result of this, the sample

omn

. y ai

e




size was reduced and made up of only 13.7 percent of New Brunswick households

’ which had children in public schools.

»

Treatment and Presentation of the Data

Information,about the respondents and their answers to questionnaire items were

o~

scored, coded, ar3d keypunched orinput cards. These cards were, then submitted to
the Teachers College Computer Center for data processing. -

For the most part, datg were analyzed and presented by involving two-variable
cross tabulations with a small number of response categories. Comparative pr zentages
were largely used as indicato‘rs of significant or substantial differences between ‘[espond-
ent groups. Open-ended questions were factor analyzed and presented in summary form.

The nature of the students' achievement data permitted\the utilization of the Chi
“Square statistical technique. This test was employed to determine the significance of
differences between student racial groups' reading and mathematics performances below
grade-level norms as opposed to' perforrpances at or above such norms.

In all of the data analyses, comparisors were made between racifff groups. In
cases where the number of Spanish-speaking students \:vas large enough, the groupg
were identified as ";Nhife,"'"black,"_and "Hispanic." In instances where the Hispanic
responses were too small in number fo be meaningfully cross tabulated, they were com-
bined with the respclanses‘of bl;.'Jck students and the two racial groupings became ";,white"
and "minorifx-group." ’

Sex designation, as a differentiating variable, was used in analyzing and presenting

%

data related to dropouts, withdrawals, suspensions, exclusions, graduates, post-high

: 32




school education and employment, racial attitudes, and interracial behavior. The
socio-economic status (SES) of students, as a.categorizjng characteristic, wes used to
compare student achievement, racial attitudes, and interracial behavior.

o

The scs;cio-e'c;onomic status of students was determined by the use of a modifie;d
occupd‘ﬁoncl‘j":sfcfus scale which had been prepared by the Institute of Administrative
Research at T;échers College. The scale was g nine-item measure based upon the occu=
pcl:i;)n 6f/ﬁiusehold heads. Each student was c;s;igned a rank from zero to eight,
depend?né"on the reported occupation of his or her parent who Yécs considered to be the
primary income producer for the family. Marginal tabulations and statistics were then
provided by an initial computer run cnd.'l:he distribution was recorded into low, middle,
and high score groupings. After observing that H"ne distribution was reasonably normal

with very little skewedness, the categories were determined as: low SES (one standard

deviatign below the mean-=rank of zero through two), High SES (one standard deviation

. above the mean~~rank of six through eight), and Middle SES (s;:ores falling within one

standard deviation above and below the-frean=-rank of three through six).

33
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- CHAPTER 1 /

i
£

A PROFILE OF NEW BRUNSWICK, ITS SCHOOLS - -
' AND SCHOOL PARTICIPANTS - \ ‘

]
, i 5
The process and outcomes of education in New Brunswick can be appreciated ™~
T

-~

_more fully if there is an understanding of the environment in which they occur. THis .

|

. . H
appreciation can even be broadened when some description is presented which charac-
- /
3 3 o o - . . ’ ., LY
terizes the primary participants who engage themselves in that wide range of activities

called "public schooling. ™

-
4

The City of New Brunswick ‘

New Brunswick, situated thirty miles southwest of New York City, is orie of
New Jersey's oldest cities. Located in Middlesex County, itisa compact a:ﬁ':d fully-
developed municipality which covers o.;m area of 5.6 sauare miles. The pop,dlaﬁon of
the city is approximately 42,000 with black residents ‘represenfing about ;ﬁe-fwrfh of
its compgsition. There is a'sizable number of Spanish-speaking citizens, largely Ruerto
Rican, which has had considerable growth over the past decade and conﬁ'nues in-this
direction.

The City of New Brunswick has been characterized as a declining commercial and‘

retail center in the midst of mushrooming suburban towns: In spite of this, it remains

as the County Seat and the region's hub for educational, financial, governmental, and

34
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s

ployment rate. Like many other cities in transition, it is faced with ﬁdn{érbb:s

Mo

problems which have come to be associated with changing compositions of the citi-

zenry in terms of racial, ethnic, social, and economic groups.

New Brunswick provides a complete range of institutions, services, and facilities :

which not only serve its residents but also ‘those in the relatively sparsely pop'ulated
areas arouns! it. Within its boundaries are major hospitals, the State'University, and
all types of civic, shopping, and social ente., ises. New Brunswick's citizens are a
large part of the labor force in the industrial orgarizations of the'surrounding area

outside the city. At the same time, New Brunswick provides employment for a large

number of people who reside outside of its city limits.

The Schools and Their Enroliments

The public school system of New Brunswick, for the school year of 1973-1974,

had an enrollment of 6,345 students aitending 15 Iearning” centers, There were eight
elementary schools (k-4), one intern;ediate school (5-6), one junior high school (7-é),
one reguiar high school (9-12), one alternative high school (9-12), one special school
for the socially and emotionally maladjusted, or;e school for pregnc;nt teen-age

mothers, and one demonstration day care learning center. Of the students in attend-

ance, about one-third of them were from families that were receiving public

L ad

assistance (Aid to Dependent Children).

.
o,  w .

|
|
|
|
|
|
|
|
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Of the 4,459 pupils who were not attending the hi'gh §chool,. 58.1 percent were
black, 22.8.percent were white, 18.9 pe.‘ce;xt were‘Hispa;ic, and less than one-half
of one pe~rcent were classifieci as "others.” New Brunswick High School h::d an
enroll{ment of 1,85%6 students. Of that number, 615 (32.6 percent) were black, 1,157
(61.3 percent) were ;yhite, and 113 (6.0 percent) were Hispanic. Tl';e differen;ﬁf 7
between the high school’s racial ratio‘s and those of the other schools was caused by
the large :nu}mbg[ of white students from North Brunswick and Milltown who entered
New Bruniswick schools for the first time at the high sc;hool level.

_For%many years, North Brunswick with its 95 percent white student population

had been §ending its tenth, eleventh, and twelfth grade students to New Brunswick

High School in accordance with a contractual sending-recefving relcﬁonshi? with the
New Brunswick Board of Educaﬁo‘n. Milltown, with its 100 percent white enr9_||ment,
had a similar relationship and also sent its high school youngsters (grades 9 through 12)
to New Brunswick High School. .The student enrollment by grades is shown in Table
2.1, where some of the impact of stt;dents cor;-ling from North Brunswick and Milltown’
is evidenced. When Milltown stu;iénfs entered l:he high scho<;l at grade nine and North
Brunswick students enrolleci at grade ten, the perceniage of minority-group students, as
compared to white students, was substanﬁa‘lly reduced. Because of dropouts, transfers,
and withdrawals, black students were only about 20 percent of the s;enior class and

3

Spanish~speaking students were only about three percent,

At the time of the study, the high school was on double sessions due to overcrowded
conditions. Students in grades nine and ten attended the afternoon classes while students

in grades eleven and twelve were in attendance during the morning sessions.

ERIC | . 36




< ‘ Table 2.1 ., -
The Racial Di;lt‘ribu‘;ionlof S)tudenltsuin
New Brunswick Schools
* in percentages)
Racial Group : .

School White Black  Hispanic.  Other Total
NBHS 61.3  32.6 6.0 0.1 (n=1, 886)
Gibbons 33.3  64.8 1.8 0.0 (n=  54)
Redshaw 41.5  40.4 17.2' 0.9 (= 674)"
Roosevelt 7.5 &.2 147 0.6 (n= 862)

" Family L. C.. 0.0  80.0 20.0 0.0 (o= 65)"
New Street  11.1 3.3 5.6 0.0 (= 54)
Bayard 2.9  52.9 4,2 0.0 (n= 208)
Lincol;x 48.1  34.9 17.1 0.0 (n=385)
Livingston 16.5 54.6  28.2 0.8 (= 504)
lord Sterling 3.1 86.1  10.4 0.4 (n= 425)
McKinley 7.3 . 9. 7.8 0.0 (= 179)
Nathan Hale 6.6 76.9  16.0 0.4 (= 455)
Woshington ~ 25.8  38.9  34.8 . 0.6 (= 345)
Wilson 70.5 20.8 8.7 0.0 (= 183)
Day CareL.C. 0.0 78.7  19.7 1.6 (= 66)
Total 34.0 50.5  15.1 0.4 (N=6,345)

C
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principals held a Masters degree with ten of them having completed graduate work

_in the system for a period of cnie or two years.

