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CHAPTER I

| £ INTRODUCTION

"Racial discrimination in public education is unconstitutional and
all provisions of federal, state or local law requiring or permitting
n such discrimination must yield to this principle.”l

Thus ruled the United States Supreme Court in a momentoﬁs décision
in May, 1955, In its desegregation decision, the Court held_that sepa~
rate schools for Negro and white children are ipherently unequal. The

Coleman survey, Equa;ity of Educational‘Opportuniﬁy, found that American

public education remains largely unequal in most regions of the country,
including all those where Negroes form any significant proportion of the
population.2

Ij;
: ‘ Harold Howe IT, the commissioner of education, reported at a na-

ff tional conference on the disadvantaged that over two-thirds bf all

- Negro pupils in the first grade go to schools that are 90 to 100 per

?  3 cent Negro and that only a handful of the Nation's Negro first graders
are getting the benefit of desegregated education.3 In 1ight of the
195L Supreme Court ruling, the requirements of the Civil Rights Act, and

Coleman's finding that segregated education is likely to be of lower

- -

1Brown, et al. V. Boérgjof Education, 3L7 U.S. L83 (195L) .

2Jemes S. Coleman, et .al., Equality of Educational Opportunity, United
States Department of Health, Educationm, and Welfare, Office of Education,
Harold Howe II, Commissioner, United States Government Printing Office,

Washington, D. C. 1966.

_3Harold Howe II, remarks made at the National Conference on the Ed-
ucation of the Disadvantaged, Washington, D. C,, July 18-20, 1966.




quality for minority group children than for the majority, those who are
in’the business of educating the youth of our country must be willing to
éive this problem top priority in their considerations. |

However, achievement of disadvantaged pupils, compared to.achieveo
ment of children of the white’mgjority,,clearly depends to a signifi-
cantly greater degree on‘the schools they attend. Colman's stﬁdy also
revealed that many of the obvious differences among schools do not have
a major bearing on differences in student achievement.g ‘Put another way,
advantaged students are less affected one way or the other by the quali-
ty of their sdhoolé, It is for the most disadvantaged children that
improvements in school quality mean the most.

James Colman, professor of social relations at the :Johns Hopkins

University and consultant to the USQE for the study cited earlier, re-

ported in the sumer of 1966: .
Findings of the study suggest that internal changes
in the Negro, changes in his conception of himself
in relation to his enviromment may have more effect
on Negro achievement than any other single factor.:
The determination to overcome relevant obstacles,

and the belief that he will overcome them may be the
most crucial elements in achieving equality of oppor-
tunity--not because of changes they will create in
the white community, but principally becagse of the
changes they create in the Negro himself.

Findings of the.study'Equaliﬁg of Educational Opportunity indicate
that the quality of school buildings, books, libraries, and equipment has
considerably less impact on edupatiqnal'performancevthan does the economic

and social composition of the school. As Coleman reportss

hColeman, p. 21,

5Coleman, p. 21,
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It is important to reduce the social and racial homo-
geneity of the school enviromment, so that those agents
of education that do show gome effectiveness--teachers
and other stugents-—are not mere replicas of the stu-
dent himself.

Therefore, upgrading the alum schools must be accompanied by a far
greater effort than we have ever made in the past to eliminate racial

and economic segregation.

BACKGROUND AND HISTORY OF PROBLEM
Many school districtsvhave complied with the legislative decrees and
the judicial rulings. The results of many of these efforts wiil be re-
ported later in this thesis. Several states have emulated the federal
pattern, and the state 1egislaturés have placed similar ruiings in state
school codes. |
‘ Legislative action by the General Assembly iﬁ-l963 placed a similar

ruling in the School Code of the State of Tllinois. Section 10: 21.3

stated that it is the duty of the local school board:

To establish one or more attendance units within the
district. As soon as practicable, and from time to
time thereafter, the board shall change or revise
existing units or create new units in a manner which
will take into consideration the prevention of segre-
gation and the elimination of separation of children
in public schools because of color, race, or nationali-
ty. All records pertaining to the creation, altera-
tion or revision of attendance units shall be open

to the publj_c.7 :

This was commonly known as the Armstrong. Act. The: Armstrong Act was

invalidated and declared unconstitutional by the Supreme Court of the

State of Tllinois in August, 1965.8 This ruling was the result of a case

6Coleman, p. 21.

1965)7State of Tllineis, School Code, :Sec. 10: 21.3, (Springfield, Illinois,

5 | |
61 . Tometz et al. V. Board of Education, Waukegan City School District No.
1, 1 I11. 24 (1965).




de facto segregation or racial imbalance and whether such a require-

in Waukegan, Illinois, in which the Circuit Court of Lake County had
ruled that the Armstrong Act was constitutional and the Waukegan School
Board must take prompt‘action to desegregate the schools within the .
district. The case was then appealed to the ‘Supreme. Court of the State
of T1linois. The prinoipal question presented by this appeal was

whether the provision‘required schoolzboards to prevent and eliminate

ment violated the equal protection clause of the Fourteenth Amendment
and Sectlon 22 of Artlcle IV of our Constltutlon. : S _
The original case was brought by seven minor children in August,
1965. The superlntendent at the request of the School Baord, prepared
a comprehensive report which was accepted by,the Board in June, 1966.
This report recommended that no‘change be made. ’The Board accepted the
report and voted to nake no boundary changes. The Board contended that .
the racial 1mbalance was not created by dellberate 1ntent on the part
of the defendants and that there had been no 1ntent10nal ra01al discrimi- ‘
nation by the defendants.
- The Circuit Court of Lake County held that the Armstrong Act was
constitutional and that it applled to de facto segregation as well as.
de jure segregatlon. The Court ordered the defendants to file a‘plan
emeliorating racial imbalance.
The Waukegan School Board, in filing its appeal, argned that the
Armstrong.Act applies only to de jure segregation. They also contended
that the Armstrong Act required eliminetion of separation of children

in public schools because of color, and children in Waukegan clearly

were not separated becadse of color.




The Supreme Court of the State of Illinois ruled in favor of the

School Board, holding that the Armstrong Act was unconstltutlonal, and .

the judgment ¢

urt further stated that programs.to create equal educational opportuni~

of the Circuit Court in Lake County was reversed. The

Co

ties must, under the equal protection dlause, be administered without
regard to race. The Armstrong Act was not sufficiently‘explicit in de-
fining what the school board's duty was. | |

As this chapter is being rev1sed in June, 1968 ‘a decision from
the Supreme Court of the State of IllanlS on review has been rendered ,
concerning the constltutlonallty of the Armstrong Act. In a four to
three decision, the ‘Supreme Court reversed itself and upheld the Clr—
cuit Court of Lake County whlch had ruled earlier that the act was '

valid. The Supreme Court said the issue was whether the equal protec-

tion ‘and due process clauses of the Constitution permit, rather than pro-

hibit, voluntary state action aimed toward reducing and eventually elimi- |

nating de facto segregation of children in the schools.  The Court ruled
that the Constitution did so permit.

The majority opinion said every court which has considered the
issue has upheld state laws or administration policies and voluntary
programs of local school authorities directed toward alleviation or
eventual elimination of‘de facto segregation.

Some districts in Illinois have comblied with the Armstrong ruling.
Urbana Community School District #116 is one ofvthose districts. 'The
Urbana School District desegregated its nine eiementary schools, by order
of the Urbana School Board, on July 19, 1966, to be.implemented in Sep-

tember, 1966. Prior to thls actlon by the Board, de fa facto segregation

was in existence. One elsmentary school, the J.'W. Hays School, located




in the northwest section of Urbana, had 95 per cent of its pupil popu-
lation comprised of Negro students. The other eight elementary schools
throughout the district had. pupil population of 100 per cen£ or almost
100 per cent white students. The directive from the school board, which
was published in the local newspapers, was issued as a formal prepared
statement:

The constant goal of the Urbana School District has
been to provide an educational program to best serve
the individual student within available financial re-
sources of the District. To implement this goal,
the Board of Education established the policy several
years ago providing the J. W. Hays School with superior
stsff and facilities and with reduced class size. Al-
though this policy has proved effective, the Board of
Education, after careful review, has determined that
racial balance in our school system is not only desir~
able, but the racial balance can be achieved now pre-
serving the quality of the educational program without
waste of existing facilities and without crippling fi-
nancial expenditure. Convinced that racial balance
in all schools of the District is educationally sound
as well as morally right, the Board has decided to
place the majority of Hays School area pupils in other
schools. Although it has heretofore been a policy of
District Number 116 to plan for neighborhood schools
‘and to transport pupils only for special classes and
because of lack of space, the Board recognized that
there is no other feasible way to achieve racial bal-
ance in all Urbana Schools under the present condi-
tions. The Hays School area pupils will be enrolled
in all grades of all elementary schools. To make use
of the space thus vacated at Hays School, all pupils
living in University-owned housing south of Florida
Avenue and west of Race Street will be transported to
Hays to join a core of Hays-area pupils in an enriched
program. In addition, several special education
classes, including Head Start, will meet at Hays School.
~ The group of approximately 180 pupils living in that
University-owned housing south of Florida Avenue and
west of Race Street resides in a compact housing area
and can board school buses without loss of time in making
numerous stops. Some pupils from this area were trans-
ported to other schools in 1965-1966 because of over-
crowded conditions at Yankee Ridge School. Most of
these pupils are children of graduate students attend-
ing the University of Illinois for one to three years.




As a group they are able children and would benefit
from a special enriched curriculum such as will be
provided for them at Hays. The hot lunch program
for pupils attending Hays, Washington, and Thomas
Paine Schools will be conbinued. All other pupils
in the elementary schools who are transported by
bus will be asked to bring sack lunches. Milk will 3
be available at all schools. It is expected that yﬁ
there will be about 1,255 students at Urbana High i
School and about 1,350 at Urbana Junior High School.
There will be no change in the use of bus transpor-
tation to these schools. The cafeterias will oper-
ate as before.

. , |
What prompted the School Board to take this bold action? In July,

1966, the Urbana School Board was comprised of seven members who had been
vitally interested in the education of all chiidren for many years. Some
of tﬁe Board members had been re-elected several times. Thus, they had
been faced with the‘problem of providing equal educational opportunities
for all Ufbanﬁ‘pupils in the elementary séhools over an extended period

of time.

At the Board of.Education meeting on July 19, 1966, a group of inter-
ested Negro citizens appeared on behalf of the Negro community to petition
the School Board to take immediate action to provide equal educational op-.
portunities for tﬁe.Negro pupils and to end segregated schools in Urbana.

They insisted that, even though the District had provided a supericr phy=-

sical plant at Hays School, a favorable pupil-teacher ratio was established
at Hays School, and more money was being spent per pupil at Hays School ‘ \
than for pupils in other schools, the segregated school was still a I

deterrent to a sound education for their children.

9Board of Education, Urbana School District #116, Urbana, Illinois. ~
Official action taken as prescribed by law, July 19, 1966. ‘




A letter, sent to all Board members one week prior to the Board
meeting, was read publicly at the official meeting. The group of mili- -
tant but reasonable Negro citizens insisted that something be done by
the time school opened in September. A copy of this letter is in the
Appendix. A spirited discussion took place in the open meeting. The
members of the ﬁoard agreed that a pian of racial integration in the
elementary schools was desirable and also such an action would‘comply
with the School Code of 'Tllinois. The Board gave ample opportunities
for the various individuals in the group attending the vmee’oing to voice
their opinions. Many plar_ls were offered, but. the Board assured the group
that each of these suggested plans had been considered at length during
the past féw years. No plan suggested in the open meeting nor any plan
considered previously bjr the Board had been sufficiently feasible to
warrant implementation. The Boardl of fered to meet with a representa-
tive group of the Negro parents at the ciose of the regular meeting.

Several such meetings were held within the next few days. The
prepared statement issued by the Board through the two local newspapers
quoted earlier in this papér was the Negotiated Agreement with the parent
group. One Board member did not approve of the action, and he cast the
only negative vote. However, he volced his support of the decision and
promised full coop'eration in implementing the decision. Another Board
member was in Europe at the time. The president of the Board telephoned
him at regular intervals to kéep him aware of the sitﬁation. The
Superintendent of schools had made plans‘ months earlier to leave for |
Europe on July 20, the day after the official Board meeting. He was 33]

glso contacted daily to keep apprised of the situation. The month Wf




preceding the opening of school was a hectic month of planning and or-
ganizing by the administrative staff to implement ﬁhe policy establishgd
by the Board.

A1l did ﬁot go smoothly, although the school administration was well-
pleased with the overall procedures used to carry out the decision of the
Board. One group of infiuential businessmen hired an attorney and planned
to take -the case to court. Many lay people, and some members of the teach-
ing staff expressed anxieties about‘thg plan. As school began, many
anxieties were expfessed throughqut the community both verbelly and in
the local newspapérs, The next School Board election feflected many of
these concerns. Three of the incumbent School Board members were serious-
ly challenged at the‘éolls. This tyﬁe of contest was extremely unﬁsual
in traditional School Board elections in Urbana. The major issue was
busing to achieve racial integration.

However, as the school year progreséed and the second year began,
the anxieties began to be dispelled. The plan seemed to be working eﬁen
better than anticipated.

The purpoée of this study is to explore the effects_of racial inte-
gration in the elementary schools of the Urbana School District after its
first year of operation. If integration.of the public schools is desir~
éble, then there must be educational advantages in implementing such a
plan. Much has been said and written concerning the advantages as well
as the disadvantages in desegregating the schools. The proponents of
racial integration in the public schools contend that racial integration
is vital to the welfare of our nation. They insist that Negro children

living in culturally disadvantaged envirorments must attend school with

children living in neighborhoods in which deprived conditions do not exist
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to be able to compete in and out of school. Those who oppose racial in-
tegrétion'in the public schoolsvcontend that racial integration will
lower academic standards and achievement leﬁels, and that their children
will not be adeguately prepared: for high school and higher education.

They also insist that the teaching étaff ahd the comunity do not favor
such a plan.

The purpose of this research ié to ascertain which of these advan-
tages and disadvantages do, in fact, exist after racial integration has
been implemented in a specific school system. The study will be concerned
with four variables.

1. Standardized intelligence test scores

5. Standardized achievement test scores in reading ,” mathematics,

spelling, mechanics of 1anguage; and total achievement

3. Teacher attitudes toward racial integration in the public schools

L. Comunity attitudes toward racial integration in the public

schools |

More specifically, this study will concern itself with the academic
achievement of both Negrd and white elementary pupils before and after one
year of integration. The same comparison will be used with intelligence
test scores, Teacher attitudes and community attitudes wili'be éssessed
by use of questionnaires. Inasmuch aé thefe was no assessment of these
last two variables prior to the implementation of racial integration,

before and after comparisons can not be made.

DEPARTURE POINTS

The departure points for this study are the Coleman study and the

inmediate urgency and concern which face local school districts in carrying




out the courts' mandates. In the monumental two-year study by Coleman,

completed in 1966 in compliance with the Civil Rights Act of 196L, many

findings concerning the relationship between school achievement and the

racial composition of the schools were expounded.

The Coleman report documents a long-respected generalization in the

sociology of education:

School to school variations in achievement, from what-
ever source (community differences, variations in the
average home background of the student body or varia-
tions in school factors), are much smaller than indivi=-
dual variations within the school, at all grade levels
for all racial and ethnic groups....Over 70 per cent

of the variation in achievement...is variation within
the same student body.lO

Negroes and whites, only about 10 to 20 per cent of the total variation

tween different schools. Our schools have great uniformity'insofar as

Coleman proceeds to note:

Attributes of other students account for far more vari-
ations in the achievement of minority group children
than do any attributes of school {fcilities and slightly
more than do attributes of staff.

Individual achievement is facilitated when a student attends school

with peers who are socioeconomically advantaged, whose parents are more

interested in school success, and whose mobility is low. Students whose

classmates are relatively less advantaged, whose parents are less

11

When the analysis is restricted to differences in achievement between
in achievement for the groups that are numerically‘most important lies be=-

1 their effect on the learning of pupils is concerned. Variations in school

3 quality are not highly related to variations in the_achievement of pupils.

lOColeman, p. 296.

11

Coleman, p. 302.
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interested, and whose movement from school to school or community to com-
monity is great are less motivated to achieve well in school. Negro stu-
dents are more affected than white students by this peer influence.-
One of the central themes arising from the Coleman report concerning

school achievement‘and the integration problem is this:

What the child brings with him to school as strengths

or weaknesses determined by his social class is the

prime correlate of school achievement. It is influ-

enced--off set or reinforced--most substantially not

by facilities, curriculum, or teachers but by what

other pupils bring with them as class-shaped interests

and abilities. In practical terms, as the proportion

of white pupils increases in a school, achievement

among Negroes increases because of the association
between white ethnicity and socioeconomic advantage.

12

The Coleman report makes crystal clear that:

| Desegreéatibn does affect factors of immediate rele-
Yan?e.to student gchievgmen?. These factorg are: 3
1nd1v1dua1 academic motivation and peer env;ronment.