The School Principals

Thavre were-fourteen building principals in the New Brunswick school system~~

..
7

one at each of ‘the learning centers with the exception of the Family Learning Center,

o v

which was-headed by a director. Nine of them were white, five of them were blaclz,

and none were Hispanic or members of other racial groups. All ;:f the building

beyond this degree.

Thirteen of the principals had ten or mére years of experience in public edu-

°

cafion and one of them had between seven and nine years of such experience. Nine .

b

_of the principals had been in the New Brunswick school system for ten or more years,

Two principals had been there from seven to nine years while the other thrge' had been

oA

-~

Four building principals had ten or more ysars experience as an administrator.
g b

One had eight years of this kind of experienze. Four had Ecen in administrative

positions beiween four and six years while two had been in administration between
three and four years. Three of the building principals were in either their first or

second year of administration. All of the principals except one had five or more years

" of professional experience in racially~integrated schools. :

The average age of the building principals was 44 years. Only one principal
was older than 60, while one was younger than thirty.  Of the fourteen principals,
five were women and nine were rﬁen. Most of them were relatively new in their current’
positions since‘ six pri"ncipals were experier‘xcing the first year in their cyrrent admini-

strative role and three were in their second year. Only four of the building principais

A 2

N
.
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14

i
|
!

¢ ¢ '
had been in their present position for five years or more.

¢

The Teachiné Staff

There were 453 teachers in the New Brunswick publi.c schools, OF these, 72.4
percent were white, 22.5 percent were black, 3.5 ;::er;ent,were ‘Spanish-speaking, and

the remaining 1.6 percent were members of a racial group other than one of these three.

‘o . 7\ ’ s 13
This racial distribution is seen in Table 2.2. | : ¢

At a time when the Mpsters Degree tends to sfgnify adequate formal preparation

. [
for public school teaching, 69.3 percent of the teaching staff in the New Brunswick

¢ -

schools he!J only a Bachelors degree. Nearly qr’i':é-Fhalf of the faculty members in the . _

\various schools (49.6 percent) had not completed fifteen credits beyond the initial

college degree. ‘

The teachers in New Bruriswick schools were relatively young. About one-half

«

of them were between the c;ges of 20 and 30 with the other half being evenly distributed -

|

in five-year incremental groupings which went as far as sixty years of age. Only two
5\ )

A
teachers in the district were reported to be over sixty.

it

- The average number of years in teaching for the instructional staff was 9.4 with a
: /

7.1 median. The average number of years that teachers had provided instruction in New

Brunswick schools was 7.1 with a 4.4 median. The average number of years that teac ers
¥

had taught in a racially-integrated school was 4.9 with a 5.9 median. .

b

Most teachers (81.5 percent) did not reside in New Brunswick and commuted daily -

to handle an approximate student load of eighty which was divided into an average of

>

four classes with an enrollment of about twenty students in each of them.

"
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Table 2.2

New Brunswick Schools*

(in.percentages)

The Racial Distribution of Tea.chers in ‘

Racial Group

" School White Black  Hispanic  Other Total
NBHS: ' 76.0 17.0 3.0 4.0 100 (n=153)
Gibbors ~ 80.0 200 0.0 0.0  100°(n= 5)
- ' Redshaw 72.6  24.2 3.2 0.0 100 (n = 62)
a “Roosevelt 78.0 160  6.0° 0.0 100 (n= 38)
| 1\ Wilson 90.0  10.0 0.0 9.6 100 ’(r;=.11) ‘
l\  Washington 700 1.8 18.2 0.0 100 (n=17)
Nathan Hale ~ ¢9.0  31.0 0.0 0.0 100 (n= 26)
L Mckinley 67 3.3 0.0 0.0 100 (o= 9)
| lord Sterling ~ 50.0 '50.0 0.0 0.0 100 (n= 22)
! Livingston ~ 85.0 15.0 0.0 0.0 100 (n= 34)
T lnets 9.0 100 0.0 0.0 100 (n= 23)
boyord . 56.0 22,0 _ 22.0 " 0.0 —K0-n'=-18)-
. NewSwest 777 223 6.0 0.0 100 (=9
. FamilyL.C. . 0.0 100.0 0.0 0.0 100 (h= 2)
‘ Demonstration | _ S~ L
Day Care L.Ci50.0  25.0 0.0  25.0 100 (n= 4)
Total 724 225 38 16 100 (N=453)
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CHAPTER 111

RE)

T T THE EDUCATIONAL PROCESS

The educational process of pubtlic schools is infiniteiy complex. To define

- it in simplistic terms, one might say that it is the sum total of learning situations,

activities, and interactions that exist in the schools' environments. Any definition

v
Al

of the term, however, must rest on the fundamental assumption that the educaiional

o

process represents the major determinants of educational outcomes, The ed-

ucational process, in a broad sense, addresses the procedural "how" of learning

x}j

and education or the way in which schools conduct themselves as they move toward

*

educational ends.
[
©

The educational process is extremely broad in scope and includes countless

[4 ® o

activities and practices which generate considerable concern. In the conduct of

c

this study, the press of time and limited resources restricted the extent to which
the total educational process of New Brunswick schools could be examined.
Given this restriction and within the context of educational process, attention

was focused on: the placement and assignment of students to classes and programs;

g;pcrﬂcipotion patterns of students in extra-curricular activities; the general area of

>

:&grulum; interaction patterns of students and the professional staff; student disci-

pline and some of its consequences; and school supports for student and teacher

<

o _ 16 41
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performance. These areas of focus, for the purposes of the report, were
collectively defined as the educational process. They, of course, overlapped

and could not be explicitly differentiated--since addressing one aspect of the

X

educational process invariably required speaking to another.

The Placement and Participation of Students

. ~

in Classes, Fv ms, and Activities

Nothing speaks more convincingly about the equality of educational oppor-
tunity and the process of socialization in racially integrated schools thari the
manner by which students are assigned and placed, whether voluntarily or other-
wise, in classes and programs and how they are involved in school activities. The
extent to which students of different social and ethnic backgrounds interact with
each other in a school setting is, by a large measure, a function gf programmatic .
efforts which either systematically or accidentally bring students together or keep
them aparf.] How students are placed in programs and clesses and the degree by which ..
they are represented in school activities often reflect the views held by school pro=~

fessionals toward different client groups and, sometimes, gives support to or helps

davelop stereotyped attitudes that school participants have about themselves and others

?

along racial, ethnic, and socio-economic lines. T

. —

r.

When one is concerned with the process of education in public schools and

1. O.car D. Cotton, "The Status of Desegregation: A Report on Selected School
Districts,” A paper presented at The Conference on Urban and Minority Education,
Educationan Testing Service, Princeton, New Jersey, June 24-26, 1974.
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£

tries to understand what happens to different students as they proceed through the
various learning experiences, he might begin by examining the practices uni pro=-

cedures of students' ciass and program assignments and the resultant distribution of

e

students both in the several discipiines and in the offerings within those disciplines. .