Tn considering standardized intelligence test scores, we again turn
to the section of thé Coleman study concerning the measure of intelligence
as it relates to the racial composition of the schodl. Coleman admini-
stered four basic standaridzed tests: non-verbal ability, verbal ability,
reading comprehension, and mathematics achievement. Schools have tradi-
tionally used achievement tests to measure ability to learn. The ability
tests have been, and often‘are, termed intelligence tests or IQ tests,
and seen as measures of more fundamental and stable ﬁental abilities;
recent research does not support that view. Ability tests are simply

broader and more general measures of education, while achievement tests

are narrower measures directed to a restricted subject area.

l2Coleman, p. 312.

13Coleman, p. 202,
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Coleman's SWrvey provided additional evidence that the "ability"

tests are at least as much affected by school differences as the 'achieve-

ment” tests. The specifig results are as follows:

1. If the variation in individual test scores is separated into two
components, within schools and between schools, the per cent of variance
that lies between schools is slightly greater for ability tests than for
achievement tests. The school-to-school variance is generally greatest
for the verbal ability test, next for the non-verbal ability test, next
for reading comprehension, and last for mathematics achieve@?nt. This
is indirect evidence that variations among schools have as much or more
offect on the ability scores as on the achievement test‘scores.

5. Some considerable part of the school-to-school variation is at=-

tributable to differences in the composition of the student body in dif-

ferent 5chools and not to differences in school effectiveness. Such ini
tial student body differences should show up most strongly in the early
grades, and if the results of school effects were upon achievemeﬁt test
scores, the school-to-school variation in achievement test scores should
be larger, relative to that of the ability test scores. However, this
study demonstrated that the achievement tests showed the most decline
from‘grade 3 to grade 12 in school-to-school differences. This suggests
that the ability tests are even more.responsiVe to school differences
than are achievement tests.

3. When we attempt to explain the variance in individual achieve-
ment by use of school characteristics, holding family background constant,

a higher proportion of the ability test score is explained then that of

ﬁhe achievement test score. Coleman concludes that the verbal-ability




1h

constitutes the best measure of differences in achievement affected

test
1

by-differences between schools.

With Coleman's survey being used as the major departure point, this

study will be an exploration of some of the first-year effects of racial

integration in the Urbana Community Schools in Urbana, Illinois. It is
f‘ snticipated that the results of this study will produce evidence on the
issue of racial integration in the elementary schools and its educational

- implications.
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CHAPTER II

RELATED RESEARCH AND SURVEY
OF THE LITERATURE

This chapter will be divided into three basic sectiohe. The first
part will be a summary of the court cases involving racial integration
in the public schools and will also 1nclude a general d1s0u851on of the

i‘ 3 | legal aspects of the problem.
| | The second portion of the chapter will be a survey of the most sig-
g | {f 1  nifidant literature dealing with the toﬁic. Many volumes have been writ-

ten about racial integration in the public schools, and many individuals

have expressed varied ideas and concepts. Except for one or two exerpts,
511 of the material in this chapter is abstracted from the recent sources

and is, therefore, of a contemporary nature.

The third and last portion of ﬁhe chapter will be a review of the re-
search actually conducted on the subject of racial integration. Althoagh

much has been written, very little research has been completed. An at_

tempt will also be made in this chapter to review the efforts made by

several school districts throughout the nation to implement plans of

racial integration.

COURT CASES AND LEGAL ASPECTS OF PROBLEM

Ra01al separation of pupils by law, de jure segregation, was declared
| 5 ] uconstitutional in 1954 by the United States Supreme Court. The Court,
. it making its decision, overruled previous decisiens by five district

% a courts throughout the nation. A starting point in any discussion of
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g1 imbalance in the schools is the basic principle, established by

racl

sne United State Supreme Court in its decision in the 195L case of
e

grown Vs Board of Education of Topeka, that racial discrimination in
10 *

ublic education is contrary to the "equal protection" clause of the
P

teenth Amendment. State or local school authorities are therefore

1L

Four
taining racially segregated schools.

prohibited from main

The Brown decision is, of course, a landmark in the fiéld of school
segregation litigation. A brief further examination of it will be worth-
ﬁhi.le.

In this case, Brown and othér Negro children living in Topeka, Kansas,.
had been denied admission to certain elementary schools attended by white
children on the basis of a Kansas statute which pemit'bed cities to main-
tain separate school facilities for Negro and ﬁhite students. On the
strength of this statute, the Topeka Board of Education had chosen to
segregate its elementary schools,

In bringing their suit, the Brown children contended, essentially,
that segregated public schools were not, and could not be, "eqﬁa'l” to
non-segregated schools; therefore, the children were being depfived of

equal protection of the laws guaranteed to them by the Fourteenth Amend-

ment. By a unanimous vote, the Supreme Court agreed with this conten~

tion.

It is perhaps important to note that the highest federal court
Specifically described the issue in thié case in these words: '"Does

Segregation of children in public schools solely on the basis of race

317 v.s. 183 (195L).
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deprive the children...so segregated, of equal educational opportuni-
e

ties?! To this query the court answered: 'We believe that it does.n15

The Brown case, as brought, clearly dealt with de jure segregation
in public schools, i.e., segregation overtly forced or imposed by the

sction of governmental authority, in this instance, by the resolution

of the local school board. The Brown case, however, did not involve

i Q de facto segregation; Even though the case did not involve de facto

segregation, the court uses the term segregation ummodified by either

de jure or de facto throughout its opinion. For example, the opinion

sayst

Our decision...must look...to the effect of segre-
gation itself on public education....We must consi-
der...if segregation in public schools deprives
these children of the equal protection of the laws...
Segregation of white and colored children in pub-
lic schools has a detrimental effect upon the color-
ed children. The impact is greater when it has the
sanction of law; for the policy of separating the
races is usually interpreted as denoting the inferiori-
ty of the Negro group....We conclude that in the field
of public education the doctrine of "separate but
; : equal’ has no place. Separate educational facilities
5} 4 o are inherently unequal....Segregation in public ed-
ucatiog is a denial of the equal protection of the
laws .t

There had been four previous'cases which had been reviewed by judges
at the district court level inVolving racial discrimination in the assign-
‘ment of pupils to schools. These'were:

1. Briggs et al. V. Elliott et al. This case had been brought to
the Eastern District of South Carolina.

2. Davis et al. V. County School‘Board_df Prince‘Edward‘Céunty,

Virginia, et al. Rastern District of Virginia.

—

5307 v.s. p. L89.

16
3&? UOSp ppo LI.92_L|>95.
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3. Bolling et al. V. The District of Columbia.
L. Gebhart et al. V. Belton ét.al.'qp certiorari to-the Supreme .
Court of Delaware.
A1l of these cases had been appealed to the Supreme Court‘and were
awaiting a ruling at the. same time aé the Brown case. BEven though all
of these cases were different, they all contained the simiiar element of
racial discrimination. In each of thesé four cases, the courts had ruled
in favor of the defendants. In overruling these judgments, the Supreme
Court stated:
A11 judgments in the five cases are reversed and re-
manded to the district courts to take such proceedings
and enter such orders and decrees consistent with this
opinion as are necessary and proper to admit the parties

_ to these cases to public schools on a racially Een—
discriminatory basis with all deliberate speed.

1

] The rationale‘behind‘this basic principle Wouid appear to be that
segregation based on race is an unlawful denial of equal e&ucational op~
pertunity. It wiil help if‘this raﬁionale is kept in mind as we turn

our attention to what the next highest federal courﬁs, the several U.S.
Courts of Appeals, have recently said concerning racial imbalance in
northern .and western public school systems. In 196L and 1965 these courts
were asked to rule with regard to school récial imbalance litigation a-

‘rising in Indiana, Kansas, Massachusetts, and New York.

The first case arose in Gary, Indiana, where, under the public school

System's neighborhood school policy, pupils residing within a particular
school's attendance zone were expected to attend that school. Requests

for the transfer of students between schools were handied, generally,

Y307 v.s. p. L96. .




19

on an individual basis. A request was allowed, or denied, depending upon

the apparent reasonableness and desirability of the transfer. The Negro

children contested this policy, stating that the attendance zone boundaries
were drawn in such a way as to promote segregation in violation of the
Fourteenth Amendment.

The U.S. Court of Appeals for the Seventh Circuit evéntually affirmed
a lower federal (district) couft judgment that the Gary Board of Education
was not required, under thevFederal Constitution, to take steps to elimi-
nate or reduce the racial imbalance which adnittedly existed in the Gary
public school system. The Court of Appeals made the following signifi-
cant co:mments:l8

1. The United States Consitution does not compel integration or
racial balance in the schools; it merely forbids discrimination.

2. The mere fact that certain schools in a public schoél system
are completely or predeminantly Negro does not necessarily mean that the
school auﬂhorities are maintaininé a segregated school system.

3. A neighborhood school plan, honestly and conscientiously con-
structed with no intention to segregate the races, need not be abandoned
because a resylting effect is to have a racial imbalance in certain
schools. |

In May, 1964, The U.S.~Supreme‘Court refused to review the Court
of Appeals decision, |

The next case originated in a public school system in Kansas City,
Kansas, which also operated under avneighborhood school plan. In addi-
ton, a “feeder school policy was also in effect, under which students

from a particylar elementary school, upon graduation, were required to

Bell V. Board of Education, Gary, Indiana, 32L F.2d 209 (October,
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attend a designated junior high school. In 1960, in order to equalize

the student load, the Kansas City Board divided the attendance zone for
one of its predominantly Negro elementary schools in such a way that

those graduates residing in that zone were assigned to a predominantly
Negro junior high school; Previously, all the elementary schopl's grad-
nates were fed into a predominantly white junior high school. Along

with the 1960 order, the Board adopted a policy of granting transfer
permits to students who wished to traﬁsfer from a school where a majori-
ty of the students were of a different race.

Negro children living in the areas which, under the‘new Beoard order,
would feed into the predomin#htly Negro junior high school (rather than
into a predominantly white‘one; as theretofore), sued to enjoin the
Board from carrying out the change. The case was decided in the U.S.
Court of Appeals, Tenth Circuit, in September, 196L.

Basically, the Tenth Circuit ruling reiterated the‘Octoéer, 1963,
Seventh Circuit decision in the Gary case and held ﬁhat the Kansas City
Board of Fducabtion was under no obligation, under the Federal Constitu-
tion, to correct racial imbalance. This court made the following note-
worthy comment:

A neighborhood school plan is not objectionable in
the absence of a showing that it is being operated
80 as to discriminate against students because of

their race or color.l‘

It is of interest to note that this court also enunciated three signi-

.ficant restrictions on local board procedﬁres relating to racial imbalance

in its schools:

19

988 "Downs et al. V. Board of Education, Kansas City, Kansas, 336 F.2d
(Séptember, 196L).
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l°, The local board cogld not justify continuing the unlawful.segre-.
gation of Negro studeﬁts on the ground that the classrooms in a predomi-
nantly white school, to which the Negro students could conceivably be
transferred, were already overcrowded.

2. .The local board could not operate a "feeder! policy under which
Negro elementary pupils were routinely promoted to predominantly Negro
junior high échools and which required such pupils, when they applied for
transfers to predominantly white schools, to meet critefia to which white
transferees were not subjegt,

3, The local board could not classify students by race, for trans-

fer purposes, by adopting a rule under which a student might transfer
out of a desegregatéd school if a majority of the students in that school ’
were of a different race.

] The court made two other significant comments:

k% 1. The school authorities, rather than the courts, must assume

i ' . the burden of initiating_desegregation in the public schools since it

is the former who have the primary responsibility for assessing and
solving the local school problems thus arising.

1 . ' 2. The consitutional right of a student not to be discriminated

| W against in the public schools on grounds of race or color can neither

§  o ‘be mallified openlj and directly by state legislators br jﬁdicial offi-

; cers, nor nullified indirectly by them through evasive schemes for segre-

-gation whether attempted_ingenibuély or not ingeniously.20

S 2OStephen F. Roach, "The Federal Courts and Racial Imbalance in Public
chools,” Phi Delta Kappan, pp. 25L-256, (January, 1966).
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In March, 1965, the U.S. Supreme Court refused to review the decision.

The third case originated in Springfield, Massachusetts, where the
elementary and junior high schools were operated under a neighborhood
school policy. The children were generally required to attend the schocl
within the attendance zone in which they lived.

Negro children residingvin areas with a heavy racial concentration
brought suit to bar the school Board from assigning them to schools with
predominantly Negro enrollments. . The children contended that the Spring-
field School Committee's continued rigid adherenée to its neighborhood

school policy, in combination with the existing racial imbalance in cer-

tain schools, was tantamount to governmentélly'imposed segregation.
The testimony showed that in September, 1963, prior to the institu-

tion of this suit, the Springfield School Committee had recognized that

integrated education was desirable and had resolved to take whatever
action is necessary to eliminate, to the fullest extent possible, racial

concentration in these schools within the framework of effective educa-

T g T SR S A AT AT s S

‘ (- tional procedures.,
| 3 ‘ ‘

A First Circuit U.S. Court of Appeals ruled in July, 1965, that

j-l the federal Constitution does not require, as an absolute right, the

“ removal of racial imbalance in the public schools és being tantamount

% E\ ‘to segregation.

| It is significant that the U.S. Court of Appeals, though not agreeing
Wwith the earlier U.S. District Court decision that the Springfield school
authorities be ordered to present a plan to eliminate, to the fullest ex-
tént Possible, racial concentration, did make the followihg comment:

If defendants (Springfield School Committee) permanent-

‘ ly disregard their previously announced purpose o re-
| 1 duce imbalance so far as educationally feasible, a new
i E
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action may be brought to determine whether thS plain-
tiffs are, in that event, entitled to relief.®T

It was the view of the U.S. Court of Appeals here that no such local
school committée plan was necessary at this time, sinée the cammittée
had, prior to the suit, recognized the necessity for such a plane.

Thus, if we summarize the controlling legal principles which were
advanced in 196L-65 by the three U.S. Courts of Appeals cited, we might
add these four additional principles to the one previously mentioned:22

1. Because a barticular public school is completely or predominantly
Negro does nbt necessarily mean that the school authorities are unlawful-
1y maintaining a segregated school system; |

2. The U.S. Constitution does not compel racial balance in the pub-
lic schools; hence, a local school board is under no constitutional obli-
gation to correct existing racial imbalance in the schools.

3. A neighborhood school plan, constructed originally with no in-
tention to segregate the races, need not later be abandoned because it
results in racial imbalance in certain schools unless it can be shown to
be operating so as to discriminate against students because of their
race or color.

L. School authorities, rather than the courts, must initiate actions
to correct the racial imbalance in the schools.

As we have élready seén, the U.S, Supreme Court has held that govern-
mentally imposed racial segregation is unconstitutiongl. It has not yet

Spoken directly concerning racial imbalance in the schools, per se, though

, ,
~;§pringfield School Committee et al. V. Abraham Barksdale Jr. et al.,
348 F.2d 2BT.

22Roach, p. 257.
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have seen that it refused to review the U.S. Courts of Appeals de-
we na

. <ions in two of the three cases we have discussed.

cisi |

Though We must not read more into the U.S. Supreme Court's refusal

4o review than is justified, it cannot be denied that the practical ef-
0

rect of these refusals~-one in May, 196L, the other in March, 1965--was

4o leave standing the pertinent U.S. Court of Appeals declsions. The
thrust of these eatlier decisions~--as is evident from the controlling

principles enumerated above--is that local schocl authorities are under
no federal constitutional duty to correct racial imbalance in the public

schoolse

On the other hand, it should be noted that on three other occasiong=--
g 2l 25

in October, 196&,23 in October, 1965, — and in November, 1965,  the Su-

preme Court also refused to review still other lower court decisions re-

1ating to racial imbalance in the schools. ~ In each of these cases, the

lower court rulings had held that there was no constitutional bar to

local or state school authorities taking s‘teps, if they wished, to cor-

rect racial imbalance.

In the first case; ‘the New York City Board of Education had determined
to take the factor of racial balance into account in establishing the at-
tendance' zone boundaries for a new school; in the second, the state school
“authorities had ordered the Malverne, New York, School Board to reorganize

1ts attendance mone boundaries so as.to eliminate racial imbalance; and

23
881 (19221)113ltz V. Board of Education, New York City, New York, 379 U.S.

2h3h Law Week p. 3113 (1965).

2
SBLL Law Week p. 3113 (1965).
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the third the New York City Board determined to pair a predominant-
in the 2 ,

Negro clementary school with a nearby predominantly white school in
1y he

r to correct racial imbalance.

orde

As has been pointed out, it is misleading and often erroneous to at-

senpt to read any positive significance into the refusal of the U.S. Su-

préme Court to review a case. This precaution most assuredly applies

here. However, in refusing to review the five cases mentioned, a sixth

controlling principle is implied. While local school authorities may
have no affirmative constitutional duty to correct racial imbalance in
the schools, there 1s no constitutional bar to prevent them from taking
reasonable steps to do so should they so desire.

This last principle is obviously not as firmly grounded as the other
five, being based only on what are considered to be the logical implica-~
tions of the U.S. Supreme Court's refusal to review certain cases during
196l and 1965.

Recently, the U.S. Supreme Court rejected another challenge to de

- §§c__’cg_ segregation which prevails in all-Negro neighborhoods of American
cities. This recent case came from Cincinnati, Ohio. In a brief order,
the court refused to hear an appeal from a group of Cincinnati Negroes.
This case could come before the high court again because the 6th U.S.

| “Circuit Court of Appeals, which ruled against the Negroes on December 6,
1966, returned the dispute to federal district court in Cincinnati.

The trial court was instructed to find out whether the Cincinnati
Séhool Board gerrymandered school boundary lines or otherwise intentional-
ly discriminated against Negroes in districting the schools.

The opinion specifically mentioned the site of Sawyer Junior High

‘School .
°Ls which excludes children living across the street in a largely



white neighborhood. The 6th Circuit ruled that if the School Board's
acts were not racially motivated, the Negroes did not have a case.

The Negroes argued that a system-widé racial imbalance is harmful
to Negro children and therefére constitutionally impermissible whether
intentional or not. They said the School Board did not act positively
to remedy the situation.

The Brown case opened the floodgates of judicial imagination. It
is now possible to contradict almost any legal ruling with another ruling‘
of equai rank. This sets‘the scene for a jurisprudential numbers game.

| For ten days one could cite the opinion of the Los Angeles County
Counsel that race mighf'not be used as a criterion fér drawing school
boundaries. On June 27, 1963, however, the California Supreme Court
ruled otherwise. On'September 6, 1963, the New York Supreme Court
riled it impermissible to exclude white students in order‘té achieve
a better racial balance. On March 11, 196h; the Appellate Division of
the Supreme Court reversed the September 6 ruling.26

On January 29, 1963, U.S. District Judge George Beamef ruled in the
Gary case that the Schéol Board had no affirmative duty to desegregate
where the school segregation was due to housing segregaticn; a U.S. Court
of Appeals later affirmed the Beamer opinion. On January L, 196L, U.S.
District Judge Joseph C. Zavatt ruled in the Manhassat case that the

; 2
school board had an affirmative duty to desegregate. 7

2éMeyer'Weinberg, 10ivil Rights and the Schoolmen,?’ Phi Delta Kappan,
(Mey, 196l), Vol. XLV No. 8, p. 162.

27Weiﬂberg, p. 162,
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Tne U.S. Supreme Court will have to settle the issue. The question

peen raised concerning the wisdom of seeking a solution in the courts.
has P€

John Kaplan comments:

to the political arena where it belongs....In order to
pring the administration of our schools in line with
our fundsmental values, the greater part of the action
in this g ea will have to be taken by the political

pI’OCGSS. ‘

The battle over de facto segregation is now moving in-

| ‘\
SURVEY OF LITERATURE ‘
Tnasmuch as the major problems involving racial integration in the
‘public schools arise from de facto segregation in hqusing and residentisal !
'iaatterns in the community, a portion of this section must deal with this
issﬁe.

De facto segregation is a complex phenomenon with many ra:mificaﬁions
and apparently no simple solutions. Up to the present, mo large school
Mgllistrict has been able to eliminate de facto segregation. In fact,

: ciespite extensive efforts, the number of pupils in racially imbalanced
schd_ols has been increasing in most of the large cities. In the report,

29

WDesegregating the Public Schools of New York City,"“” prepared by the

State Education Commissioner's Advisory Committee on Human Relations and

Qiomunity Tensions (May 12, 196).;), the following statements appear:

28 | |
John Kaplan, "Segregation Litigation and the Schools, Part IT: The

‘,(ieréleral Northern Problem," Northwestern University Law Review, (May-June,
,9 3)3 pp‘ 211; glh--

: 29 :
tions The State.Education Cormissioner's Advisory Committee on Human Rela-
Tork C?nd Community Tensions, ""Desegregating the Public Schools of New

, ity,” (May 12, 196L).
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Despite open enrollment, rezoning, and associated ef-
forts, segregation, city-wide, has not been reduced.
'On the contrary, the overall level of segregation has
" increased. No act of the Board of Education from 1958
through 1962, with a single small exception, has had
a measurable effect on the degree of school segrega-
tion. Our impression is that not a single elementary
or junior high school that was changing toward segrega-
tion after 1958 by virtue of residential changes and
the transfer of whites into parochial and private

schools was prevented from becoming segregated by
board action.

The State Department of Educatibn in New York, which for several
years has pressed for facial balance in the state's schools, has found
more racially'imbalanced elementary schools outside‘New York City now
than six years ago."Among the findings of a state-wide race-ethnic
census for the 1966-1967 school year were these:

1. In 1961-1962, some forty?one school districts outside New York
City had lOB.elementary schools that were racislly imbalanced. Approxi—‘
mately 31 per cent or more of their students were.nonnwhiten Today the
total is 129 échéols.

2. New York City schools are now 50.2 per cent Negro and Puerto
Rican and h9.8_per cent white.

This same story can be repeated in many of the large cities throughout

our nation. In a book entitled'School Children in Urban Slums, edited.bj

Joan T. Roberts, David Ausubel has written a chapter, ""Ego Development
Among Segregated Negro Children.”SO
Included in that chapter is much of the rationale which supports

the theory that racial integration in the public schools is educationally

3OD&V:Ld Ausubel, "Ego Development Among Segregated Negro Children,"
in School Children in Urban Slums, readings in Social Science Research,
ed. by Joan I. Roberts.
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4 and gesirable. Ausubel summarizes much of the social science re-

SOou

n which has been completed involving the ego development of Negro
searc o '
students«

partly as & result of unequal educational oppor'bunitiés, Negro

nildren show serious academic retardation. They attend school for
chi .

fewer years and, on the average, learn much less than white children

do. One of the chief reasons for this discrepancy is the inferior

cducational training of Negro teachers who themselves are usually products

- of segregated education.3

Tnequality of educational facilities exists not only in the South

“ 'but graduates in one southern high school scored below the national mean

' on the Scholastic Aptitude Test.>

Teachers in segregated schools tend to be overly permissive and

o to emphasize play skills over academic achievement; they are perceived
by their pupils as evaluating them negatively and as being more concern-

. ed with behavior than with schoolwork. >

| Negro pupils are undoubtedly handicapped in academic attaimment by

a lower average level of intellectual functioning than is characteristic

: of comparable white pupils. In both northern and southern areas, parti-

- cularly the latter, Negro pupils have significantly lower TQ's and are

W .31H. Angelino, J. Dollins, and E. V. Mech, "Trends in the Fears and
‘J,orrles of School Children as Related to Socioeconomic Status and Age,"
‘Vournal of Genetic Psychology, 89: 1956, pp. 263-276. ‘

32 '
and X H, Af Bullock, "A Comparison of the Academic Achievements of White
1950 egro High School Graduates,” Journal of Educational Research, LlL:
=72V PP. 179-192. :

3 .

butio 3Mart1n P Deutsch, et al., "Some Considerations as to the Contri-

in Mi?ls ?f Social Personality and Racial Factors to Schoel Retardation

Chic ority Group Children o paper read at American Psychology Association,
€880, September, 1956. '
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retarded in arithmetic, reading, language usage, and ability to handle
3L

abstract concepts.

The destructive impacts of prejudice, discrimination, segregation,

. an inferior caste status on self-esteem, in addition to the usual men-

tal hygiene consequences of loﬁer social class membership, results in
a much higher incidence of behavior disorders in Negroes than in whites°35

Beforé Negroes can assume their rightful place in a‘dgsegrated Amer-
ican culture, important changes in the ego structure of Negro children
must first take place.

They must shed feelings of inferiority and self-derogation, acquire
feelings of self—confidénce and racial pride, develop realistic aspirations
for occupations requiring‘greater education and training, and develop ﬁhe
personaiity traits necessary for implementing these aspirations. ‘Such
changes in égo structure can be accomplished in two different but comple~
mentaryJways.36

1. All manifestations of the Negro's inferiof and segregated caste
status must be swept away in education, housing, employment, religion,
travel, and exercise of civil rights. |

2. TVarious measures instituted in the family, school and community,
the character‘structure, levels of aspiration, and actual standards of
échievement can ﬂe altered in ways that will further enhance his self

esteem and make it possible for him to take advantage of new opportunities.

i

BMA. S. Carson, and A. I. Rubin, "Verbal Comprehension and Communica-
tion in Negro and White Ghildren,! Journal of Educational Psychology, 51:
1960, pp. L7-51. .

35H.vGreenberg,,A‘. L. Chase, and T. M. Camnon, "Attitudes of White and
Negro High School Students in a West Texas Town Toward School Integration,
Journal of Applied Psychology, Ll: 1957, pp. 27-31.

Hnusubel, pp. 236-238,
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Ausubel expresses his'ideaé'on desegregation in the following manners:

1. Desegregation of the public schools is no panacea. It tends to
create new problems of social adjuétment;

2. Thé schools cannot. overcome various 1ong—standing handicaps which
Negro children bring with them to school éuch as cultural impoverishmeht,
apathy tqward learning, éﬁd distrust‘toward'majority-group and.middle-
class teachers. | |

3. Desegregated schools cannot compensate for ovefsized classes,
inapprdpriate curricﬁla,‘inadequate couﬁseling sérvices? or poorly train-
ed or demoraliéed teachers. | |

Yet, it is an important and indispensablelfirst step in the reconsti-
tution of‘Negro‘personality since the school ig the most‘strategically
placed sdcial insti#ution for effecting rapid dhange both in ego structure
and in social stétué. A desegregated school offers'the-Negro child his
.first taste of social equality and his first experience of first-class ci-
tizenship. He can enjoy the stimulating‘effect of competition with white
children and can use them as realistic yard sticks in measuring his own
worth and chanceS‘for academic and vocational success. |

Prejudice against Negroes is deeply rooted in the American culture.
Récial prejudice is most pronounced in lower sOaiél'class groupss and
fhese groups constitute the hard core of resistance to desegregation.
Anti-white prejudice is similarly most pronounced among,léwer clags

Negroes.38

37Ausube13 pp. 2L8-250.

38To C. Cothran, "Negro Conceptions of White People,'" American Journal

of Sociology, 563 1951, pp. L5B-LET7.
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Increased physical contact per se between white and Negro children
does little to reduce prejudice, but more intimate personal interaction
under favorable circumstances significantly reduces social distance be-
tween the two groups.39’ho

Artificial attempté to‘endvde facto school segregation, caused by
neighborhood segregation of Negroes in particular urban slums, are
socially and psychologically masound.,LLl

It is not only impractical to transport white children to schools in
distant, predominantly Negro neighborhoods just for the purpose of main-
taining the principle of racially mixed classes, bub it also victimizes
individual white children and thereby increases racial tensions. Unless
de facto segregation is accdmplished by the gerrymandering of gchool dig-
tricts, and unless schools in Negro districts afe actually inferior, it
seems more reasonable to work for the elimination of this type of school
segregation by directly attacking its underlying cause, neighborhood seg-

regation.

The support of parents and of the Negro community at large must be
enlisted if we hope to make permanent progress in the education of Negro

children.

One needs only to visit...a slum schocl to be con-
vinced that the nature of the community largely deter-
mines what goes on in the scheol.  Therefore to at-
tempt to divorce the school from the community is to
engage in unrealistic thinking, which might lead to

3%;. A, Neprash; "Minority Group Contacts and Social Distance;” Phylon,
h: 1953, pp. 207-212. |

Lo | -
S. W. Webster, "The Influence of Interracial Contact on Social Ac-
geptance in a Newly Integrated School,” Journal of Educational Psychology,
2: 1961, pp. 292-29.
e hlJames B. Conant, Slums and Suburbs: A Commentary on Schools in Me-
~Z0politan Areas,. (New York, 1961) McGraw-Hill, pp. 158, 159.
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policies that could wreak Bgvoc with the school
and the lives of children.

Whatever can be done to strengthen family life and to give fatheréka
more.important role in it Will make a Significant contribution to tne de-
velopment of Negre potential.LL3
ll'Working with mothere to get them to_adopt a more positive attitude

toward school is an important first step in improving the educational

achievement of urban Negro children. Typically, only 10 per cent of Negro

. parents are high ~school graduates, and only 33 per cent complete elemen-

tary school 4h Thus enrollment of parents in adult-education programs
would significantly raise the cultural level of the Negro home and stimu-
late an interest in newspapers, magazines and books. "One of the tronbles,o.'
is that when éhildren'leave tne school they never‘see‘anyone readianything—
not even newspapers;ﬁys |
Because of cnrrent grave inadequaeies in the'stnncturebof'the'lower~

class urban Negro‘family, the scnle must be prepared to compensate, at

least in part, for the deficiencies of the home, to act, so to speak, in

loco parentis. Teachers in predominantly Negro schools actually perform
much of this role at the present time.b'6

As one Negro teacher said to Conant:

lLZCOnant‘, p. 20.

43R W. Smuts, "The Negro Community and the Development of Negro Po-
tential," Journal of Negro Education, 26: 1957, pp. L56-L65.

'thonant, ?. 24.

USConant, p. 26.
L6

Conant, p. 27.
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We do quite well with these children in the lower
grades. BEach of us is, for the few hours of the
school day, an acceptable substitute for the mother.
But when they reach about 10, 11, or 12 years of age,
we lose them. At that time the '"street" takes over.
In terms of schoolwork progress ceases; indeeﬁ7many
pupils begin to go backward in their studies.

'H.'In summarizihg Ausubel's chapter on ﬁhe'ego developmént of Negro
children, thé following statements are offefedz
School desegrégation is an indispensable prerequisite for ralsing

aspiration and achievement levels, but obviously cannot compensate, in

‘and of itself, for the longstanding educational handicaps of the Negro
child or for existing inadequacies in schools, teachers, curricula, and
counseling services. Before we can expect any permanent improvement in

the educationsl performance of Negro children, we must strengthen Negro

family life, combat the cultural impoverishment of the Negro home and

enlist the support and cooperation‘of Negro parents in accomplishing
} N

this objective;48

Jonathan Kozol,'a former slum school teacher, and Robert Coles, a

Harvard child psychiatrist, ére authors of a new book, Death at an Farly:

Age. They cite many examples of teachers' racial prejudice to demon=

strate that this may be & basic reason why Negro children fail to achieve

in school. It could be that they are ummotivated and handicapped by cul-
tural deprivation, as many educatérs and child~serving professionals be-
lieve. But‘Kozol and Coles are beginning to question these notioens.
These authors have asserted that the Negro is not really culturally de-

prived, but in fact has a rich culture, different though it may be from

h7Conant, p. 21,

L‘BAusubel, pp. 267-268.
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that of the‘white middle~class suburbanite. They also contend that the
lack of motivation is the result oftdﬁll teaching by racially prejudiced
teachers.h9v

‘According to Kozol, "The greater number of Negro parents I've known

in Boston don't lead lives lacking in real values. The trouble is that
white teachers attempt to replace these values with their owno"So

Dr. Coles depicts Negro children as anything but dull, shallecw young-
stersé "Many ghetto children I know have a flesh and blood loyalty to one

another; a disaming code of honor, a sharp critical eye for the fake and

. pretentious, a delightful capacity to laugh, yell, shout, sing, congratu~-

late themselwves, and tickle others. Their language is often strong and

expressive...their drawings full of action, feeling, and even searing
social criticism,“gl
The hammering home to lively, normal Negro children that they ought

to be like someone else~-the whites--indicates racial prejudice among

teachers.
The U.S. Commission orn Civil Rights asked for new federal legisla-
tion, unspecified in detail, to eliminate racial isolation of children

in public schodls attended primarily by Negroes. In its two volume re-

port, Racial Isolaticn in the Public Schools, the federal agsncy told
- President Johnson; who had ordered the study, that Negro children suffer

serious harm, regardless of whether segregation has been brought about by

1967)M9Jonathan Kozol, and Robert Coles, Death at an Early Age, (New York,

5OKozol and Coles, p. 7h.

SlKozol and Coles, p. 78.
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design or through residential patterns. Their aspirations are more re-

stricted than those of other children, and they lack confidence in in-.

fluencing their own futures.

This report aimed its demand for integration at the de facto segre-
gation in northern cities as much as at the deliberate segregation of the
South. The Commission introduced two elements which are likely to stir
debate:

1. It asked Congress to consider legislation that would establish a
/! i uniform standard for the elimination of isolation in the schools. It sug-
gested as a reasonable standard the criterion already adopted By the legis-
lature in Massachusetts and the New York State Commissioner of Education,
defining as racially imbalanced those schools in Which‘Negfo pupils con-
stitute more than 50 per cent of the total enrollment.

2. It concluded that programs of compensaﬂory education, special
efforts to upgrade the education of children in'ghetto schools,'have been
of limited effectiveness.

Two basic questions were raised by the Commission.

’ | 1. Can desegregation be brought about under a suggested critericn
P enrollment?

2. Sheuld compensatory education be discounted in the future?

In detgrminiﬁg whether or not a school district was following the
guidelines, a major obstacle was apparent. In the nation's metropolitan
areas where two-thirds of both Negro and white population now live, 75

per cent of the Negro élementary.school students are in schools that are

52Racial Isolation in the Public Schools, a two volume report by the

United States Commission on Civil Rights, Volume I, p. 325, U. S. Govermment
Printing Office, Washington, D. C., February, 1967.
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nearly all Negro, This documentation of widespread de facto segregation
is convinecing beyond a duubt. An example of this obstacle is in New York
city. The non-white population in Manhattan is 80 per cent while that

in the Bronx is 65 per cent. The creation of anything approaching a
balénce, without moving children between boroughs or distant suburbs, is
rendered impossible by the population statistics.