L - e

L]

e A

In attempting to evaluate the New Brunswick schools, one of the methodologies em-

14

ployed_made’ usé of this approach.

e

— " Accoiding to the reports of school principals and most teachers in the New

Brunswick.public schools, there was no system-wide nor uniform policy or practice

of ability grouping. When teachers and administrators were asked to indicate the
extent to which students were grouped by al?ility, the most frequent response was,

"We do not separate students by ability levels." In one elementary school, how:aver, .
it was reported that pupils were ability grouped, but only in fourth-grade reading.

in another lower-levei school, the principal suggested that: "All pupils are hetero-
geneously grouped except for reading. There is, nonetheless, movement from one

group to an.other whieh is based on achievement and progress.” The most alarming
] e o

comment was registered rather emphatically b)" one -scho‘om stated that,
"Ability groups are firmly set at the seventh and eighth grades ang;! after that, one
rarely moves from one group to another., ™

In the lower-level grades, particulbfly in the primury ones, there was some
evidence that pupils were differentiated 'in terms of readi}xg competency. For the
mds.tﬂpart, however, pupils at this level were in self-contained classrooms ‘and readivy

level designations, whatever meanings they might have, did not seem to greatly influ~

ence pupils’ attitudes about their peers nor impede their interactions with each qtﬂér.

& e T

e ”

e [
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At the secondary school level where there seemed to be no "official" policy against
ability mouping, but where it was admitted that students were assigned to or "selected"

English, Maihematics, and Social Studies classes on the basis of their competence
in reading; the fmgparcit of ability designations was quite different. It is at the second-

ary level, then, that the evaluation of program and class assignments was focused.

The Assignment of Students to Classes and Subject Areas

e

Using one of the forms designed specifically for the study, school officials ranked
each subject offering of the school in terms of subject level difficulty. The levels of
difficulty rangzd from 1 (lowest difficulty) to 4 (highest difficulr-}. On this same form,
they recorded the number of students, by race, who were enrolled in each of the courses.

The following discussion draws data reported on those forms.

Sipgg;ﬁnglish*ah’d'Mati;;;'a'atics are probably the most important disciplines in the
‘pmgi'c;m of studies, these were examined rather closely. Table 3.1 represents part of
the general findings in these two areas. 'An examination of this table reveals that the
ratio of white students to non-white students in ‘the high school is 2:1 (two whites ‘o
each non-white) and it shows the varying ratios of whites to minorities in c]asses, by

level of difficulty, in both Mathematics and English. If the students in each level

were selected randomly from the total school population, the ratio of whites to non-whites

would be similar to the 2:1 ratio for the coverall student population. The ratios in each
__,---”"‘"’—
P N

of the levéls are, however, significantly different from the overall school popu-

lation. In the English levels, only black students are used to represent minorities.

e

— ™
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If the Hispanic students were included, it would have distorted the data since many
of them arz enrolled in "English as a Secon1 Language" which was not included in the

regular list of reported English courses. , -

Table 3.1

Ratio of Whites to Minorities in Each
~ of Four Levels of Difficulty
in Math and English Classes

Level " Classes Black/White
of Ratio
Difficulty* in Total
English Math School
4 7:¥ 141
3 3:1 4:1
2:1
2 1:2 1.2
] 1:2 i:8

*Levels of difficulty are in descending-order; 4 is most diffi-
—cult-and-1"is Teast difficult.

The data reported in Table 3.1 demonstrate that an improportionate number of
n‘-linorify students are in the lower levels. A complete analysis of the data which gen-
erated Table 3.1 revealed that most of the English classes offered to students ate in
the upper two levels (3 and 4) of the four-level system. Twenty percent of these courses
’ore offered in the two lower levels, but they have an enrollment representing 46 percent
of the minority students. Eighty-five percent of white students taking English are in -

the upper level classes.

. 45
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The student enroliment p.a‘ﬂern in English is similar to that in Mathematics where
a comparable set of racial ratios was found in each level of difficulty. Sixty-:ixj
percent of all Mathematics courses offered are upper-level courses and seventy-six
percent of all white students enrolled in Math are taking these upper-level classes.
On the other hand, only twenty-eight percent of minority students enrolled in mathe-
matics are in the higher |ev'e|s. The remaining 72 percent of the minority students
. registered in Math arre eXf;osed to only 33 percent of the math courses 6ffered and all
of these have low levels of difficulty.

The racial imbalance in classes does not end with English and Mathematics. The
pattern exists in every subject area and reaches the point, at tinl';es, where there are
all-white and all-minority group classes. As the level of difficul)f\yv in classes in-
creases, so does the ratio of white students to minority-group students. Conversely,
as the level of difficulty is lowered, the ratio of minority-group students to whites is

raised. This is partly reflected in Table 3.2 which lists classes of various difficulty

levels and their enrollments by students' race.

Table 3.2

Racial Distribution of Students
in §e|ected Classes

o }ev;al ’ Race of “*= 7"

o . LT T -

Class Difficulty - W StudeBnts *H - Total
independent Study , 4 20 0 0 20
Physics 4 37 0 0 37
Frenck Il & IV 4 32 0 1 33
German 11 & IV 4 26 0 0 26
Secretarial Prac. 4 13 0 3 16
Spec. Geometry 4 50 i 0 51

46

oA



Table 3.2 {~crrinued)

Level Race of
of : Students \
Class ' Difficulty W B H Total
Nevsspaper 3 25 1 0 26
Journalism (3) 3 21 1 0 22 -
Literature (x) 3 26 0 0 26
Drama 3 25 3 0 28
Chorus (5th per.) 3 30 o 0 30
Sociology (3rd per.) '3 24 0 0 24
ME History 3 26 0 "0 2
Chemistry* 3 152 12 0 164
French | & II* 3 67 8 2 77
German | & II* 3 42 2 0 44
Latin I 3 17 0 0 17
Economics (2nd per.) 3 20 1 0 21
Trigonometry* 3 92 2 0 94
. Black Literature / 3 1 81 2 84
A Swakili | & Il 3 0 25 0 25
Foods 11 3 .0 127 0 12
Voc. Agriculture* 2 25 2.1 28
Afro-American Hist.* 2 0 82 3 85
Band** - 43 11 1 55
Chorus** - 47 9 1 57
Creative Harmony}* - - n 2 0 13
Bilingual Math** - 2 0 2 22 .
Bilingual Science** - 3 0 18 21
PR History** - 3 0 24 27

*All classes combined, some are all-white or all minority-group.
**The levels cf difficulty for these classes were not reported.

In explaining student assignment practices which result in predominantly white
classes, one guidance counselor made this comment:
The assignment of students represents a combination of what is available and
what they want to take. Most white kids are college bound and select their own
electives, We try to assign according to prerequisites, primarily through teacher

recommendations. We iry to keep in mind what they will do in the future (career
objectives) as weli as what they have done in the past.
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Another explanation was offered by a supervisory faculty member which suggested
that racin'ly imbalanced classes resulted from the bias and insensitivity of scme of the
professional staff toward minority-group youngsters.

| don't ihink you can get away from certain biases. This is not

so much an issue of race, but one of culture. | think there are some

teachers and counselors, both black and white, who are insensitive

to the kinds of problems that inrer-city kids have. They also have

some predetermined notions about their academic capability.

One teacher felt that parental pressure accounted for the disproportionate number

- . . / :
of white students enrolled in college-oriented or ypper-level courses. "North Bruns-
wick students," she advised, "are college-oriented and their parents;';f:ush them toward
the highly academic offerings." Another teacher suggested that all students, irre-
spective of race, tend to be influenced in the selection of classes by their friends and
racial group. "There are lots of blacks and whites," she observed, "who elect not
to be in a class simply because their friends will not be there and others who are re-
luctant to be the only one of their racial group in a class."

In responding to the question relating to racial disparity in various classes, one
teacher expressed, in emotional tones, this opinion:

The school does not really see this as a problem and if it does,

no attempts are made to solve it. The ability-grouping practice

is simply a device to keep black and white kids apart-~it serves

the purposes of the white communities. 1 don't have any faith in

the recommendations of teachers and counselors because they make

up their minrds about black and Puerto Rican kids too quickly.

Allowing students to make their own choices is a clever device,

We all know thot black kids, in particular, are not going into

difficult classes, on their own, yet we don't push them. We are

satisfied to just let tham take what they want and then tell ourselves
that it was their choice. '
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Addressing themselves to the scholastic demands placed upon minority-group young-

sters and explaining the absence of them from the more rigorous offerings, several

teachers concurred on the following:

- Many teachers have low expectations for minority~group students.

- Many black students are capable of performing at a higher level
than the ones to which they have been assigned.

- Many black students reject high level courses in favor of less de-
manding ones simply because they have nat been motivated and
can opt for the "easy way out,"’ /

7
- The peer influence of minority-group stulaents often operates a-
. gainst more racially balanced classes. | .

- Many minority-group siudents view with disdain, for whatever
reasons, those classes with a high level of difficulty and regard
them as "white" classes.

- The low self-esteem minority-group students have of themselves

makes them reluctant to compete with white students in the more
challenging classroom settings.

The Assignment of Students to Programs of Study

On the survey instruments, the secondary school administrators were asked to re-
port the percent of ec;ch student racial group represented in each of six progra;ns of
study. The results of that report are presented in Table 3.3. The program categories
and tne students reported in them must, however, be viewed as estimates since, as one
school put it, "No set program is required, students can graduate by completing sixty
credits if they include the State requirements-~there are no programs such as college ‘
prep, business or vocational, only suggested programs for certain objectives, " The

report on students by program designations did, nonetheless, seem to suggest that a

/
/
!
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somewhat traditional program structere was in operation even if it was not clearly de-
fined nor officially sanctioned. The operciional existence of discrete programs- of study
was evidenced by students who, in responding to a student questionnaire, placed them-
selves in program categories with very little hesitation, Whether they had been officially

placed in a particular program <r not, they perceived that such had taken place.

Table 3.3

Percent of Each Sampled Racial Group
in Programs of Study as Reported by
NBHS Administration

Programs of Study

Racial Coll.
Group Adv. Prep.  Bus. Voc. Gen. Other Totdl

White (N=246) 9.3 59.3 11.8 -9.8 6.9 2.8 100

Black (N=139) 1.4 23.0 0.1 25.2 33.8 6.5 100

Hispanic (N=55) 0 12,7 5.5 23.6 30.9 20.0 100

Total (N=431)* 5.7 42,0 10.5 16.4 ~ 18.4 7.0 100
*All sampled students combined

An analysis of Table 3.3 provides clear distinctions between students along racial
R percent of the white students are in college preparatory programs while only an approx-
imate 25 percent of the black students and 13 percent of the Hispanic students are in
such programs. Most black students (59 percent) are in vocational or general programs
and slightly more than 50 percent of the Hispanic students are in general or "other

programs. As one examines the dis tribution of students in the different programs, one

o0

linas as they relate to either program selections or program assignments, Nearly 70
1
|
|
|
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might easily conclude that the school, ina sense, serves fo prepare white students

for college while it prepares minority-group youngsters for the world of work cr for

nothing in particular.

In réviewing the class assignments and considering the lack of minority-group

students in the courses with the highest levels of difficulty, the reported percent

of black and Hispanic students in academic programs mignt be quesfionea. If twenty-

five percent of_jtbe black students and 'thirteen percent of the Hispanic students are in
\ Advanced or College Preparatory programs, it should follow that this same represen-
tation would be found in the more rigorous classes which are designed to prepare
st\udents for higher education. This, however , is not the case and seems to suggest’ﬂ*af
white and minority-group students are differentially edl:cated as the schoo! prepares

them for enfr;sinto college.

Teacher responses to program selections. The question relating to "free choice"

of program selection exercised by students was asked of all teachers in the three secon-
dary schools. The report of New Brunswick High School teachers was used to get some
sense of how they felt their school's "freedom of choice" policy had been applied.
The report of teachers at Gibbons, the alternative szhool, was used for comparison pur-
poses. The faculty repert of the Redshaw School was used-also for comparison purposes
since it is at this school where many students' programs of study seem to begin taking
definite form.

Presented in Table 3.4 are the responses of teachers to \fhe question, "How much

choice do students have in selecting their own programs?" These responses reflect no

consideration for racial differences but, rather, speak to the total student populations.

o1
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W,hi! ‘chool policies might exist which allow students to select their own pro-
grams, many. teachers feel that they have not been extensively applied. In the
regular hiéh school, they report thatalmost 50 percentof the students are only minimally
involved in their progrq;m determination if they are involved at all. At the alternative
high school, where one would expect a high degree of student self—determinﬁtion,
fifty percent of tthuéents are either moderately or minimally involved. At Redshaw,
the pattern is s~imi.|ar tc; that of the regular high schoo! where nearly one-half of the

/
students have a very limited influence on the kind of program they will follow. : :

Table 3.4 _ ‘

. Students' Exercise of "Free Choice" in Program
Selection as Reported by Teachers

e e —— e st
— e ———

Percent of Students
Extent of Kedshaw Gibbons NBHS
Choice (N=52)* (N=8)*  (N=135)*  Total**

Great 13.5 50.0 19.3 19.0
Moderate  38.5 25.0 . 31.9 33.3 )
Minimal 42,3 25.0 43.0 421
None 5.8 0.0 5.9 5.6
Total * - 100.0 100.0 100.0 100.0

*Number of reporting teachers
**Total percent for all threé schools

The data presented in Table 3.4 does not distinguish students by grade levels
(except at Redshaw), ability groups, or similar factors. Therefore it can only be ana-~

lyzed and interpreted in general terms,
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Student responses to program'-rélated questions. Students were asked to respond
to five particular questions so that some sen.e of their feelings about their pro'gr'ams,'
and their experier;ces with them could be reported. The questions were:

- Were you free to make your own program choice? .

!

- Are you satisfied with your program of study? e

- Are there some classes or programs yoJ would like to be in L

but are not?

- Have you tried to change your program but was not allpwed\ v

°  todoso? ’
V- Do you.find it difficult to keep inte’rested, in your studies?

Contrary to teachers* reports on the "freedom of choice" question, most students
felt that they were enrolled in their courses of study as a result of having made their
own choice with or without advice. This feeling was almost evenly shared along ra-
cicl lines with 93.9 percent of the white students, 93.5 percent of the black students,.
and 94.4 percent of the Hispanic students responding affirmatively to the "freedom of
choice" question.

Table 3.5
Student Responses to the Question,
"Are you satisfied with your program of study?"
(in percentages)
o School
Racial ) .
- Group NBHS Gibbons* Redshaw*

) Yes No N. Yes No N Yes No N
White 71.8 28.2 245 76.9 23.1 13 75.0 25,0 12
Black 9.6 9.4 178 88.9° 1.1 27 95.6 4,4 45
Hicoanic  94.5 5.5 55 - - - - - -

*Hispanic responses were significantly few and were included with responses of black students.

1}
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“~ In response to the "program satisfaction" question, students differed along racial

lines, as is reflected in Table 3.5, A majority-of students in all reporting schols and
from all racial groups indicated that they were satisfied with their programs of study,

but a substantial number of white students (nearly 25 percent in each school) registeredl ’
dissatisfaction. Relatively speaking, the greatest number of those dissatisfied white..
students were sophomores and seniors !bg perceivea themselve’s as being in collegg
preparatory programs. Slightly more than 30 percent of the white college preparatory .
students, which represent about 18 percent of the total white population sampled,
felt that something was lacking in.their courses of studies. Only about 13 percent
of the black students and zero percent of the Hispanic students in college preparatory
programs reported that they wer;a dissatisfied, Among the white student .;;o;v:;iation',
the other high dissatisfaction appears in the general program whe.re‘\23.5 percent of

whites in that area made note of its shortcomings. There was a high degree of program
L

satisfaction expressed by minority~group students, but there was rno particular program

!

area that stood out and represented a special concern, o L -
Those individuals who were not satisfied with their programs of study cited many
varied reasons for their feelings. If the most frequent reasons for dissatisfaction were
ca;egorized, they would fall into these three general areas: courses are.not challeng-
ing; courses are not-interesting or diversified enough} and there are too many cours;
restrictions.
Programmatic satisfaction can be examined from another point of view by looking

at the responses of students to the question, "Are there some classes or programs at-

school you would like #o take Sut are not taking?" There was a substantial number of




" found it difficult to keep interested in their studies. By coniparison, however, a gréat

30

students at New Brunswick High School who wished they could-take classes and pro=-

grams in ‘vhich they were not‘ enrolled, but which the school offered. Forty-seven

percent of the white students, 35 percent of the black students, and 23 percent of the
: ) X _

His{:g,nic stud: < ~vpressed a desire to be involved in studies which were not now a

part of their élqss assig;xments or proéram place -ents. At the Gibbons School, 63 per-

cent of the black siudents and 35 percent of the white students felt a need to be in

classas other thar .ne oras in which they were registered. At the Redshaw Schoel,

b . - \ ] ’
- where no signigicant number of white §tude{ts responded to the question, 48 percent

of the mirority-group students wanted to be i other courses which were presently

Ll

offered. Overall, there appe;j.tred' jo ke no common thread through the open-ended

responses which suggested the classes or programs desired. Time, program, or space

-

limitations were the primary reasons students gave for not taking courses they, desired

to take. “ .