Boundary changes and location of schools at the fringes of the
ghettoes can bring about greater integration, provided de facto segrega-
tion does not creep beyond existing boundaries. The méssive core of racial
isolation in the deep ghetto areas remains.

Although the SO per cent formula,‘attributéd to New York State Educa-’
tion Commissioner James E. Allan Jr., is recommended by the Commission,
the formula is something of a misunderstanding of Dr. Allen's original
proclamation. He subsequently said that what he inteded to show was
that the half-way mark is a storm warning: once a school is more than
50 per cent Negra, it is on the way to becoming ghettoized.,53

A middle-class school can readily absorb a minority of children from
substantially lower socio~economic backgrounds without depressing academic
standards and without raising parental objections to the effect of "lower
class! mores.

But when the lower~class group becomes too large to be readily assi-
milated, miadle-class parents--and teachers--object and, if possible, with-
draw their children. This would happen even if no quéstion of color were
involved, though it is naive to pretend that color‘does not aggravate mat-

ters.

53Racial Isolation in the Public Schools, p. 118.
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This is why many education leaders and a growing number of civil
rights experts have shifted their attention to compensatory’progfams,_
Many advocates of compensatory education, who would like to see integra-
tion of the schools becomes a reality, ;re convinced that it is not
1ikely to happen in many urban areas soon; so they maintain that extra-
ordinary efforts are needed at once at whatever cost and with ail avall-
able educational radicalism to rush them into the mainstream of OpPOT-
tunitys ‘
| There are six types of compensatory educational programs: 1. ‘Heads
start 2. National Teachers Corp. 3; After school and Saturdsy clas-
ses L. Private tutoring 5. Additional superior facilities 6. Bet-
ter trained teachers. | |
The United States Commission on Civil Rights was quite lukewarm to
these efforts. TIts reasoning appeared to be based on its disappointmént
over some compensatoryprograms it reviewed. It consisted of more showman-
ship than solid education. 'it may have been fraudulent window dressing to

divert Negro parents who wanted a fair deal for their childrenosh

REVIE{ OF RESEARCH

This is a réview of the evidence regarding the effects of education-
al desegregation on the scholastic achievement of Negroes. It focuses on
the problem of identifying the important situatiocnal determinants of Negro
performance in the racially-mixed classroom. Only a few studies have dealt
directly with this problem, so much of the evidence to be surveyed is only

inferential.,

Slpacial Tsolation in the Public Schools, p. 257.
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The review includes reports on the academic progress of Negro child-
ren attending integrated schools, evidence on aspects of the minority
child's experience in desegregation presumably affecting his motivation to

‘‘‘‘ learn, relevant research on the behavioral effects of psychological stress,
"and, finally, a series of experiments bn Negro productivity in bi-racial
settings.

Educational desegregation is a politico~legal concept referring to
the elimination of racial separation within school systems. As such it
embraces a great variety of transitional situations haﬁing diverse effects
upon the scholastic performance of Negro children. The meaning of desegre-~
gation has been broadened in recent years to include the reduction of ra-
cial clustering due to factbrs other than legal discrimination, i.e., de
facto segregation. A mmber of recent court decisions in the North have
j” ruled that "raeial imbalance“ in a school constitutes de_facto segregation. -
w q Also described as de facto segregation by various sccial scientists are
i : the racially homogeneous classes often found in schools where children are
3 ’ _ grouped according to ability.sg’Sé’57 |

The present concern is mainly with instances of desegregation that

are marked by a substantial increase in the proportion of white peers, or

SSMp Deutsch, "Minority Gfoup and Class :Status as Related to Social and
Personality Factors in Scholastic Achievement," Society for Applied Anthro-
pology Monograph, 1960, No. 2.

SéD? Dodson, Statement read at Conference before the U.S. Commission on
Civil Rights: Fourth Annual Education Conference on Problems of Segregation
and Desegregation of Public Schools, Washington, D. C. United States Commis-
sion on Civil Rights, 1962, pp. 137-1lhl.

5Ty. Tumon, "The Process of Integration,! in G. J. Klopf and I. A.
Lester (eds.) Integrating the Urban School, (New York, 1936), Teachers Col-

lege, Columbia University, Bureau of Publications, pp. 13-28.
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pboth white peers and adult suthorities, in the immediate enviromment
of the Negro student.

Almost invariably in this type of desegregation experience, the
minority group child is confronted with higher educational standards
than prevall in segregated Negro échoois. Both aspects of the Negro's
experience--change in the racial enviromment and exposure to relatively
high academic standards--are likely to have important influences on his
scholastic motivation.

When the minority newcomer in a desegregated school is accepted so-
éially'by his white classmates, his scholastic motivation should be in-
fluenced favorabiya It was noted earlier that achievement standards tend
to be higher in preéiously all-white schools than in Negro schools. From
studies based on white subjects, it is apparent that individuals are re-
sponsive to the standards of those with whom they desire to associate,58

A study by Criswe1159 in 1939 suggested that Negro children in ra-
cially-mixed classrooms accept white prestige but increasingly withdraw
into their own group as a response to white rejection. Thus, if their
desire for acceptance is not inhibited or destroyed by sustained unfrisnd-
liness from white children, Negro pupils should tend to adopt the SGholas~
tic norms of the high-status majority group.

Friendiiness and approval on the part of white bteachers should be

beneficial to Negro motivation by increasing the incentive strength of

58B° M. Bass, "Conformity Deviation and a General Theory of Inter-
personal Behavior," in I.A, Berg and B. M. Bass (eds.) Conformity and
Deviation, (New York, 1961) Harper, pp. 38-100.

59Joan H. Criswell, "A Sociometric Study of Race Cleavage in the
Classroom,” Archives of Psychology, New York, 1939, p. 235. |
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scholastic success. Assuming that white teachers have more prestige
for the minority child than do Negro teachers, the prospect of winning
their approval should be more attractive. Hence, when such approval
can be expected as a reward for good performance, motivation should be
favorably influenced,éo

When the minority child is placed in a school that has substantially
higher scholastic standards than he knew previously, he may become dis-
couraged and not try to succeed. This common sense proposition is de-
rived from Atkinson's theory of the motivational determinants of risk
taking and performance.él

If the Negro newcomer perceives that the standards of excellence in
a desegregated school are substantially higher than those he encountered
previously so that the likelihood of his attaining them is low, his scho-
lastic motivation will decline.

M N :g There is a dearth of unequivocal information about Negro performance

in desegregated schools. A number of factors have contributed to this

situation.

1. Many desegregated school systems have a policy of racial non-
i 1 . classification so that separate data for Negroes and whites are not avail-
able.

2. Where total elimination of legal segregation has occurred, it

has usually been accompanied by vigorous efforts to raise educational

6OIrwin Katz, "The Effects of Desegregation on the Performance of Ne-
groes,” in School Children in the Urban Slum, ed. by Joan I..Roberts, (New
York, 1967), pp. 261-292.

6

lJ.'W. Atkinson, "Motivational Determinants of Risk Taking Behavior,"

in J..W. Atkinson (ed.) Motives in Fantasy Action and Society, (New York,
1958), pp. 322-340. o
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standards in all schools; henée the effects of desegregation per se are
confounded with the effects of improved teaching and facilities.

3. In several southern states, only small numbers of carefully se-
1ected Negro pupils have been admitted to previously all-white schocls,
and since before-after comparisons of achievement are not usuallj pre-
sented, reports of satiéfactory adjustment by these Negro children shed
1ittle light on the question of relative performance.

Most published information presents a favorable picture of Negro
academic achievement in racially mixed settings. Stallings62 reported
on the results of achievement testing iﬁ‘the Louisville school system in
1955-56, the year prior to toal elimination of legal segregatioh, and a-
gain two years later. Gains were found in the median scores of all pupils
for the grades tested, with Negroes showing greater improvement than whites.
The report gave no indication of whether the gains for Negroes were re-
lated to amount of actual change in the racial composition of schools., In-
deed, Stallings stated, "The gains were greater where Negro pupils remainr'
ed by choice with Negro teachers.?

63

A later Loulsville surVey'by Knowles ™ indicated that Negro teachers

- had not been assigned to classrooms having white students during the

period covered by Stallings' research. This means that the best Negro
galns cbserved by Stallings were made by children who remained in segre-
gated classrooms and can only be attribﬁted to factors other than desegre~

gation, such as a general improvement in educational standards.

62, H. Stallings, "A Stﬁdy of the Tmmediate Effects of Integration on
Scholastic Achievement in the Louisville Public Schools,? Journal of Negro
Hducation, 28: 1959, pp. L39-Lhl.

.. 631, W. Knowles, "Part I, Kentucky,” in United States Commission on
Civil Rights, Civil Rights U.S.A.--Public Schools, Southern States, U.S.
Goverrment Printing Office, (Washington, D. C., 1962), pp. 19-56.
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In both Washington and Baltimore, where legal segregation was total-

l& aboiished in 1954, the U.S. Commission on Civil Rights found some evi-
dence that the scholastic achievement of Negroes in such schools has im-

proved and no evidence that a resultant reduction occurred in the achieve-
ment of white students .ol

A detailed acéount of academic progress in the Washington schools
since 1954 was‘prepafed oy Hénéén.és The results of a city-wide testing
program begun in 1955 indicated year-to-year gains in achievement on
every academic subject tested at every grade level where the tests were
given. The data was not broken down by race. As in the case of Loulsville,
it seems réasonable to attribute theseAgainé primarily to an ambitious pro-
gram of sducational improvement rather than to racial mixing.
| For several years the Washington schools have had a steadily increas-
ing predominance of Negro pupils (over 76 per cent in 1960); this, com-
bined with a four-track system of homogeneous ability groﬁping which has
had the effegt of conCentratiﬁg Negroes in the lower tracks, has.resultn
ed in a minimal desegregation experience for the majority of Negro child-

ren.

Recently the four-track system of ability grouping in Washington,

D.-C., was declared unconstitutioﬁal; and»Unitéd Stateé Court of Appeals

Judge J. Skelly Wright, preSiding in the United States District Court for

the District of Columbia in June, 1967, ordered the Washington, D. C.

schools to abandon the "track! system.

e

lsouthern School News (Untitled article) 1960 (Aug.) Vol. 7, p. 6 and
1963 (April) Vol. 9, p. 1l. o

] 65C° F. Hanson, *The Scholastic Performances of Negro and white Pupils
in the Integrated Public Schools of the District of Columbia,' Harvard Ed-
ucational Review, 30: 1960, pp. 216-236.

-
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The superintendent of the Washington, D. C. schools, Carl F. Hansen,
resigned his position because the school board would not permit him to
appeal this decision.
How far can a court go in dictating the administrative operations of
a school system? Hansen is going to court tc get an answer to that ques-
tion, and he is being joined by a school board member and the American Asso-
ciation of School Administrators (AASA). The AASA states that the decree
usurps the prerogatives of boards of education and school administrators,
and it is a serious threat to local and state management of the public
schools. The NEA and the AASA support the intent of Judge Wrightts deci-
sioh to implement equal educational opportunity, but the legal prerogatives
of local school boards and administrators must be preserved.
A generally‘favorabie picture of race relations in southern integrated
schoolsg is presented in an article by journalist J. C;\Tanner:
On the social side, younger white and Negro children
attending desegregated classes seem to accept each
other better than the older ones. Negro and white
youngsters can be seen playing together on the slides
and swings of almost any desegregated southern elemen~
tary school's playground. At Nashville's Buena Vista
Elementary School, Negro boys have won two of the thres.
positions of captain on the school's safety patrol.
And in Birmingham, often called the most segregated
U.S. city, a Negro boy was chosen vice-president ogéa
gixth-grade class that was desegregated last fall.

One investigation has shown that experiences of soclal acceptance are

assaciated with academic success. It seems reasonasble to conclude that

~8cceptance by white peers is beneficial to the achievement motivation of

Negro students.

e

66Jo C. Tanner, "Integration in Action," Wall Street Journal, January

263 196)_{_2 6h3 P. 1.
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The evidence is strong that low expectation of success is an impor-
tant detrimental factor in the performance of minority children attending
integrated schools. Negro students have feelings of intellectual inferiori-

ty which arise from an awareness of actual differences in racial achieve-

ment or from irrational acceptance of the white group's stereotype of

Negroes.
The low quality of Segregated Negro education is well documented.
Plaut67 has summarized the overall situation:

Negroes, furthermore, have long been aware that most of
their schools in the South and often the de facto segre-
gated schools in the North, are rundown, poorly staffed,
and short-handed.  Second- and third-rate schooling for
Negroes leaves them without the ability to compete with
white students and robs them of the initiative to com~
pete. Even the 1955 Speaker of the Georgia House of
Representatives admitted recently that Negro education
in Georgia is a disgrace. What the Negro child gets in
the sixth grade, the white child gets in the third.

A few specific instances of educational disparity at the grade-~school
level will be»citéd;‘ Findley68 found, in testing fqr achievement in the
Atlanta schools, thét from L0 £0.6Q per cent of white pupils met the stand-
ards set by the top 50 per cent of a national sample on the different tests;

but only 2 per cent 1o 10 pervcent of Negro pupils met this standard. In

- Tennessee, according to Wyatt,69 Negro students averaged 1 1/2 to 2 years

behind grade level when transferred to biracial schools in the upper grades.

S

. 6?Ra. L. Plaut, Blueprints for Talent Searching, New York National Scho-
larship Service and Fund for Negro Students, 1947, pp. 83-85.

] 68W. G. Findley, "Learning and Teaching in Atlanta Public Schools,"
Princeton, New Jersey, Bducational Testing Service, 1956,

69E. Wyatt, "Part'I, Tennessee, ! in U.S. Commission oh Civil Rights,

~Civil Rights, U.S.A.--Public Schools, Southern States, U.S. Government

Printing Office, Washington, D. C., 1962, pp. 19-56-
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In earlier grades transfers performed satisfactorily. The same report de-
scribed the status of Negro and white teachers in a Tennessee urban area.
Only L9 per cent of 901 académically qualified Negro teachers passed the
National Teachers' Examination; among white teachers, more than 97 per
cent of 783 qualified teachers passed the test. The Tennessee survey
showed that the academic retardation of the segregated Negro elementary-
school pupil 1s progressive.

The situation in northern Virginia was summarized by’Mearns7O in a
report Wfitten for the U.S. Commission on Civil Rights:

The Negroes themselves have recognized that the achieve-
ment gap exists, but the only obvious reaction among most
Negroes is reluctance to transfer to white schools. The
question is raised as to whether Negroes really obtain a
better education in desegregated schools where they must
compete with better prepared highly motivated white-stu-
dents. Frustration and failure engulf the ill-prepared
Negro pupiliSces. '

Other data indicate that the racial gap in achievement continues to
widen through high school and college. Roberts71 pointed out that less
thaﬁ‘B per cent of Negro graduates of segregated high schools would meet
the standards of non-segregated collegeso‘

Roberts estimated that not more than 10 to 15 per cent of Negro Ameri-
can college youth were capable of execeeding the threshold-level score on

the American Council on Education test that was recommended by thé Presi-

dent's Commission,

08, A, Mearns Jre., "Part IV, Virginia,” In U.S. Commission on Civil
Rights, Civil Rights, U.S.A.-~Public Schools, Southern States, U.S. Govern-
lent Printing Office, Washington, D. C. 1962, p. 182-183.

. 71‘S,. 0. Roberts, "Test Performance in Relation to Ethnic Group and
Sgcial Class,! Mimeographed Report made in 1963 at Fisk University, Nash-
Ville, Tennessee.




Even ih the urban North, where schools are legally integrated, the
education afforded Negroes tends to be inadequate. Deutsch,72 for exam-
ple, found that in time samples of classroom activity from 50 per cent
to 80 per cent of all classroom time in New York elementary schools with
predominantly Negro, lower-class children was devoted to disciplining
and various essentially non-academic tasks. By comparison, only 30 per
cent of classroom time was given over to such activities in elementary
schools attended mainly by white children of roughly similarréconomic
status.

| The foregoing material indicates that when grade-a-year plans of
desegregation are adoﬁted, it is obviously desirable from an.educational
standpoint to begin integration at the lowest grade and work upward.
Howevef9 many southern school systems are on grade-s-year plans of re-
verse order, with integration starting in the twelfth grade and proceed-
ing down.

In summarizing the research and the preceding material, it is cfu—
‘cial to note that where there is a marked discrepancy in the education-
al standards of Negro and white schools or where feelings of inferiority
are acquired by Negro éhildren outside the school, minority-group new-
comers in integrated classrooms are likely to have a low expéctancy of

academic success; consequently, their achievement motivation should be

low. 73

L7

T2y, Deutsch, p. 86.. .

731.‘Katz, p. 290.