. .
Looking at program satisfcction in another way, approximately 5C percent of all

-

‘black and .ate students at the Redshaw School and at New Brunswick High School

-
¢ -

. .\,‘ X
percentage of Hispanic students found it much less difficult-to-maintain an interest in

their classes. With the exception of the Business Program, where 34.5 percent of the

L]

‘e . .
white student errollees in that area found it difficult to keep interested in most of their

Fd

school subjeci's, more than 55 pe.uent of the whira students in each program areaat
New Brunswick High School reported iow levels of interest in their studies. The black
student population which expressed non-interest, was .pread evenly across gll program

areas.

oS




Since 28.3 percent of the white students at New Brunswick High School was not " ;

satisfied with its programs of study, this grc.p was looked at in terms of how it selected

3t |

its courses. Only 8.7 percent of the students were given little or no choice in their
program selecticn. The greatest percentage of the dissatisfied white students (52.2 B
. s . . N |

percent) made their program selections on their own and with no advice. Despite the
o

'

fact that 28.3 percent of the white students were not satisfied with their programs,
only 15.2 percent of them tried to make a change and were allowed to do so. It is an
interesting juxtaposition that while 18.5 percent of the black students at New Bruns-
wick High School have t-ied to chaﬁnge their programs with no success, only 9.4 ’percent
of them are dissatisfied with their course of study. A similar situation exists with Hispanic
students where 15.1 percént of them were not allowed to cha(ng'e their programs but
where only 5.5 percent of them expressed dissatisfaction with the classes or programs
in which they are now engaged: h
The reasons students gave for not being allov;/ed to channe their programs or classes
were many and varied. The three most frequent ones. were: the class in whiciw a stu-
dent wished to fra.nsfer was too crowded; it was too late when the student wished to .

e

make a change; and the student was' sfrongl); advised against mcking a change.

The greatest percentage of white students who-have tried to change courses with=
out success are found in the Business and General program areas. Comparatively speak-
ing, the minority-group students at the Redshaw School stand out as the population

which has most often tried to change programs of study, but was not allowed. It is here

that 29.7 percent of the minor'ty-group students fall into this classification.
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Student Participation in Athletics and

Other School Activities
"

Justas school staffs were asked to report the racial distribution of students in

classes and programs, they we.e requested to make similar reports about athletic tecms

Y .
and other sthool activities. in Tal .6 the membership of students, by race, on

athletic fee'ms is presented. It is a report of only those teams which are formed at New .

Brunswick High School since it is at this school where sports are organized and given

officially~sponsored status.

\

Talgle 3.6 |

Membership of Students by Race on Athletic Teams
At New Brunswick High School

Number of Members

Total by Race S

Team . Members  White . Black Hispanic -
Golf 9 9 0 * 0
Var. & JV Soccer 30 30 0 0
Girls' Cross Country ? 8 1 0
Winter Track 14 14 0 0
Boys' Tennis 8 7 1 e
Girls' Tennis .9 9 0 0
Boys' Vars. Track 21 20 1 0
Boys' Fresh, Track . 11 10 1 0
Varsity & JV ‘
Football 61 46 15 0
Frosh Football 40 8 30 2
Vars. Basketball 17 10 7 0
JV Basketball 16 9 6 1

JV & Varsity

Wrestling 13 10 3 0
Varsity Baseball 21 16 5 0
17 4 0

.}V Baseball 22

/




" Table 3.6 (continued)

Number of Members
Total by Race -
Members  White Black Hispanic

. Team

Soph Football . 52 32 20 0
Frosh Soccer 7 5 2 0
Boys' Varsity &

JV Cross Country 7 5 2 0
Girls' Varsity .

Basketball 14 10 4 0
Girls' Track 45 29 15 1

Total 426 304 117 5

Even the mc;st casual analysis of Table 36 reveals the emergence of a familiar
pc;ttern of racial im{balance. Some teams--Golf, Soccer, Winter Track, Girls' Tenris--
do not have a single minority-group member. thers—-?irls‘ «Lross Country, Boys'

Tennis, Boys' Varsity Track, Boys' Freshman Track--havc‘a’ 6n|y one minority-group -
member. Hispanic membership.on athletic teams is almost non-existent. The
twenty-four teams reported in Table 3.6 have a COmbined membership of 426, but

only five of those members are Hispanic and they are part of only three teams.

The membership pattern of thé high schools' athletic teams is also found in
school--sponsore;d clubs; organizations, and activities. Table 3.7 demonstrates cgain
the differential participation of students in school life and its seeming relationship
fo race.

If one dismisses those activities which would appear to automatically mandate
a racially balanced membership~~Human Relations Camp, Sweetheart Pageant, Student
Action Committee-~ he would find a school with extra-curricular activities that are

almost exclusive of minority-group members.
o8




Table 3.7

Membership of Students by Race in Selected School Clubs,
Organizations, and Activities at
New Brunswick High School

Total  Members by Race

: Number
Activity of w B H
Members

Prom Place 38 37 63 1
Prom Invitations 28 28 0 0
Senior Carnival 34 33 1 0
Prom Favors 14 13 1 0
Fund Raising 16 15 1 0
Twirlers 18 17 1 0
Honor Society (6/73) 117 113 2 2
Honor Society (11/73) 36 36 0 0
Mathletes 23 23 0 0
Advocate Staff 0 . 9 1 0
Drill Team 28 20 6 2
Varsity Cheerleaders 15 11 4 0
Soph. Cheerleaders 9 8 1 0
Frosh Cheerleaders 9 7 2 0
Key Club ) 26 24 0 2
Acappella Choir 56 48 ) 2
Color Guard 8 6 2 0
Band ) 68 56 1N 1
Highlight Staff 9 7 1 1
Human Relations Camp* 29 13 13 3
Miss Sweetheart Pogeant* 29 15 6 8
Student Action Comm.* 12 4 4 4
Total 632 543 63 26

*These activities would seem to automatically mandate
balanced, racial representotion.

Racial representation in school activities in other schools--Gibbons,
H

Redshaw, Roosevelt--is somewhat different from that found at New Brunswick

High School. Tables 3.8, 3.9, and 3. 10 demonstrate this,

o3




Table 3.3

Membership of Students by Race in School Clubs,
Organizations, and Activities at the
.- 'Gibbons Sg:h'ool

-

Members by Race

, Total

Activity Membership W B H*'
Activities Comm. 8 0 8. 1
Gibbons Squad 10 2 7 1
Personal Appeals 2 B 1 0
Senior Forum 9 5 4 0
Clean-up Comm., 5 3 2 0
Behavior:Mod. 3 2 1 0
Monitoring :Comm. 6 4 2 0
Toral 43 17 25 1

*Qaly one Hispanic student is enrolled at the Gibbons

School .

/ " Table 3.9 ( .