Given the prestige and power of the white majority group, rejec-
tion of Negré students by white class'—matesi or teachers should tend to
elicit fear, anger, and humiliation detr;?_méntal to intellectual func-
1-,:‘_011:11’1;;,«.nL When academic failure entails disapproval by significant
others (parent, teachers, and perhaps classmates), low expectancy of
success should elicit emotional responses that are detrimental to per;
formance.

' On the other hand, acceptance of Negroes by white peers and adults

L8

should have a social facilitation effect upon their ability to learn, by

motivating them to adhere to white standards of academic performance; an-

ticipation that high performance will win white approval should éndow
scholastic success with high—incentive value.

Reports on the academic progress of Negro children in desegregated
schools are on the whole inadequate for drawing any conclusicns about
the effects .of‘biracial environments upbn Negro performance, Howew.rer,.
other types of evidence indicate that. any or all of the situational
factors mentioned above may be operative in spécific instances. Re-
search on psychological stress generally supports the assumption that
social thréat' and failure threat are detrimeﬁtal to corﬁplex learning.

Herbert Wey conducted a study -involving many school systems which
had desegregated their schoolse,75 - His study showea that in 1958 many
teachers and principals felt that desegregétion had necessgitated a 1oﬁ—

ering of some academic standards. Evidently this feeling is no longer

Thgaty, p. 291.

75Hefbert Wey, ”De,segreg_ationé-it Works,!" an article in Phi Delta
Kappan, May, 196L, Vol. XLV, No. 8, p. 179.
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present, because in 1963 only two out of forty respondents felt that the

instructional program had been handicapped by the placement of Negroes .in
formerly all-white schools. Administrators énd teachers repeatedly stated
that they had a better instructional program now than they had before de-~
segregation began. The St. Louls school system reported that test results
show phenomenal improvement in the basic skills of students in the cultural-
ly disadvantaged neighborhoods of that city. This is attributed largely to
a reduced pupil-teacher ratio and addéd effort on the part of teachers and
principals.

One serious problem the Negro youngster faces as he attempts to com-
pete with the white sfudent in desegfegated schools is his speech. The
Negro student has a difficuit time communicating because he lacks confi-
dence in his language, and in turn the teacher finds it difficult to un~
derstand him. |

The determination of school people to maintain and raiseracademic
standards in the desegregated schools even though they report they are
meeting the needs of the individual has accentuated the dropout problem.
This problemg although not limited to the Negroes, is greater among them
than among the whites. The less capable Negro student, faced with higher
academic standards and often with little encouragement from home, wants to
dfop out of the integrated schools, especially after. the novelty wears off.
- This problem will grow as schools move closer to complete desegregation.

In any desegregation program, publicity should be kept to a minirﬁum°
One Sﬁperintendent stated emphatically, "Publicity, I feel, invites
beople to choose sides--even people not directly involved." Evidence of

the efficacy of this advice is suggested by the experience in Dade County,

Florida, where virtually complete desegregation of students and faculty
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was achieved without publicity and without incident. Each step of the
desegregatién plan.was taken as a matter of course, gnd newspaper re-
ports were usually of something already accomplished. White parents of
this school system were often surprised when they learned that Negro
children were attending the same school: as their own children. Some of
these parents, although accepting what had already been done, could easi-
ly have become excited and been willing to initiate action if they had
known in advance about desegregation plans.

One superintendent suggested that school men not allow the press
to exaggerate small incidents. A fight between a white bd& and a Negro
boy should be treated just the same as a fight between two white boys
or two Negro boys. An elementary teacher in his system said that the
most important piece of advice she could give would be not to begin a
desegregation program by'assigning a single Negro student to a clasg-
room with all white students. She felt that two or more Negro students
in a classroom help ease the adjustment, not only for the Negro students
but for the white students.

A St. Louls teacher offered the following advice:

Dont! Blow this situation up out of proportion--do
not assume that a completely new and different kind
of situation is going to confront you. You are not

going to face the unknown. You will still be work-
ing with living, breathing human beings-~child size.

76
White leaders in the Deep South still say that most Negroes are not
interested in desegregation and, if left alone would be quite happy. If

it were ever true, it definitely isn't so.now. Now that national leaders

of both races take the stand for desegregation and since news media have
\

?6wey: b. 93 o
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been filled with information on the subject, Negroes in the South, both
at the highesﬂ and lowest cultural level, strongly desire desegregation.
Of course it is true that if the Negro is approached by a southern lead-
'er, he will readily reply that he is happy with his own school. However,
when given a chance to express his opinion without having his name revesl-
ed, his snswer is quite different.

A symmary of this study results in this one valuable conclusion:
The extent of community upheaval when desegregation
comes will be determined by the attitude of the lead-
ers pf the community and in the state as a whole. De~
segregation? It works, say the people who furnished
much of the information for this report. But whether
it can be made to work in areas of determined resistance
is yet to be decided,””
In the Brown case, the United States Supreme Court placed the re-
sponsibility of integrating the school squarely on the hands of the

local school authorities:

School authorities have the primary responsibility for
elucidating, assessing, and solving the varied local
school problems, which may require solution in fully
implementing the governing constitutional principles.
The courts will have to consider whether the action of
school authorities constitutes good faith implemegta— :
tion of the governing constitutional principles.7 ‘

The remaining part of this chapter will be devoted to a summary of
the attempts made by various local school districts in implementing plans
of racial integration. Each of these attempts reflects a different ap-

broach to the problem. Even as this paper is written, many large- and

- medium-sized school districts are attécking the problem with vigor. It

will be interesting to observe these efforts in the future and assess the

Communities' responses to such efforts.

e ——— —

77Wey, p. 95,

83,7 U.s. 183, L97.
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e 1 B Evanston, Illinois

N i C ' The city of Evanston, a middle-class Chicago suburb, will integrate

} its schools, now 22 per cent Negro, by changihg district boundaries and

converting one formérly all-Negro institution into a lasboratory school.
The integration plan, adopted by the Evanston Board of Education in

November, 1966, is a consequence of two years of community study and de-

bate. Its detaiis were developed on the basis of population_patterns

and other data processed through a computer programed to develop maximum

integration'with a minimum disruption of neighborhood school patterns.
The major ingredient, however, was a continuing series of community meet-
ings and public hearings to enlist the support of citizens and to accom-
modate their views. The plan was fully implemented in September, 19673

in the meantime, the school system is planning summer seminars for

teachers who have never worked in intégrated schools and a "buddy system
for students and parents of students who will be transferred to new

schools in September."”

Boston, Massachusetts

Two independent community organizations, neither of them associated

- with the Boston School Committee, are now busing children out of the

~city's ghetto schools. The Metropolitan Council‘for Educational Oppor-
tunities (METCO) is operating a program that takes 220 inner-city child-
ren to schools in seven suburbs, among them thé most prestigious systems
in the area. METCO, financed by grants from the Federal Govermnment and
the Carnegie Corpofation, is directed by representatives of Negro organ-

izations, members of the suburban school systems involved in the program,

and a number of independent individuals from the Boston area.
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The other busing program,'OperatiQn Exodus, also grew out of the
bitter desegregation struggies in the Boston system, but unlike METCO, -
it operates entirely within the city. In the fall of 1965, after the
Boston School Committee refused to bus Negro children from overcrowded
ghetto schools to schools in white neighborhoods that had extra space,

a group of Negro parents, taking advantage of an open enrollment policy,
organized its own busing and tutoring project. Financed by individual
gifts from suburban residents, ghetto Negroes, and funds raised at chari-
ty concerts and dances, Exodus in 1965-1966 transported approximately
four hundred children each day. This year, with some support from the
Ford Foundation and at least tentative prospect of federal assistance,
Exodus is busing close to nine hundféd children to twenty-five Boston

elementary and junior high schools.

Hartford, Connecticut

Some 265 deprived children in the city of Hartford are being bused
to five Hartford suburbs--West Hartford, Simsﬁury,~South Windsor, Man-
chester, and Farmingtoh——in an.experiment designed to determine whether
integrated classes and extra services will upgrade the level of education

of such students. In West Hartford, the experiment was further refined

to learn whether integration alone, without extra services, will raise

¢lassroom performance.- Some of thé children being bused to West Hart-

ford are in classes with extrs teachers and teacher aides; some are not..
The performance of these two groups will be compared with that of two
Similar control groups in the core city schools. This experiment, fi-
nanéed.by state and federai funds, may determine, according to West Hart-
S Superintendent of Schools Charles 0. Richter "whether it is money

or mixing that will make the difference for deprived youngsters from the

entral city.
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White Plains, New York

A model school's racial balance plan in effect here for three years
has produced small but measurable academic gains for Negro‘pupils while
neither harming nor driving away any of the white pupils; The White
Plains Board of Education which in 196l made this the first city in
the country to set minimum-maximum racial quoﬁas for all its schools,
said in a news report:

1.  Negro pupils who entered grade one after integration performed
"slightly" better by grade three than did a comparable group of Negroes
béfore integration.

2. Negro pupils who were in grade three when integration started as
a group have not surpassed the performance of their pre-integration pre-
decessors. But some of them, fhough‘still below grade level, have closed
the gap.

3. White pupils who have attended racially mixed schcols for grades
three through five have performéd af least as well as a comparable group
of white pupils in mostly-white schools before 1964,

The febort was based on scores from the Stanford Achievement Test
given to selectéd groups éf white and Negro elementary school pupils
before and after the racial balance plan was effected.
| The plan requires all schools to have an enrollment that is at least
10 per cent bﬁt no more than 30 per'cent Negro. Most éeriously involved
Were thé city'smelementary schools. As a whole, the 8,700;pupil system
1s 18.6 per cent Negro.

- The board report made no secret of the fact that Negro pupils as a

group still generally lag behind white phpils, But the achievement gap

for at least some Negroes was narrowed through integration, the report said.
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Evidence for the report's conclusions included these findiﬁgs:

1. The median perbentiie rankings on three parts of the four-part
Stanford test for post-integration Negro first-graders were five to fif-
teen points higher than for prePintegration Negroes. On the fourth part
of the test, the median scores were identical for both groups.

2. Of the Negro pupil group that has moved from grade three to five
in integrated schools, U5 per cent achieved two or more years of academic
progress in those two years; before integration, only 25 per cent of the
post-integration group made less than 1,5 years' progress as opposed to
33 per cent before integration.

3. The white pupils who have moved from grade three to grade five
since 196l performed as well as or better than their pre-integration
counterparts on threebof the four Stanford tests.

Questionnaires received from parents and teachers indicated no massive
opposition to the integration effort which introduced busing.

Of teachers who responded on unsigned forms, only 12.L per cent said
the effort is "all negatiVe;” the largest group--L5.2 per cent--indicated
mixed feelings by saying the program had both advantages and drawbacks.

The b&afd found that integration did not drive white pupils to pri-
vate and parochial schools,

At the preseht time the most potent weapon available to force school
districts to implement.plans of integrgtion apparently is the withholding
of Federal funds under NDEA of 1958, ESEA of 1965, or the Civil Rights
Act of 196L. Six million dollars Was withheld from Springfield, Massachu-

Setts, and a similar amount was withheld from Chicago temporarily until such

time that the school boards reshgped plans to integrate the schools.
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In Oklahoma City and Minheapolis, open enrollment policies were

established for the expressed purpose‘of integrating_the schools. How-
ever, the number of non-white students taking advantage of this policy
was considerably lower than expected,: In Providence, Rhode Island,
Negro parents, who for a month kept oﬂe hundred pupils in-"freedom schools?”
to protest a racial balance plan that cost them a neighborhood school,
ended theilr boycotthin October, 1967. The neighborhood school‘reopened'in

January, 1968. James Redmond, superintendent of the Chicago schools, has

proposed a massive busing plan to begin in February, 1968, which was not
accepted by the Board of Education. Pittsburgh schools are planning ed-
ucational park compléxes. There will be five super high schools replac-

ing the present twenty-three. San Mateo, California, has begun a cross-

busing program. Apprbximatély three hundred white and non-white students

are involved.

School districts are employing three approaches in reacting to the
195h;Supremé Court ruling, compliance, tokenism, andvdefiance. ‘Princé
‘Edward County, Virginia, used every means available to avoid compliance,
even closing the public échools. The case remained active in the courts
through the entire ten years, and at the end of the period was once again
before the Supreme Court. Clarendon County, South Carclina, continued to
operate segregated schools as before.!? |

The penalty for racial discriminaticn in federally—aidedlschool dis-
tricts is loss of federal assistance, according to Title VI of the Civil
Rights Act of 196l. The Office of Equal Educational Opportunity in the
USOE was established to administer that part of‘the law in federally-fi-

Nanced educational programs.

e .

79

Jim Leeson, "The First Ten Years," Phi Delta Kappan, May, 1964, Vol.

XT_,V, No. 83 P. 126.
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By September 10, 1965, Title VI was having a profound impact upon

segregation in the South. More desegregation existed than in all the -

eleven years since the Supreme Court declared segregation unconstitution-
al.80

While preparing Equality of Educationalngpportunity;81 Coleman dis-
covered that a pupil's achievement is‘indeed strongly related to the ed-
ucational backgroundé and aspirations of other students in hié school°
However, there is an everything-to-gain-and-nothing-to-lose factor. The
achievement of a white pupil with strong educational motivation will not
be reduced even if he is surrounded by schoolmates Whose socilo-economic
background is sharply'diffefent from his own. .HowéQér, a Negro pupil will
increase his achievement if placed with schoolmates whose background stimu-
lates them to high performéhée. In other words, the report was a powerful
argument for integration as opposed to tﬁe theory of 'separate but equal’
schools which, ironically, is now being backed by Negro radicals aé well
as white conservatives.

Inasmuch as one aspect of this study concerns itself with the atti-
tudes of teachers and laymen in the community, a search was made for rele-
vant literature and research in these areas. W‘ei'nberg,82 in an article
entitled “Ci%il Rights and the Schoolmen,” made somé statements regarding
pﬁblic opinion abdut school integration.

Nationally, white-Americans are increasingly receptive to the modifi-

cation of segregation. Recent reports have been prepared by sociologist

——

8oLeeson, p. 126.-

8lColeman, p. 21,

82Weinberg, p. 162.
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Herbert Hyman of Columbia University and by psychologist and sociologist

Bruno‘Bettelheim.and Morris Janowitz of the University of Chicago.

A Gallup Poll of June, 1963, reported that a majority of white parents
in the North would hot object to sending their children to a school in
which as many as half the children were colored. In September, 1963, a
Harris poll for Newsweek reported that over 70 per cent of the white
population did not cbject to integrated schools; three-fourths of all

whites, including 57 per cent Southern whites, regarded integrated schools

as inevitable.S3
\ ‘ | .

In modification of these findings one should keep in mind a 1961 ob-
o '
I :

servation by the Michigan Advisory Committee to the U.S. Commission on
[

Civil Rights:
[
1o

It...seems not improbable that the majority of white
: parents in Michigan would prefer segregation, but not
: at the cost of pub
ol
R

%ﬁc disturbances or public confes~-
- sion of prejudice.
A

In certain localities educators have defended their
inaction by pointing to anti-integrationist senti-
. ment among the white population.  Federal Judge Joseph
\ b C. Zavatt, in the Manhasset case, criticized the
\ ‘ * school board's references to "community preferences™
| as a reason for inaction. %It is the board,! wrote
a Judge Zavatt, '"not the electors, who must determine
i when, if ever, these policies should be modified."
I

Although newspaper policies vary with the locality, most newspapers
, + support the anti-integration, tokenist, or gradualist position. In the
‘ i _ revolution for equality, probably not a single large-city newspaper is a

consistent supporter of the integrationist.

—

83P°‘Brink and W. Harris, Negro Revolution in America, New York, Harper,
1965, p. 151. '

8LLUnited States Commission on Civil Rights, The 50 States Report, Wash-

ington, D. C., United States Government Printing Office, 1901, p. 207.




59

Things are-ofteﬁ mdre‘complicated than they seem. But it is just
as true, if not as frequent, that things afe at times simpler than they
seem. At a recent symposium in Chicago on "Integration and Educatiéng"
integration conéultaht»Doctor'Max Wolff was asked how integrationists
should counter-organize against parent and taxpayer groups which take an
antagonistic position on specific integration proposals put forward by
the New York City Board of Education. "Don't bother,® was his answer.
These groups, he said, always attack specifié integration plans while pro-
testing their devotion to the general goal of integration. They were
caught in what Gunner Myradal once dubbed the American Dilemma. They be-
lieved in the ideal of equality of opportunity but were fearful of its
application. Wolff is confident that such groups do hot have any workable
alternatives. Civil rights groups have the responsibility to organize all
the more effectively and to support any school board which is willing to

carry out a specific integration plan.85

T ————

85Weinberg, p. 165,
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CHAPTER ITI

METHODOLOGY AND DESIGN
OF RESEARCH

This chapter will be an outline of the research design and statisti-
cal measures used in attempting to find some answers to the basic ques-
tions raised in this study. The chapter will be divided into two basic
parts} ihe firét part being an analysis of standardized test data and
fhe second part being a treatment of the two attitude inventory surveys.

In the section dealing with the analysis of standardized test data,
the two basic areas being considered are achievement test scores and intel-
ligence test scores. The achievement test data will include these test
items: ‘

1. overall achievement

2. reading vocabulary

3. reading comprehension

. arithmetic reasoning

5. arithmetic fundamentals

6. mechanics of English .

T+ -~spelling

Comparisons of growth in achievement test scores in these seven areas
reflecting_academic progress in segregated and integrated échool settings
will be made. The rationale behind this all-inclusive approach is rather
obvious. It is conceivable that no significant increases will be noted in
Overall achievement, but significant changes may appear in isolated tests

reflecting increases or decreases in verbal or non-verbal aspects of aca-

demic achievement.
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Inasmuch as this thesis is a descriptive study, no attempt will be
made to formulate a formal hypothesis to be tested with a specific level
of significance. Rather, some basic questioné will be raised with the
anticipation that the analysis of the standardized test data will reveal
some answers to those questions. A list of these questions is offered
below with this writer being fully aware that such a list is certainly
not all-inclusive and that the analysis éf the data could well reveal
additional information.

1. Will there be noticeable differences or trends in the increases
- in standardized achievement test scores for Negro pupils after one yéar
of racial integration in the Urbané eleﬁentary schools when compared with
the increases on identical tests the year prior to integration?

2o ‘Wiil there be noticeable differences or trends in the increases
in standardizedkachievement test scores for white pupils after one year
of racial integration in the Urbana elementary schools when compared with
the increases on identical tests the year prior to integration?

3. If any noticeable increases in standardized achievement test
scores exist are they evident in those areas which are basically verbal
or non-verbal in nature?

L. Do younger or older children in the groups studied benefit more
from a plan of racial integration in terms of academic achievement as
measured by standardized tests?

5. Do boys or girls in the experimental groups benefit more from a

blan of racial integration in terms of academic achievement as measured by

standardized tests?
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The second part of this section dealing with the statistical analysis
of standardized test data involwves changes iﬁ intelligence test scores.

The standardized intelligence tests used in this study include both lan-
guage and non-language scores which inlfurn yield a total intelligence test
séofe° Comparisons will be made only in the total intelligence test score.
The basic questions'raised in this area are as follows:

1. Will there be noticeable differences or trends in standardized
intelligence test scores for Negro pupils after one year of racial inte-
gration in‘the Urbana elementary schools when compared with the scores on
identical tests prior to integration?

2. Will there be noticeable differendes or trends in standardized
intelligence test scoresifor white puplls after cne year of racial inte-
gration in the Urbaﬁa elementary schools when compared with the scores on
identicgl tests prior to integration?

3. Do younger or older childreﬁ in the Urbana schocls benefit more
from a plan of racial jintegration iﬁ terms of intelligence test scores as
measured by standardized tests?

e Do boys or girls in the Urbana schools benefit more from a plan of
racial integration in terms of intelligence test scores as measured by
standardized tests? |

In order to gain some idea as to the pattern of growth which Urbana
elementary students demonstrate. on standardized achievement tests, this
researcher will analyze the scorés of students who were in the fourth,
fifth, and sixth grades in 1963, 196L, and 1965. This analysis will give
Some indication as to the pattern of growth which elementary students demon-

Strate on standardized tests as they advance through the elementary grades

and more background in the interpretation of the data for this study.
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One word of caution must be stated at this time insofar as intelli-
gence test scores are concerned. This precaution must also be considered
a definite limitation of this study. Standardized intelligence tests are
given only in grades one, two, four and six. This limiting factor means
that the number of subjects will be reduced'considerably and also the
intelligence test $core prior to integration could well be two or three
years prior to integration rather than one year. This limitation does
not hold true for achievement tests inasmuch as these are given each year

throughout the elementary grades from grades two through six.

Instrumentation

The California Achievement Test will be utilized in the first por-
tion of the study. The complete battery of tests was administered to all
elementary students in grades two through six in'the Urbana schools in
October, 1965; October, 1966; and October, 1967. The differences in scores
in each area as well as.in total achievement between 1965 and 1966 will be
compared to the differences in scores between 1966 and 1967. The differen-
ces between 1965 and 1966 represent the increase in academic.progress for
the year prior to racial integration, and the differences between 1966 and
1967 will be the increases in achievement after one year of integration.

The 1963 Short-Form of the California Test of Mehtal Maturitj'wili be
the standardized test utilized in comparing intelligence test scores.
This test was administered to all elementary pupils in grades one, two,
four ang Sii, October, 1965, 1966, and 1967. The score in 1965 or 1966
Will be compared to the score received in 1967. - Inasmuch as only two
Scores are available, the t-test Will be utilized to see if there is any

Significant difference between these two scores. The 1965 or 1966 score is

the Pre~-integration score, and the 1967 score is the post-integration score.




6L

Sampling

All elementary students in the Urbana schools who were administered
the standardiéed tests each of the three years will comprise the N. Ap-
proximately 350 students at each grade level, grades three through six,
will be the subjects. This includes all Negro children who have been
bused to the previously allawhité schools, Negro children who remained
in the previous all-Négro schoolg ﬁhite students who were bused to the
previous all-Negro school, and White'students who remained in their all-
whife neighborhood schools. Of the 1336 students involved in this study,
approximately twelve per éent are Negro. Comparisons will be made by

race, grade level, and sex.

Statistiéal Design

.The t-test for matched pairs will be the statistical test used with
each student being his own match. The mean differences in scores of all
students between 1965 and 1966 will be compared with the mean differences
in scores between 1966 and 1967. This compérison will be méde at all
grade levels, by race, gnd by sex. The tabulation of this_data will bé

recorded in tables and reported in the following chapter.

GOMMUNITY.ATTITUDES SURVEY

The second major part of this chapter is concerned with the two atti-

. tudinal aspects of this study, community attitudes and professional staff

attitudes toward racial integration in the Urbana elementary schools. Each
of these will be taken separately and the outline below will be followed
in discussing them. |

1. Development of the iﬁventory

2. Sampling techniques
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3. Design for analysis of results
. The questionnaire, which is included in the appendix, is a set of
nine basic questions which assess the current attitudes of the respondu
eﬁts toward racial integration in the elementary schools. The respond-
“ents were able to respond to eéch question by merely selecting a re-
sponse on a five-point Likertvtype scale., This particular questionnaire,

to this student's knowledge; had never been used previously. It was de-

vised on an arbitrary basis. The questionnaire was administered to a
junior’high school parent group of approximately fifty persons prior to
.the actual sénding of the questionnaires to the subjects used in the
‘studyu This pre—administéring bf the questionnaire gave this researcher
‘some direction and éuidance as to ﬁhich questions were valid and which
ones needed revision.

The juniorihigh parent grqup‘was a representative sample of the
Urbana community. As a result of this feliability frial, three of the
‘nine questions were revised 6r replaced altogether.

The questionnaifes were adminisﬂered by sendiﬁg them in the mail with

a stamped, selfuaddressed‘enveiope enclosed for return purposes. The

questionnaires were coded in order to determine the classification of the

respondent. This codihg was ekplained in a cover letter which accompanied
the questionnaire. These classifications are explained in the following
paragraph,‘

The sampling techniques used in administering this questionnaire were
strictly random. Parents of eiementary school students were selected as
well as non~parents. The questionnaire was directed to the head of the
household, Those selected were relatively stable residents in the communi-
ty. This would eliminate many students at the University of Illinois who

~8re here on a rather temporary basis.
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The basic source of information concerning the,subjects came from

~the school records of their children and from the Urbana City Directory
which is campiied by the Chamber of Commérce.

All possible respondents who were parents of school childrep were
given identification numbers which identified their occupation also., This
was done for both Negro and white parents. A random table was then used
to select the respondents. |

A1l possible respondents who were non-parents of children in school

and who were listed in the Urbané City Directory were also given numbers

to identify their occupation.
The random table was then used to select the final list. A limita-
tion of this aspect of the study could well be suggested at this time. A1l

residents of Urbana are not listed in the Urbana City Directory, although

the Chamber of Commerce reports approximately 90 per cent participation.

The sample was then drawn with an equal number of respondents from

- the parent and non~pafent groups. Six occupations were selected as being

representative of the Urbana community. These six occupatioﬂs, being
represented on both the parent and non-parent groups as well as Negro and
white, are as follows:

1. TUniversity academic personnel

2. Busineés owners. (large and small)

3. Service occupations (clerical, repairmen, custodians, etc.)

L, Industrial management and/or business management

5. Factory workers, laborers, construction workers

6. Independent professionals (doctors, lawyers, dentists, etc.)

A summary of the findings is in Chapter IV.
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TEACHER ATTITUDE SURVEY
When the first year of racial integration was being concluded in the
Urbana schools in May, 1967, an attitude inventory questiomnaire was ad-
ministered to all certificated staff members in the Urbana schools. This
queStionnaireg included in the Appendix, was an adapted version of the

questionnaire administered by James S. Coleman in his study, Equality of

Educati onal Opportunity. “ The‘queStionnaire was administered to classroom

teachers throughout the nation. An attempt was made to delete certain
questions»which this WTiter thought to be irrelevanﬁ to‘this study. Other
questions were modified and adapted.to fit the Urbana situwation. A sum-
mary of the results of this survey is in the next chapter.

In addition to proviaing basic information -concerning the attitudes
of stéff members toward racial integration in the public schools, the
questionnairé also provided much background and baslc information for in-
service training of teachers, One of the strongest recommendations result-
ing from this study is in the area of teacher training and in-service ed-
uéation, The entire aspgct of teacher attitudes is crucial in this monu~-
menﬁal problem of integrating our public séhools. If our educational
programs are to be effective in educating éhildren in integrated school
sebtings, it is vital that teacher attitudes be conducive to this end.

The future for those cities who are faced with this problem will be
determined more by the success of education in human relations by staff
members in the'schools'than'by any other factor. The effort to improve
racial representation in schools, to reducé.de facto segregation, and
to begin extensive programs of compensatory education is only supplement-

&ry to the basic problem of how people with varied characteristics and

backgrounds live and Wbrk‘together in a community. The lessening of racial
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imbalance in school or residental areas, compensatory education, equal
rights and_opportunities,.absence,of discrimination in education, hous-
ing; and employment are important and necessary. However, they are not
sufficient to eliﬁinate frictions and misunderstandings nor to insure
cooperatién in the joint effort of-solVing social and economic problems.
The success of this education in human relations is highly dependent up-
on the attitudes of our professional educators, both administrators and
classroom teachers. Teachers have always been concerned with education
in human relationships. Théy have recognized the need and have endeavored
to instill in their pupils some of the concepts of self-diécipline, coop=
eration, acceptance and toleration of differences, and other democratic
priflciples° 'Such teaching should be an aspect of every modern curriculum.
In order for staff members to teach these values, it is absolutely neces-
sary that they themseives possess these traits. Attention tc the imm
proﬁement of humaﬁ.relationships must pervade every aspect of the educa-
tional program.‘ The school must not only teach the idgals of democracy
but must provide an example of these ideals in practice,

Now that the elementary schools of Urbana are racially integrated,

it is of extreme importance that we provide the enviromment for teachers

to take advantage of the situation and be of utmost effectiveness in
providing equal educational opportunities for all students. In order to

do this, in-service training of teachers is a must in developing favor-

able attitudes.
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CHAPTER IV
SUMMARY AND ANALYSIS OF DATA
Tables I and II, as outlined in Chapter IIT, clearly demonstrate the
findiﬁgs 6f this study. The discussion which follows is centefed cn the
information in the tables. This chapter will be divided into two basic
sections, each section being sub-divided into two parts. This is in keep-

ing with the format of the thesis described in the previous chapter.

STANDARDIZED TESTIDATA

A discussioﬁ of the findings of the pre-integration controi group
must necessarily precede the discussion of the analysis of the standardized.
test data. An analysis was made of:the standardized achievement test
scores for those stﬁdents whb were enrolled in grades four, five and six
in 1963, 196k, and 1965. These students and their scores are not included
in the study per se, but an analysis of these data will give us an indica-
tion as to what the patterns df,change in standardized test scores are
for elementary pupils in Urbana over a three-year period; This three-year
period, which is-in essence a control factor, includes the 1963, 196L, and
1965 years. This period of time is prior to the implementation éf racial
integration. A basié assumption that ﬁust be made is that this group of
Students is comparable to the groups included in the study.

The pattern of change for this control group will be compared to the
Patterns found in analyzing the data for those groups actually involved in

the Study. This analysis should demonstrate whether greater growth in

- Standardized test performance is more evident in younger or older students.
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That is to ssy, do students show more growth between grades two and three
than they do between grades three and four? This same question could be
" raised extending through grade.seven.

Table T . 1is:a. summary of the daté,for this control group.

The data in Table,Ifdemonstfaté " that there is a decrease in the
amount of growth that students exhibit‘on standardized achievement test
scores as they advance in the elementary school. In all of the subject
areas except spelling, the increase between the 196l and 1965 scores is
not as great as the increase between the 1963 and 196l scores. However,
the only area which has a significant difference at the 5 per‘Eént level
is-reading compréhension, which exhibited a tremendous drop from 1.22 to
-TLl. These figures are expresséd‘in grade-level equivalents. . This de-
crease of almost one-half year does not appear in the expérimental group
in reading compreﬁension.

This pattern of a decreasing rate of advancement on achievement test
scores 1s quite similar to that shown by the pre- and post-integration
experimental groups. When these groups are matched with themselves, the

© gain achieved in the post-integration year is definitely smaller than the
gain achieved in the pre-integration year. This loss is explained by
showing the 1963 to 1965 control-group pattern.
| Howeﬁer, if the performance of the experimentai group is combared with
another group's. performmance the previous year at the same grade level, we
find very few differences;_ In other words, the mean scores on standardized
achievement tests of one group of students at a specific grade level will
be quite similar to the mean achiévement test scores of ény'other group at

that same grade level, whether pre-integration or post-integration.. This.

Comparison will be discussed more fully later in this chapter.




STANDARDIZED ACHTEVEMENT MEAN TEST SCORES

Pre-Integration Sample
Grade (as of Sept., 1967) 8

Reading : Reading Arithmetic

7 Vocabulary Comprehension Reasoning

Sub- Gain Gainx* Gain Gain Gain - Gain 7 :
Group N 1 2  Difference 1 2 Difference 1 2  Difference
Boys Lo 1.13 1.10 - .03 1.16 .71 - L5 86 .75 - .11
Girls 37 1.9 1.2 - .07 1.28 .77 - .51 88 .77 - .11
Negro 12 1.08 1.06 - 02 1Ak .72 - e <) TR (S V1
White 65 1.18 1.13 - .05  1.25 .75 - .50 .88 .78 - .10
Negro Boys 7  1.09 1.07 - .02 1.12 .71 - .l Bl W72 - .12
Negro Girls 5 1.07 1.04 - .03 1.16 .73 .- .L3 .83 .68 - .15
White Boys 33 1.17 1.11 _ - .06  1.21 .80 - .l1 By 71 - .13
White Girls 32 1.19 1.15 - 0L 1.29 .70 - .59 .92 .85 - .07

%Gain 1 denotes difference between September, 1963 score and September, 196l score.
Gain 2 denotes difference between September, 196l score and.September, 1965 score.

T.




TABLE I  (Continued) : _ B
Arithmetic | Language ' Total
Fundamentals Mechanics Spelling - Ach. A
Sub- - - Gain Gain : Gain Gain Gain Gain Gain Gain Differ-

. Group 1 2 Difference 1 2 Difference 1 2 Difference 1 2 ence
Boys 1.01 .87 - .1 1.09 _.90 - .19 .79 1.25 + 16 O 8T - .07
Girls o 1.07 .79 - .28 L.27 .9k - .33 67 109 ¢ .52 1.08 .97 - .11 A
Negro .98 .85 - .13 1.09 .8 - .25 81 1.k o+ .33 99 .86 - .13
White 1.06 .82 - .2k 1.21 .9k - .27 .69 1.2k + .55  1.02 .93 - .09
Negro Boys .92 .86 - .06 1.l .86 - .28 .86 1.31 .5 .96 .83 - .13
Negro Girls. 1.05 .84 .21 1.0 .81 - .23 .75 1.1k +.39 1.02 .89 - .13
White Boys 1.0 .86 - .18 1.k .95 -A.19 .7h 1.28 + 5l .95 .89 - .06
White Girls 1.8 .78 - .30 1.28 .93 - .3 .6k 1.6 +.52  1.09 .97 - .12

2L
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Tables IT and ITIT, sections A through D, summarize the data for the

experimental group which includes those students who were in grades one,
two, three, four in 1965; grades two, three, four, five in 1966; aﬁd in
grades three, four, five, six in 1967. Only those students who were en-
rolled all three years and Wére adninistered the standardized tests are in-
cluded. TInasmuch as the first graders are not given standardized achieve-

ment tests, that group will be excluded in the data that is given.

A second note of vital impoftance cohcerns the standardized intelli-
gence test scores.  These were administered only in grades one, two, four
and give during the 1965-1967 time.span. This, of course, means that
scores are not available for all three years. In order to compehséte for
this loss of so many subjects, the following plan was put in effect. The
students who were administered the standardized intelligence test in 1967

comprise the N for this aspect of the study; That 1967 score was then

paired with a previous score on a test which was administered in either
1965 or 1966. If a score was available for 1966, this was used. If a
1966 score was unavailable, the 1965 score was used as s comparison. With

only two_scores available, the t-test was utilized to determine if any

significant difference existed between the two mean scores.