Membership of Students by Race in School Clubs,
.Organizations, and Activities at the

Redshaw School

Members by Race

o Total
Activity Membership W B H
Band 38 29 6 3
Drama 22 8 9 5
Chorus . 151 30 117 14
Orchestra 14 8 5 1
Student Government © 59% - - -
Total 225 75 127 23

*Not included in total; membership by race was not reported.
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Table 3.10

Membership of Students by kace in School Clubs,
Organizations, and Ac*vities at the

Roosevelt School

Members by Race

Total )
Activity Membership w B H
Band 63 42 14 7
Drania 50 10 35 ]
Chorus 167 38 110 19 A
Orchestra 27 15 8 4
Student Government 41 ? 30 2
Total 348 N4 197 37

I\{‘embe_rship in activities at the Gibbons School seems to be racially balanced,
but there is, however, the all-black Activities Committee. At the Redshaw and

Roosevelt Schools, there appear to be reasonable ratios of student memberships along |

racial lines oxcept in the Band where, for some reascn, there is a disproportionate

number of white pupils.

|
4 |
|

Student responses to questions related fo School Activities. By looking at the
membership of the different school teams and activities, as it was reported, it is al=

most impossible to determine the number of participating students since some of them

are likely to be involved in more than one activity. It is obvious that the participa-

tion level of minority-group youngsters is abysmally low and it might be that the level

of whit2 student -participation is not as extensive as it appears. The extent to which

students participate in school activities would, seemingly, 2epend on the extent to

g

which they are given encouragement by the school. Table 3.11 summarizes students'
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responses to ihe question, "How would you rate your school in encouraging you to

participate in school activities?"

Table 3.11

Student Responsesto the "Encouraging
Participation" Question
(in percentages)

Racial * Rating
School Group Excell. Good Fair  Poor Total
Roosevelt W (N=10) 30.0 60.0 10.0 0.0 100
M (N=49)* 36.7 26.7 163 20.4 100
Redshaw W (N=11) 9.1 54,5 0.0 100
M (N=41)* 14,6 22,0 41.5 22.0 100
Gibbons W (N=14) 42,9 28,6 21.4 7.7{’ 100
M (N=27)* 33.3  40.7 14.8 11.1 100

NBHS W (N=240) 7.1 22,1 41,7  29.2 100
B (N=126) 4.8 27.8 37.3 30.2 . 100
H (N=52) 7.7 38.5 32.7 21.2 100

*Black and Hispanic students.

An analysis of Tatl)le 3.11 reveals that a majority of students, irrespective of
race, at Roosevelt and Gibbons perceive their schools as being either good or excellent
in terms of encouraging participation in school activities. At Redshew, a majority of
white students (63.6 percent) feel that the school is excellent or good while only
36.6 percent of the minority~group students share the same feeling.. At New Bruns-
wick High School, approximately 70 percent of all students feel that school encourage~-

ment for participation in activities is either fair or poor. - 62
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Three questions related to student participation were posed fo the sampled stu~
dents at 2edshaw, Gibbons, and New Brunswi;:k High School. These questions were
intended to elicit responses which would help to explain student involvement, or the
lack of it, in school activities. The questions asked were:

- Are there some activities the school now has that you would like to par-
ticipate in, but are not?

- Are there some activities in .which you would like to participate, but
they are not offered by the school?

- Do you come to school activities which are conducted in the evenings
or after school?

About 20 percent of the students at the Redshaw School anc. almest 13 percent of
those at Gibbons indicated that they had a desire to participate in existing activities
but were not doing so. The number of students at New Brunswick High School wl;%
expressed this same circumstance was significantly higher. Here, nearly one-thi:'g

of all students wanted to be involved in some on-going school activity but, for some

reason, were not. The reasons most frequently given were: the need to work, lack of

~
by

transportation, and schedule or time problems.

With the exception of the white students at the Redshaw School, at least 20 percent
of each racial group at Redshaw, Gikbons, and New Brunswick High School would like
fo have some new activities at their school. The minority-group students at Redshaw
and at Gibbons stand out as being particularly interested in new activities. There was
a wide variety of activities suggested by students to be added to the extra~curricular

options. Some of these were: swimming, archery, more music and art organizations,
\

bowl*

<+

. field trips, volleyball, chess, fencing, and self-defense (martial arts).
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A large numbe/g' of students at Redshzw (71.1 percent) and at Gibbons (70.8 per-
cent) attend-school activities which are he!d in the evenings or after school. At New
Brunswick High School, the number of students who attend after-school or ’eveniné
activities is relatively less. Almost 50 percent of the students sampled here do not
attend school affairs which are not held during the school day. The reasons given for
this were essentially a lack of interest, ti;ne limitations, and transportation probnlems.

Teachers' ratingsof extra-curricular activities. The faculties of all schools in

the system were asked to rate extra-curricular activities on a scale from 1(very poor)
to 10(excellent). These ratings were later put into three categories: High, Medi-

um, and Low. The responses of the teachers are reported in Table 3.12,

Table 3.12

Faculty Ratings of Extra=curricular Activities
in New Brunswick High Schocls
(in percentages)

Faculty Rating

School High  Medium low Total

Elem. Schools 25.4 42.8 31.8 100 (n=110)
New Street 14.3 0.0 85.7 100 (n= 7)
Roosevelt 42,1 36.8 211 100 (n= 38)
Redshaw 16.7 29.2 54,2 - 100 (n= 48) _
Gibbons 12,5 50.0 37.5 100 (n= 8)
NBHS 35.7. 19.3 45 0 100 (n=129)
Family L.C. 66.7 33.3 0.0 100" (n= 3)

Total* 29.7 30.6 39.7 100 (N=343)

*percent of all faculty members in the school system
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A substantial percentage of the !aculty at New Brunswick High School (45,0%)

<

and at Redshaw (54.2%) rated the exh;a-curricular activities as low. At the 1Jew
Street School, 85.7 percent of the facf:ul ty registered a low rating. A fair percentage of
teachers at New Brunswick High Schoél (35.7%) and at Roosevelt (42,1%) rated the
activities as high. Looking at the total] school system, and from the perspective of all
teachers, the quality of extra-curricular actiyities.in New Brunswick schools falls

somewhere between inedium and low. .

Summary and Discussion of the Findings

Speaking in broad terms about the practice of ability-grouping, but more spe-
cifically about the placement of students into different school programs, Em Hall made
this comment;

More ofien than not, the social class and race of the child in-

volved appear to have as much to do with their placement as any-

thing else. . .Schools cannot continue to program in this way for

relative failure and still claim to function as equalizing agencies.

These grouping programs, for whatever reason, tend to harden the

race and class lines drawn in the larger society.

Hall's comments, while addressed to a general audience, speak directly to student
assignment and placement practices of the New Brunswick schools. In addition to

this, they may help to explain why the gap in students' understanding and acceptance

of racial differences remains unbridged.

2, Em Hall, "On the Road to Eduzational Failure: A Lawyer's Guide to Tracking,"
Inequality in Education, Number 5, Harvard Center for Law and Education, Cambridge,

Massachussetts, p. T, (ND).
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At the secondary level of New Brunswick's schools, most members of the pro-
fessiona' staff as well as";:students, themselves, seem convinced that a "freedom of .
choice" option exists wlhich allows students, with or without consultation, to choose
their courses of study. Other members of the school professionals view the "freedom
of choice" option as being inoperative for most students and serving only the needs of

*

particular student groups. In spite of the different views about how students come to

= e, T -

be in certain c!a;ées and programs, the eﬁdence' seems to cl;ear‘lyE .;»uggest that }the pro-
cess of student assignments has a racially segregative effect_";-(jfbjn the school settings.
\
The assignment of students to classes appears to be based on school personnel's
perception of student ability, past performance, and achievement levels as measured
by standardized tests. This has resulted in homogeneous grouping, a practice which

narrows the achlzvement range in given classes and serves, whether intentionally

or not, to muke distinctions between students along racial lines which can be asso-

o rd

. ciated with a perceived achievement continuum. Because black and Hispanic students

are generally perceived by the professional staff as having:reféTi\;ely limited academic

N

N '.,\;:“.«’," ) ,,' ,
abilities (particularly when that percéption is based on reading fest scores),-a high

and disproportionate number of them are assigned to, or at I;; Mselect", the low~
status and least demanding classes. It is not unusual to find "general” and "specic;l"
classes with predominantly black and Hispanic enrollments. It is, however, a rare
experience to find minority~group students in the high~status and exir. .ely challeng-
ing classes. The highly acaden;‘iﬂc programs seem to represent the domain of white
studants while the general and vocci:tional programs are overly subscl:ribed by black

and Hispanic students.
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In the elementary schools, interactions between pupils of all racial and ethnic
groups are significantly diffe‘;ent from those occuring at the secondary schools. In
the setting of the elementary schools, racial aistinctions and separations are mini-
mized. The design of the programs there, in spite of some abiliw-groupiné, appears

to be one which brings different kinds of youngsters together and keeps them that way.

Some findings of the study would suggest that the grouping practicés of New
- hd % s
Brunswick schools have worked to either create or maintain -acial disassociation.

The fact of the matter is that, to a large extent, it has prevented many students who

are racially different from interacting favorably with each other. The justification

. >

given by some schooi people for the grouping praétices invariably speaks to the area

=

of cognitive learning. The affective domain of learning seems to have been almost

forgotten. Given this, it would appear that the observations of Sandra Koslin and her-
associates are worth noting:

Whatever reason is offered for the grouping policy, it is

likely that in a school where all classes at any given grade

level are similar in racial composition, children experience a

very different "integration" from that experienced by children

in a schocl where some classes. . .are all white or predominantly

white while others are all Black or predominantly blc “. However

"reasonable" the apparent motive for the administrative ma-

nipulation. . .the grouping practice nevertheless helps to create a
_social environment in which race is salient as a criterion for cate-

gorizing people... In turn, there is less psychological freedom

to find an area of human activity where biracial learning can

lead to favorable attitudes. Furthermore, grouping practices which

result in ‘an uneven distribution of minority students in the classes

.« .sharply constrain opportunities for varied interracial contacts.” . -

3. Sandra Koslin, et. al., "Classroom Racial Balance and Students' Inter-
racial Attitudes," Sociology of Education, 45 (Fall, 1972), p. 388.
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A The racially segregative impression, resulting from class aﬁd program c:signments B
at the high school in particular, is also foynd in other schoal activities. 'i'he involve-
ment of black and Hispanic students in extra-curricular activities is, at-best, minimal.
Looking at the membership of some school~sponsored afhleﬁcifeams, organizations, and
activities, one finds it absolutely exclusive of minority-group rep;gesentaﬁves. Just

as some classes and academic areas seem.to represent a "white domain," the same
) ~ %
is true with some areas of the school activities programs. A contributing factor to

-

this situation might well be reflected by students' responses which suggested that the
school had net extended itself to encourage student participation.

-Jane Mercer, in characierizing a model for multi-racial and multi-ethnic schools
offered this description: ‘ “ : e

Students of all ethnic grouns are structurally integrated (a pro-
cess that provides equivalent power and prestige for all school
participants) into the social system of the school so that they hold
cemparable statuses and play comparable roles in the school. Spe-
cifically, this means the children of ethnic groups perceive each
other as friends and that the distribution ofXalued statuses and .
roles in the school is similar for all groups.

The conditions that Mercer describes seem to be something which has been given little

s

~ attention in the New Brunswick secondary schools, This is evidenced by the lack of

parity between minority and majority-group students in terms of roleg‘fhey play and
positions they occupy. If the New Brunswick schools are troubled by racial polari-

zation, and there are some signs of this, they might do well to think of Mercer's

4, Jane Mercer, Evaluating Integrated Elementary Education: Technical Manual
(Riverside, California: Program Research in Integrated Multiethnic Education, Uni-
versity of California, 1973), p. 2. :

o)
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model and re-exxamine the process that resulrs in an imbalanced racial represeatation

in presticious school-life roles.

.t

. : \ -
Looking at ihe levels of student satisfaction wiih classes and programs , one finds
that white stuclents, who have generally exercised more choice in course selections,

are the most dissatisiied racial group. Surprisingly, it is the minority-group students
‘ . . . \ i
wio are most accepting of-their programs of study. A substantial number of students,

in all racial groups, hove-registcred their dissatisfaction and tried unsuccessfully to

change programs and classes. . ‘ . :

Recommendations

N

1. FIND AND IMPLEMENT AN ALTERNATIVE TO ABILITY-GROUPING.

Ability-grouping practices have, at least-in part, been re- ‘ -
sponsible for restricting the educational opportunities for
some students and limiting the pnssibilities of interracial
interaction betweer. . ** students. The homoyeneous classes,

) * . which ability-grouping produces, operate cgainsi positive

. ‘ - socialization and do little to improve achievement. Group-

) ing for any reason cannot, by itself, be a solution for ‘ . -
problemsof students wnl'ldlfferenf learnlng levels and styles.
An alternative to grouping might be differential instruction
. treatment within a heterogeneous setting which speaks to the

,needs of various groups.

i
!

2, MOVE DELIBERATELY TO CREATE RACIAL REPRESENTATION [N

ALL CLASSES.
The existence of al'-white or all mlnomy-group “lasses.in .(,\ '
+ a racially integrated school is'inexcusable. It is not only S v

educationally uhsound, especially if one associates educa-
tion with life expectations, but it helps to perpetuate

racicl stereotypes and reinforces the segregative manifestations
- of the larger society. Students' attitudes cvout them~
selves and others are, indeed, shaped by the way they learn,

-t . ' RN
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and the factors which/;ffect that learning. Learning must
take place in a manner and environm  + where students
view each other os equals and share jo: tly in all aspects
of school life.

REDUCE THE THREAT OF STUDENT FAILURE IN CLASSES
AND PROGRAMS,

Students have avoided certain classes and programs, par-
tic slarly those with high levels of difficulty, because of
the fear of failure. ‘If students are to be encouraged to con-

_ front the more challenging disciplines, they must be given the

assurance that they can be successful in their efforts. Success,
ther, must ke defined in different terms for different students.
The method of assessing student achievement needs to be re-
considered with progress being viewed in relative terms.
Withir a capability frame and with little reference to norm-
ative performance, students should be allowed to compete

only with themselves. They should be assessed not by com-
parison with other students, but in terms of how far they have
moved from their individual points of departure.

MAKE MORE ACADEMIC DEMANDS UPON MINORITY-
GROUP STUDENTS AND ENCOURAGE THEM TO BE
ACCEPTING OF THOSE DEMANDS.

Minority-group students, clearly, are not represented in the
more academic disciplines and there cre some reasons for this
which are not associated with ability. One of these is the
option, too frequently exercised, which allows students to
choose the least stringent courses. Another is the lack of en-

- couragement provided by the schocls whick would persuade

students, particularly minority-group students, to be accept-
ing of a mure demanding schedule. The options allowing for
difficulty evasin need to be reducad and, even then, used
sparingly. Along with this should be a set of motivational
strategies which would be uszad to influence students to look
for greater challenges.
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EXAMINE THE PROCESS OF PROGRAM SELECTIONS AND
MINIMIZE THE DIFFERENTIAL OFFERINGS MADE WITH-
IN PROGRAMS.

Nearly twenty-five percent of the rinority-group students
in the high schools are viewed as being in college prepara-
tory programs. This percentage, however, is not represented
in the enrcliment of college preparatory courses. If a large
number of minority-group students are, in fact, in college-
bound programs they are being prepared differently than the
majority of white students who are similarly programmed. In
looking at all programs, one finds that most minority-group
students are in non-college "tracks" with a relatively few
white students. How minority-¢roup students make their
program decisions a 'd the amount and kind of counselling
provided tq assist them needs to be examined and reasonably
justified.