ACHTEVEMENT TEST FINDINGS
As pointed-out previously, the achievement gains for all sub~groups
for the 1966-1967 year were not as great as the gains for the 1965-1966
year. That this was rathér a normal occurrence for students in the ele-
- Mentary school was also demonstrated. That is to say, the gains made on
'Standardiéed achievement tests decrease as the students advance in the grade

Llevels, The following discussion will centerson specific areas of the tests.




TABLE TITA

STANDARDIZED ACHIEVEMENT MEAN TEST SCORES

Pre~ and Post-Integration Group

Grade (as of Sept., 1967) L

#Gain 1 denotes
Gain 2 denotes

difference between 1965 score and 1966 score.
difference between 1966 score and 1967 score.’

Reading Reading Arithmetlic
Vocabulary Comprehension . - Reasoning
Sub- Gain Gain Gain Gain Gain - Gain A
Qroup N 1 2 Difference 1 2 Difference 1 2 = Difference
Boys 168 1.09 .95 - .14 1.7 .9 - .21 1.k 1.3% = .10
Girls 1B 157 .97 - .60 12 1.23 - .19 71.57 1.25 - .32
Negro 12 1.29 .69 -..60 1.07 .78 ~ .29 1.60A71f181 - J2
White 307 1.43 .95 - 08  1.51 1.23 - .28 1.47 1.30 ~ .17
Negro Boys 7 1.07 .66 -1 .99 .78 - .21 1.51 1.15 - .36
Negro Girls 5 1.36 .73 - 63 1. .79 - .35 1.69 1.22 =~ .7
White Boys 161 1.12 .93 - .19 1.3h 1.01 - .33 1.k2 1.35 - .07
White Girls 146 1.73 .98 - .75 1.69 1.2 - .27 1.5&7-1.26 - .28
Totals 319

A




TABLE TTA (Continued)

Arithmetic , Language R Total
Fundamentals _ Mechanics - . Spelling:- Ach.
Sub- Gain Gain Gain Gain Gain Gain © - Gain Gain Differ-
Group 1 2 Difference 1. 2 Difference 1 2 Difference 1 2 ence
Boys 1.39 1.17 - .22 1.30 .13 - .57 1.30 1.15 - .15 1.25 1.02 - .23
Girls 1.36 1.01 - .35 1.50 .98 - .52 1.15 1.20 + .05 1.52 1.16 - .36
Negro 1.22 1.46 + .2l 1.36 .39 -~ .97 .82 1.85 #1.03 1.29 1.02 - 27
White 1.0 1.02 - .38 1.2 .92 - .50  1.29 1.15 = Wb 1.3 1.12 - .3
¥ . ° B
Negro Boys 1.29 1.47 + .18 1.0y .29 - .75 .81 1.82 +1,01 1.13 1.96 + .83
Negro Girls 1.13 1.43 +# .30 1.51 .50 -1.01 .83 1.90 #1.07 1.&6 1.09 - .37
White Boys 1.3 1.3 - .30 1.3k .79 - .55  1.35 1.1k - .21 1.29 1.0k - .28 i
White Girls 1.39 .97 - A2 1.50 1.05 - 5 1.22 1.15 - .07 1.57 1.19 - .38

Sl




STANDARDIZED ACHTEVEMENT MEAN TEST SCORES

i
i
)
|

TABLE ITIB

Pre~ aﬁd'Poét-Ihtégration Group
Grade (as of Sept., 1967) &

Reading Reading Arithmetic

Vocabulary . Comprehension Reasoning
Sub- Gain - Gain Gain Gain Gain Gain
Group - N 1 2  Difference. 1 2 Difference 1~ 2 Difference
Boys . 155 .89 1.09 # .20  1.27 1.0 - .23  1.08 .68 - .0
Girls . 179 .93 1.20  # .27  1.09 1.12  + .03  1.Lhk .76 - .68
Negro 1\l9 .25 1.28 +1.03 .89 .98 ¥ .09 1.06 .80 - 26
White 315° .99 1.08 + .09  1.20 1.12 - .08  1.33 .70 - .63
Negro Boys 8 .2 1.11 + .87 .89 .95 + .06 .78 .70 - .08
Negro Girls 11 .26 -1.LkL +1.18 89 .99 + ,10 1.33 .90 - U3
White Boys 147 .93 1.06 + .13 1.29 1.07 - 22 1.17 N - .50
White Girls 168 1.05 1.10 ¥ .OSI 1.13 1.48 .13 - .75

Totals 33}

*Gain 1 denotes difference between 1965 score
Gain 2 denotes difference between 1966 score

1.17 + .0h

and 1966 score.
and 1967 score.

9L




TABLE ITB (Continued)

Arithmetic Language o o : Total

Fundamentals Mechanics , Spelling Ach.”

Sub- Gain Gain Gain Gain Gain Gain Gain Gain Differ-
Group 1 2 Difference 1 2 Difference 1 2 Difference 1 2 ence

Boys 1.10 .69 ~ 01 1.00 .99 - .0l  1.13 .97 -.16 .99 .90 - .09
Girls 98 .67 S el 1.2 - .12 1.2k 1.06 - .18  1.20 1.02 - .18
Negro ©1.09 A8 - .61 1.25 .85 - .40 1.00 1.88  #.57 .94 .97  + .03
White . 1;03 72 - .31 1.09 1.11 . 02 1.23 '192 - .31 '1.13E '.95" - .18
Negro Boys 1.16 .52 S 6L 1.05 .78 - .27 1.05 1.8+ U3 B89 91+ .02
Negro Girls 1.00 .45 - .56 1.5 .92 - .53 97 1.68  + 1 .99 1.03  + .0k
White Boys 1.09 .7l - .35 .98 1.02 + ;oh | 1.16 .87 - .29 1.00 .90 - .11
White Girls 97 .70 - .27  1.21 1.21 0 1.28 .9 - .32 124 1.00 - .23

LL




STANDARDIZED ACHIEVEMENT MEAN TEST SCORES

TABLE ITC -

Grade (as of Sept., 1967) 6

. Pre-;and Post-Integration Group

Reading Reading Arithmetic
Vocabulary . Comprehension Reasoning
Sub- Gain Gain¥ Gain Gain- ‘Gain Gain
. Group N 1 2 Difference 1 2  Difference 1 2 - Difference
Boys 169 7L 1.01 + .27 .98 f987 0 .70 490 ¥ ,20
Girls 152 .93 1.26  + .33  1.02 1.02 0 .81 .93+ .08
Negro 23 .70 .57 - .13 83 43 -0 65 5 - .20
White 298 .87 1.32 + L5 1.04 1.11 + .07 7 .99 + .22
- Negro Boys 11 .6k  .L8 - .16 - .83 .o IR .59 3 = .16
Negro Girls 12 .76 .62 - 1L .84 .18 - .36 .70 .18 - 22
‘White Boys 158 L7 1.28 + .51 1.01' 1.08 ¥+ LO7 ;73 .97 + 2l
White Girls 140 .96 1.35 + .39  1.08 + .05 .83 1.00 + .17

Totals 321

1.13°

%Gain 1 denotes difference between 1965 score and 1966 score.
Gain 2 denotes difference between 1966 score and 1967 score.

8l




_ TABLE ITC (Continued)

Arithmetic . Language - . Total g

Fundamentals -~ Mechanics Spelling Ach.
Sub- Gain Gain : Gain Gain Gain Gain Gain Gain Differ-
Group 1 2 Difference 1 2 Difference i 2 Difference 1 2  ence

" Boys | 98 .89 -.09 .96 .72 -.2h .92 .97+ .05 .86 .93 o+ .07

Girls .89 .79 _ .10 1.20 1.01 - .19 .93 .87 - .06 .90 1.02  # .12
Negro L W70 #.16 1.06 .22 - .84 1.00 .23 - .77 .80 .53 - .27
White .99 W88 0 - 11 1.09 .95 - .4k .89 1.01 + .12 .90 1.0h + .1h-
Negro Boys . .57 .68 s 21 .89 .21 - .68 1.03 ;23 - .80 g7 .50 - .27
Negro Girls BS1 0 LT2 +,21 1.2 .23 -1.01 98 .2 - 7)4 By .55 - .29
White Boys 1.05 .95 - .10 | .98 Q§9  -.19 . .88 1.05 + .18 .88 .99 511
White Girls 9L .82 - 12 1.20 1.13 - .07 91 .9k + .03 92 1.10  + .18

6L
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Some general findings show that girls in the elementary schools not
only Score well above‘the boys, bﬁt‘they also show greater increases each
year than do the boys, The areas of arithmetic computation aﬁa spelling
to some extent reverse that trend. This is not surprising inasmuch as
other studies also show this same pattern.

Anothér general finding shows that white students score higher on
the standardized tests than do Negro students. However, the scores taken
after integration show that the Negro students have dropped farther Ee-
hind. The white students had aﬁ'increase in totai achievement of 1,15
yearé from 1965 to 1966, and this figure decreased to 1.03 fromvl966 to
1967. The Negro students had an increase of .96 years from 1965 to 1966
and this decre;sed to .78 year. This decrease was almost 19 per cent as
compared with a 10 per cent decrease for the whites. The Negroes increaéed
in reading‘vocabuiary'from +67 to .8L and in spelling from .96_to 1.08.,
The white students increased only in reading vocabulary from 1.09 to 1.11

years.

The Negro students showed dramatié decreases in reading comprehension

from .90 to .70; arithmetic reasoning dropped from 1.00 to «7hs arithmetic

fundamentals showad less‘decrease, from .88 to «79; language mechanics
showed a drop from 1.19 to .h8.‘ This high percentage decrease accounts
- for a large portion of the drop in the tétal achievement.

The white studentsvshqwed decreases in reading comprehension from 1.25
to 1.1L; arithmetic reasoning from 1,19 to .99; arithmetic computation from
1.11 o 873 language mechanics from 1.19 to .99; and spelling from 1.13
to 1.02,

Negro students who were in grades three, four, five during the 1965~

1967 years showed a greater increase in total achievement after integration
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© than they demonstrated the year prior to integration. This increase was
from .94 to .97. .All other groups followed the pattern of decreasing rates
of achievement gains. |

The group of  white students in grades four, five, six during this
same three-year period showed an_increase in total achievement from .90
to 1.0 years. All other groups of white students showed a decrease the
year after integratiqn.

‘The Negro students in grades, two, threé, four showed an increase in
gains in 1967 in arithmetic computation and spelling; In arithmetic compu~
tation,‘the prewihtegration gain was 1.21, and the post-integration gain
was 1.45, In spelling the gain increased from .82 to 1.85, a tremendous
change. Nevertheless, due to decreases in the other areas, the total for
this group was .26 less gain after integration than before integration.

The white students in this same age épan of three years showed a decrease
frbmiimhl to..915 a net loss of ;h9. The white group showed no increase
in gains in‘any subject.

| Negro studenté in grades three through fiﬁe showed an increase in
gains in total achievement from-.?h to ;97;" Increases were also shown in
reading %ocabuléry and comprehension as well as spelling. In comparison,
the white students in grades three through five showed a difference be-
tween gain 1 and gain 2 of ,17.“ This means that the post-integration gains
Wwere less than the pre-integration gains. Slight increases were registered
in reading vocabulary and language mechanics.

In looking at Table IT C, we can compare the Negro and white students
Who were in grades, four, five, six during the 1965-1967 years. The Negroes
~showed a decrease in gain in total achievement, dropping from .80 to .52

With a gain made only in arithmetic computation, from .5L to .70. It has
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been noted earlier that the group of white students in these three grades

had an increase in gain 2 over gain 1. This increase was from .90 to.l.Oh
with increases in reading ﬁocabulary and comprehension, ariﬁhmetic reason-
ing, and spelling.

The data for the standardiged achievement test scores indicate one

group of Negro students and one group of white students did not follow
the pattern of}decreasing rates of growth as the students advanced to high-
er grade levels. All oﬁher groups were quite similar to the control group
for the 1963-1965 pre-integration years. The control group showed a de-
crease of -09 between the 1963-196L scores and the 196L-1965 scores, where-
as thé.total experimental group, including all sub-groups, showed a differ-
ence:of 12, Thié .03 difference is negligible in terms of being signifi-
cant. The total Negro group showed a difference of .16, and the total
white group showed a difference of .11. Boys showed a difference of .15,
and girls showed a difference of .09. The control groups showed almost

identical figures.

At the 5 per cent level of signi£i¢ance no differences existed between

the gains made in standardized achievement test scores the year prior to

integration when comparséd, with the scores one year after integration.
This is particularly. true in light of the findings of the control group for

the three pre-integration years, 1963-1965»

STANDARDIZED INTELLIGENCE TESTS

In analyzing the standardized intelligence test scores for elementary
Students in Urbana during the 1965, 1966, and 1967 school years, it is even

More apparent that the sdores were less affected by the implementation of

‘Tacial integration in 1966 then were the standardized achievement test
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scores. It has also been pointed out that few students had scores for

each of the three years. Thus, it was impossible to compare gain 1 with :
gain 2 in the manner that achievement test scores were compared.  It has
also been explained that either a 1965 or a\1966‘sc§re was used as a pre-
integration measure,-and this score was then compared with the 1967 score.

- The fabular results of this comparison are shown in Tables III, A througth.‘

The discussion which follows is a summary of this data.

The Negro stﬁdents in grades onelthrough three during 1965-1967 in-
creésed their mean intelligenée test score from 102.3 to'105.7; The white
students increésed‘their mean‘score from 113.0 to 11L.8. ‘

In comparing‘Negro'students‘withfwhite_students in grades two, three,
and four, we £ind the Negroeé'lﬂean.écore increased from 102.5 to 10L.3.

The mean sdbre of the white students remained at 1i3.8.‘

For grades three, four, and five we find the mean score for the Negro

students increased from 105.0 to 106,5, and the white students' mean score
decreased from 115.3 to 11&.8.

{ . In looking at the table for grades four, five, and six, we find that

the Negroes' méan.SCOre decreased from 104.0 to 102.5,‘and the whites' mean
score\dvopped'from 114.3 to 112,3. |

Some geﬁeral findings whiéh éan be gleaned from the data are summaa
rized as follows:

1.' Girls at the elementary 1evel“achieved higher scores on standard-
“?Zed intelligénce tests thah‘do des;. This was true for béth Négroeg and
whites. |

2. White sfudents had scores on standardized intelligence tests which
arg approx;mately fen points highef‘than Negroes had;u This was true at all

grade levels in the elemehtafy schools in Urbana.




TABLE IITA

STANDARDIZED INTELLIGENCE MEAN TEST SCORES

Pre- and Post-Integration Group

" Grade (as of Sept., 1967) 3

Total Intelligence Score . = .

.r;;b;GfOup N 1965 or 1966 Score 1967 Score . _Difference
.Boys ) 101 ‘ 7iQ7.68 T : ‘166.961'A”'> - .72A
Girls 9% 112.74 1113.25 + .51
Negro 10 102,30 102.78 + 18
White 187 113.08 114.85 +1.77

" Negro Boys 5 98.36 99.42 +1.06
White Boys 96 110.02 109.L48 ~ .5L
Negro Girls 5 106.33 106.1h - .19
White Girls 91 116.2), 116.86 + '.62
Totals 197




TABLE TIIB

STANDARDIZED INTELLIGENCE MEAN TEST SCORES
' Pre- and Post-Integration Group
Grade. (as 6f5Sept.,: 1967) )

1965 or 1966 Score

Tdial Ihtelligence Score

Sub-Group N 1967 score Difference
Boys 51 105.06 106.31 +1.25
Girls 5 116.88 115.96 92
Negro | -8 102.50 104.43 +1.93
White 9% 113.86 113.82 + 0L
Negro Boys 5 98.62 99.50 o+ ;88
White Boys 46 107.98 107.62 - .36
Negro Girls 3 105.87 108.38 +2.u§
White Girls 49 120.48 121.0} + .56
Totals 103

58




TABLE TIIC

STANDARDIZED INTELLIGENCE MEAN TEST SCORES

~ Pre~ and‘Pgételntegratiqn Group
Grade (as of Sept., 1967) 5

Total Intelligence Score

.Sub~-Group N 1965 or 1966 Score 1967 Score Difference
Boys 97 107.36 107.10 . .26
Girls 111 117.75 117.62 - .13
Negro 1h 105.00 106.50 i #+1.50
White 194 115.35 11L.88 - b7
Negro Boys 6 101,67 102.36 + 69
White Boys 91 109.87 109.}42 - .45
Negro Girls 8 109.46 110.81 £1.35
White Girls 103 121.41 120.96 - 5
Totals 208




STANDARDIZED- INTELLTGENCE MEAN TEST SCORES

Pre-~ and Post-Integration Group
Grade (as of Sept., 1967) 6

Total Inteliigence Score

Sub-Group N 1965 or 1966 Score 1967 Score Difference
Boys 36 106.78 106.28 - .50
Girls 33 114.28 113.71 - .57
Negro | 11 . - 10l;.00 102.54 -1.46
White 58 114.36 112.36 -2.00
Negro Boys - ° 6 ‘ 101.90 99.94 -1.96
White Boys 30 109.60 108.53 -1.07
Negro Girls g w0700 © 108.00 - -2
White Girls 28 119.43 116.49 -2.94
Totals. 69

L8
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3. 'Negfoes showed an increasé in their mean intelligence test scores
in every group except the bldest grou?, Whiéh'was in gréde‘gix after inte-
gration. |
.h. The oldest groﬁp showed a decrease in mean scores for every sub-
group within tha£ group.