PROVIDE A GREATER ACCESS TO THE FULL RANGE OF
INSTRUCTIONAL OFFERINGS.

Significant numbers of students, representing all racial groups,
are not enrolled in classes in which they wish to be registered.
There are high levels of program dissatisfaction, particularly
among white college-preparatory and business students, and
low levels of interest maintenance among a significant num-
ber of students from all racial groups. Efforts by most of these
students to enter classes for which they have not been pro-

-grammed have met with little success and may account for some

of the dissatisfaction and lack of interest.

©

MAKE EFFORTS TO INSURE RACIAL REPRESENTATION IN THE
MEMBERSHIP OF SCHOOL TEAMS, ORGANIZATIONS, AND
ACTIVITIES.

There is absolutely no justification for having all-white ath-
letic teams in an integrated public high school. Nor is it
defensible to have a school-sponsored activity whose mem-

Jbership does not include students from all of the racial groups

which comorise the school population. The school must be
aware of the image its teams and organizations project both

71
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inside the school and beyond the school grounds. There has

to be a deliberate effort to insure that the membership of any
school activity reflects the racial diversity of the school's

student body.

~8.  ENCOURAGE ALL STUDENTS AT NEW BRUNSWICK HIGH
SCHOOL TO PARTICIPATE IN SCHOOL ACTIVITIES BUT
MAKE ADDED EFFORTS TO INVOLVE MINORITY- GROUP
STUDENTS,

The extent to which all students, at Roosevelt and New Bruns-
wick High School, perceive themselves as having been
encourcged by tie schools to participate in school activities
is dismally low. Students must be persuaded to engage them-
selves in school activities for this is the one area where many
young people, irrespective of differences in academic_ ability,
can positively interact with each other. White students, to a
-fair degree, are involved in school activities but black and
Hispanic students, for the most part, are non-participants.
Special efforts have to be made to involve minority-group
students who, seemingly, have been excluded from an impor- "y
tant part of secondary school life. )

Some Curriculum=-Related Issues

When school systems are evaluated, attempts are invariab!y made to assess the
quality and effectiveness of the schools' curricular offerings. For this purpose, the
curriculum is usually narrowiy defined and reference is made only to that \;ariety of -
planned, instructional activities which schools have provided for their students. This
definition, though limited in scope, might be appropriate and operational for those
who wish fo excsmine", within a curriculum context, those instruction-related experiences
which schools deliberately offer.
No effort was made in inis siudy of the New Brunswick schools to assess curric=

- -

ulum (by any definition) in any systematic or comprehensive manner,?élthough it
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would have been desirable, no attempt was made to examine and evaluate the full
range of »ducational programs, the many subi~ct offerings, the various modes of in-
struction, nor the different evaluation designs. Attention was given, however, to

some curriculum-related issues which seemed to be of particul ar importance for those
< \
who are concerned about the quality of racially-integrated education. Those issues

were raised by ‘he following set of questions:

- How well do the schools perform in providing basic skills (reading and
math) education for siudents? ‘

¢

- How well do the schools prepare students for higher education?

- How well do the schools prepare students for employment in the
world of work? '

- How effective are the instructional methods an ! materials used
by rhe teachers in the schools?

- To what extent do the instructional materials refer to the experiences
of minority groups?

- How responsive are the schools to the particular needs of low-achieving
students? '

- Are students of different racial groups equally graded for the same
quality of performance?

3

Answers to the above questions did not result from analyses of the processes and oui-
comes of educational programs. The responses to the issues raised were, for the

purposes of this report, reflected by the perceptions, attitudes, and opinions of stu~

dents and the professional staff. /

.

Basic Skills Educaticn

Basic to any public school's educational program should be activities which address

e
w3~
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themselves to the development or improvement of students' reading and computational
skills. One of the public's major educatior al concerns continues to be the inability
of many young people to fead with ccmp;ehension and calculate effectively enough
for day~to-day living.\ In viem; of this, it seemed important to get some sense of New
Brunswick's efforts in fraining students in basic mathematics and reading and to make
some judgement about th; effectiveness of those efforts.

. How faculty members of the various New Brunswick schools felt about the school

system's efforts in basic education is reported in Table 3.13.

<

Table 3.13

Faculty Ratings of Basic Education
in the New Brunswick Scnools

1 " Percent of Teachers in
School " Each Rating Category Total
High Medium Low
Elem. Schools 57.0 - 36.4 6.6 100 (121)
New Street 75.0 12.5 12.5 100 ( 8) .
Roosevelt 52.6 42,1 5.3 100 ( 38)
Redshaw. 20.8  42.9 31.3 100 ( 48)
Gibbons 62,5 12,5 25.0 100 ( 8)
NBHS 13.6  36.8 49.6 100 (125)
Family L.C. 0.0 0.0 100.0 100 ( 5)
Total . 37.4  37.1 25.5 100 (353)

>

When looking at the total school system, one finds that the teachers' average
ratings of basic education fall between high and medium with about one-quarter

of the ratings falling in the low category. Teachers in the slementary schools

e
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and at Roosevelt seem to have the highest regard for their basic skills programs.
It is significant to note that almost one-lalf (49.6 percent) of the teachers at New

bBrunswic:k High School rate their basic education programs as being poor. All of the

secondary schools (Redshaw, Gitbons, and NBHS) , when compared with the lower~

level schools, have a higher percentage of teachers who gave a low rating to basic

math and reading efforts. Oddly enough, and wirh probable cause for concern, all
teachers at the Family Learning Cenrer registered a low regard for the efforts made by

their school in the area of basic education.

Preparation for College

The‘iarge number of students enrolled in college preparatory programs and the
generai orientation of many school partic:pants toward higher education would suggest
and perhaps mandate that the schools mainta’:i a variety of qualitative learning experi-

-3

en{gés whichh;harepare students for entry into college.

| Teachers in the three secondary schools (Redshaw, Gibbons, and NBHS) were -
asked to rate their schools in terms of how well they were performing as they prepared
students for college. Their ratings are presented in Table 3,14, It is interesting to
note that while most teachers at New Brunswick High School gave a low rating to their
basic skills education, a high percentage of them gave a high rating to their school's
college preparation efforts, The Gibbons School makes a striking comparison with
the other schools~~seventy~one and four tenths percent of its faculty viewed the college

preparation efforts as being exceptional. The Redshaw School's faculty, when compared

with that of the other schools, did not have a large percent of teachers who felt their
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college preparation efforts were deserving of a high rating.

Teble 3. 14

Faculty Ratings of Schools' College Y
Preparation Efforts

Percent of Teachers in
Each Rating Category
School Total

High Medium Low

Redshaw

27.7 447  27.6: 100 ( 47) :
Gibbons  71.4  14.3 14.3° . 100 ( 7)
NBHS 43.7  37.3 19.0: 100 (126)

Total ' 100 (180)

It should be mentioned, however, that the racial makeup and perhaps general ori-
entation of the Redshaw. School is different from tfhat of New Brunswick High School.

. LY e ? N
At Redshaw, there is a higher percentage 'of minerity-group students and this might

o
be a significant factor,

Preparation for Employment

There are, of course, many students who do not plan to go to college. and who
will seek employment soon after they ieave school. In anticipation of this, the school
has the responsibility of providing young people with the kinds of learning experiences
which will enable them to find productive and self-satisfying roles in the various occu-

pations. How the schools are assuming that responsibility, from the viewpoint of New

Brunswick teachers, is reported in Table 3.15.
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Table 3.15

Faculty Ratings af the $-:haols' Effarts ta
Prepare Students for Fmployment

Percent of Teachers in
Each Rating Categary

School High Medium Low Total .
Redshaw 38.3 42,6 19.1 100 ( 47)
Gibbons , 14.3 85.7 0.0 100( 7)

NBHS 24,2 48.4 27.3 100 (128) :

Total . 100 (182)

As compared ta college preparatian, employment preparation is not rated as high-
ly by the teachers ot New Brunswick High Schaol. A higher percentage af