R Even though the decfeéses for the oldest group are hot significant,
the fact that all subwgréups showed a décreasé éénnot Be‘dverlooked. The
control group'fof grades four,'fivg, and six during the l963wl§65 pre-
integration years did not show this pattern. Only two subfgrdups of the
¢6ntrol g roup showed a decrease. The -iné#eases' were negligible, bﬁt, never-
theless,»thej'were evident. | | ' | |

A‘discﬁésion'iﬁ Chapter I centered on the conbept‘that intelligence
tests wefe, in reality;vachiéﬁement tests. This concept can be Subsfan—
‘tiated if these intelligence test scores follow a pattern similar to that
of achiévement‘testsyand deérease as the student advances grade levels.

© This, in part, could poSéibly explaiﬁ the differgnces in Negro and
' whife students! séoreé,band the differénéesvih boys"and girls'vscores,
Also, most standardiiéd'intelligence‘fests are undoubtedly culturally
oriented,.i.éo, they are heévily verbal and language based.‘ This factor,
in part, also accounts for the differences in scores‘betwéen Negroes and
wﬁites.

The data indicate: that the implementétioﬁ of a plan of racial in-
tegration in the elementary schoois, such as the blan'in Urbaﬁé, does
not affect thé performaﬁce of elemenfary Students on standardized intelli-
gence tests.insofar as mean scores ére concerned.

In fact, if ény conclusions were to be drawn, the trend seems to.

Indicate that younger children tend to improve théir scores on standardized
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in%eiligencé teéts'after”one yaar of racial integration.  Test scores do

not indicate that older children benefit from racial‘integration.

ATTTTUDE INVENTORIES

.The.second basic paft-of this chapter is a summary and an analysis
of‘the ﬁwo attitude inventories administered as a part of this_thesis.
These twb attitude_ “inv_entpry. s‘ﬁ:_r'veys‘ include the gti;:_i.tudes of the pro-
fessional staff as well asvcommunity attitudeé towérd'régial integration
as implemented in Urbana:‘ The'first discussion Will ¢enter on the com-

munity attitudes..

Community Atﬁitudes

Since no surveylwasitaken inlUrbaﬁa prior to July;‘l966, it was im-
possible tq have a before and after iﬁtégration quéstionnaire admiﬁister—
edo The possibility of administering én identicél inventory in a city
compérable in size to Ufbana.buﬁ in which the séhools have not been inte-
grated was dismissed because of the largé numbef of assumptions which
would have to be madé iﬁ cgmparing‘the cities. Such comparison would
have led to no valid conclusiqns.

Becéuse no pre- and post;integration attitude survey could be ad-
ministered, a survey Was conducted‘in Ufbané to.assess current attitudes
tbward‘racial integration in the Urbana schools. Thé plan for devising‘
and adninistering suchVa'questionnaife Waé described in'the previous
chapter.,

Perhaps, it would be most advantégeous and revealing if a summary of
the results could be placed in tablés to better assist the‘readers in un-

derstgnding the results. Tables IV, A thfough G, demonstrate the fre-

u-evncies and levels of responses for each group included. Questions one
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and two were used to assess whether there were any chlldren in that faml-
ly and if so, if they were enrolled 1n the public schools of Urbana dur—
ing the 1967 1968 school year. It will not be necessary nor crucial to
summarlze the responses to these first two questlons.

Table TV A 1ndlcates that very few adults feel that racial integra-
tion in the public schools is undes1rable. Only three individuals, two.
Negroes and one whlte, responded "strongly dlsagree." Thirteen Negroe s
and thlrteen whltes responded "dlsagree;” The table also demonstratesf
to the reader that the hlgher the level of educatlon and occupatlon, the
more likely the 1nd1v1dual will respond positively to this statement.
This was not a surprlsing result.

The table also p01nts out that parents tend to consider racial inte-

' gration more desirable than non-parents, although the dlfferences are not

as evident.

Table IV B is a summary of the fourth statement Wthh deals Wlth the
bas1c concept of nelghborhood schools for elementary students. The re-
' ‘sults point out two thlngS'
| 1. Parents are more favorable to the concept of‘maintaining neighhor—
~hood schools regardless of the racial composition than are the nonwparents
- This is true of Negroes and’ whltes.
| 2. The results of these responses seem to be contradictory to those
responses to the previous statement. In the-previous statement it was
shown that a high percentage of the respondents favored integrated schools,
and yet a comparable per cent of the respondents‘wish to maintain neigh-
.borhood schools. It would seem that the community desires racially inte-

grated,schools, but yet parents want their children to attend the school

farest their home.




TABLE IVA

Response Key
1. Strongly Agree

THIRD STATEMENT 2. Agree
: _ 3. Neutral
"Tt is desirable to have Negro children and white children attend ‘school to- 1. Disagree
gether in the elementary school.” ' . - 5. Strongly Disagree
Level of Occupation ;
' : _ Indust. & Factory
Re~ University Business Service Business . Workers & Independent
_Race sponse Acad. Staff Owners  Occupations Exec. Laborers  Professionals Totals
1 1 L 0 2 0 0 7
2 8 3 .2 it 2 8 27
- PARENT 3 1 0 1 1 1 1 5
N 0 0 2 0 1 1 L
5 0 0 0 0 0 0 0
NEGRO ; 1 -1 0 0 2 0. 3 6
NON- 2 h 3 1 3 1 N 16
PARENT 3 -2 2 1 1 0 0 6
l 0 2 2 2 2 1 9
5 0 0 -1 0 1 0 2
1 1 1 0 0 0 2 b
2 7 5 L 7 0 L 27
PARENT 3 0 1 1 2 3 3 10
L 1 1 1 0 2 0 5
5 0 0 0 0 0 Q 0
WHITE 1 5 1 0 2 0 N 12
NON- 2 3 3 2 I 1 3 16
PARENT 3 0 1 1 1 0 0 3
L 0 1 3 1 2 1 8
5 0 0 0 0 1 0 1

T6




TABLE IVB . B . Response Key

' ' ~ 1. Strongly Agree
' Agree
. Neutral
. Disagree
. Strongly Disagree

FOURTH STATEMENT

"A11 elementary school children should attend the school in their neighborhood
regardless of the makeup of the student population.”

JquilFEw oo

Level ot QOccupation

. Indust. & Factory :
Re- = University Business Service Business . Workers & Independent
Race : sponse Acad. Staff Owners Occupations Exec. Exec. - Professionals Totals
1 1 1 2 b 1 1 10
o 2 7 3 2 i 2 2 20
PARENT 3 2 1 1 1 1 -2 8
v L 0 2 0 0 0 5 7
: 5 0 0 -0 0 0 0 0
NEGRO 1 0 1 L 1 2 0 8
NON- 2 2 2 1 2 1 1 9
PARENT 3 3 2 0 1 0 -2 8
L 2 s 2 0 3 1 1 12
5 1 -0 0 1 0 1 3 .
1 2 0 1 0 1 0 i
, 2 3 7 5 7 3 6 31
PARENT 3 3 . 0 0 2 1 -2 8
L 1 1 0 0 0 1 3
5 0 0 0 - 0 0 0 Q
WHITE 1 0 2 3 1 2 0 8
NON- 2 1 2 2 2 1 1 9
PARENT 3 2. 1 "0 2 1 2 8
L L 1 1 3 0 L 13
5 1 0 0 [0} 0 1 2

26




senting the minority race should be.”

TABLE IVC

FIFTH STATEMENT

"Tf the elementary schools are integrated, the per cent of students repre-

Response Key
1. 1-5%
2. 5-10%
3. 10-15%
L. 15-20%

5. more than 20%

Level ovaccuﬁation

: : Indust. & Factory
Re~ University Business Service Business Workers & Independent
~Race sponse Acad. Staff OQOwners . Qccupations Fxec. Laborers  Professionals Totals
1 1 0 2 3 1 0 7
2 9 6 2 6 3 7 33
PARENT 3 0 1 1 0 0 1 3
L 0 0 0 0 -0 2 2
.5 0 0 0 0 0 0 0
NEGRO 1 0 2 3 1 3 g z
2 2 3 2 2 1 1L
a3 I 2 0 l 0 A 1,
- 2 0 0 1 0 0 3
5 0 0 0 0 -0 0 0
1 2 1 2 2 2 1 10
2 5 6 L 7 2 5 29
PARENT 3 2 1 0 0 1 3 7
L 0 0 0 0 0 0 0
: 5 0 0 0 0 0 0 0_
WHITE : T 0 1 2 1 3 1 8
NON- 2 2 n 3 3 1 3 16
PARENT 3 5 1 1 3 0 3 13
L 1 0 0 1 0 1 3
5 0 0 0 0 0 0 0

€6
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Statement five is concerned with the degree of integration which the

~ respondents feel is most desirable in the elementary schools. The possible

choices are given‘in percentages for the_respondents to seleet. Table IV
C shows the tally of the’responses; There is little doubt that the re-
sponses are dependent upon the fact that approxlmately 15" per cent of the
Urbana populatlon 1s Negro. One hundred twenty-nine persons indicated
between 5 and 15 per cent is most desirable. Thirty—four selected less
than 5 per cent and only eight selected more than 15 per Cent.' Tt would
appear that few differenses eXist between races, parents and non-parents,
and the six different-occupations.

Table IV D is concerned'with‘the topic of busing to achieve integra~-
tion. The statenent merely asks to what extent is'bnsing'desirabled of
~ the total responses, only five persons marked strongly agree with llttle
differentiation between categorles. However, in the strong disagree cate-
gOTY s 81xteen Negro parents responded; only tWo"Negro‘non-parents nsrked
that response. For the white adults, there was little difference between
parents and non—parents. Approximatelj the same number in the four cate-

gories responded no opinion. A trend seemed to indicate the higher level

~ occupations tended to favor busing as a desirable method of achieving in-

. tegration.

The next statement on the questionnaire inquires about compensatory
educational programs. Compensatory education involﬁes the expenditure
of additional funds in these schools which have a hlgh per cent of cultural-

Iy dlsadvantaged chlldren. These addltlonal funds are utlllzed to improve

Pupil- teacher ratlos, prov1de for addltlonal 1nstructlona1 materials and

llbrary supplies, prov1de for more individualized tutorial programs, and




"Busing students

TABLE IVD

SIXTH STATEMENT

is a desirable way to desegregate the elementary schools
in a community.? - : . : ' '

Response Key

1. Strongly Agree
2. Agree .
3. Neutral

Li. Disagree

5. Strongly Disagree

Level of Occupation

B : : Indust. & Factory _
-Re- University Business Service " Business . Workers & Independent
Race sponse Acad. Staff Owners Occupations Exec. | Laborers Professionals Totals
1 0 1 0 0 0 0 1
) - 2 2 1 0 2 0 7 12
PARENT 3 3 1 -0 -1 1 1 7
L 5 3 2 3 1 2 16
5 0 1 5 3 2 - 0 11
NEGRO : -1 0 0 -0 1 0 2 3
NON- -2 3 1 0. 3 1 -3 11
PARENT 3 2 2 2 1 0 -2 9
L 3 3 2 .3 3 1 15
5 0 1 1 0 0 0 2
1 0 0 0 0 0 0 0
, 2 5 3 N 3. 0 3 18
PARENT 3 1 3. 0 2 1. 1 .9
N 1 2 1 L 3 i 15
5 2 0 1 0 1 1 5
WHITE a 2 0 0 o - 0 1 3
- S (N S S R R A
FARENT L 1 2 3 2 1 1 10
5 0 0 0 0 1 -0 1

S6




TABLE IVE

SEVENTH STATEMENT

"Another plan of providing a better education for Negro children is to
provide additional funds within the segregated school in order to have
~_Tewer pupils per teacher and special classes and materials.”

Response Key

1. Strongly Agree

2.
3.
h.

-
Doe

Agree

‘Neutral
Disagree
Strongly Disagree

Level of Occupation

Indust. & Factory
Re- University Business Service Business Workers &
Race sponse Acad. Staff Owners Occupations Exec. Laborers

Independent _
Professionals  Totals

PARENT

= w

10
22
6
6
1

NEGRO
NON-
PARENT

R
12
13
10

1

PARENT

7
25

9

5
0

WHITE
NON-
PARENT
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12

1l

11

3
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Both Negro'and whife parents‘favored this more than the nbn—parehts

did, Se?entyhsix reéponded strongly agree or agfee, Only“fortyhtwo non-
parents responded similérlys dnly tWehty-six individuals responded disa-
gree or strongly disagree. It would seem that éompensatory education is
‘quité a popular concept in Urbana . |
Table IV F reports the summary of responses to the eighth questioﬁ,
céncerning the aséignhént of.teaChefs; Aﬁ aSsééSmentvwas ma&e to‘détérf
mine aﬁtitudeé toward the‘pléhvof‘rotétiﬁg_all teachérs inlsome:mannerfiu'
throughout the ninekélémentary schools. Very few‘bflthé‘townspebplé ex-ﬁ
" pressed strong'féeiings,'prb or con; f@r this concépf. Seveﬁ‘Negroes,‘

two parents and five non~parents; responded strongly agree. Eight white

non-parents marked strongly agree, énd hb parents markedfthatz_responsen
Similafly, few féspondents~marked Strohgly diSagrée. - Only one: Negro
and one‘white'would strongiy“opposé“such a plan. There sééms to be-little

- differentiation in any of ‘the respdnses to -this question.

Table IV G summarizes the data received for the laét‘question, the
assessment of attitudes toward the racial integration _plan‘ as :l'_mplémented
in Urbana. The fesults'in the table‘demonstraté beyondvamy doﬁbt that
the community favofs the plan.‘ dne hundred twenty-four peréons out of é
total of one hundred twenty,‘apprbxiﬁafeiy 73 per cent, mérked stfongly
égree or agrée,.'Invcontrést to that ratio, only tﬁirtyuone'marked disa~

‘gree and oniy one fesppnded sthngly‘diéagfée. | |

It is vital td‘hote that the higheét percehtageS-favorigg‘the plan
do appear in those categories of highest eduéatibh énd-level of occupa-
tion. T% wéuld seem that fhe.highest resistance to racial integration
Wuld be in the white pafent group with the lower levels of occupation.‘

The tallies in those categories are significantly higher than those in

Comparab] e groups in the Negro sector.



TABLE TVF
EXGHTH STATEMENT
f"Another plan to provide equal educational opportunities is'to'assign all

the teachers to different schools on a rotation basis. This would mean
the best experienced teachers would be teaching in all schools.”

Response Key

1. StronglyiAgree

2. Agree
3. Neutral
Li. Disagree

5. Strongly Disagree

- Level of Occupation

Indust. & Factory

Re- University Business Service Business Workers & Indépendent

¢ Race sponse Acad. Staff Owners Occupations Exec. . Laborers

Professionals Totals

PARENT

2
15

15

i2.

1

NEGRO
‘ NON-
PARENT

5
15
10
10

0

PARENT

0
1l

21

10
1

WHITE
NON-
PARENT
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TABLE IVG

NINTH STATEMENT

"The Urbana Community School District #116 integrated the nine Urbana
elementary schools in July, 1966. What is your personal opinion of the
plan which was implemented??® ' ' . B :

Response Key
1. Strongly Agree
2. Agree S
3. KNeutral
Li. Disagree
5. Strongly Disagree

Level of Qccupation

' , Indust. & Factory
Re- University Business . Service ~ Business Worekrs & Independent
Race sponse Acad. Staff Owners Occupations Exec. Laborers = Professionals Totals
1 6 L 3. 5 2 7 27
2 2 1 1 2 1 2 9
PARENT 3 0 1 0 1 -0 1 3
L 2 0 1 1 1 -0 5
5 0 0 0 0 -. 0 0 0
NEGRO 1 5 2 2 3 3 .3 18
NON- 2 2 3 2 2 1 2 12
PARENT 3 0 0 1 -1 0 o1 3
'k 1 2 0 2 -0 2 7
5 0 ¢ 0 0 - 0 0 0
1 6 0 0 5 1 5 17
2 1 L 3 1 0 3 12
PARENT 3 1 1 1 1 0 0 L
L 1 * 3 2 2 L 1 13
5 0 0 0 0 0 0 0
WHITE 1 L L 0 N 1 7 20
NON- 2 2 1 2 2 1 1 9
PARENT 3 1 1 1 1 0 0 L
L 1 0 2 1 2 0 6
5 0 0 1 0 0 0 1
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It is safe to. conclude that the Urbana plan-has been accepted by the
conmunity, but it is also necessary to add that there are some smaller
groups which must be convinced that this has been a sound educational wn:

dertaking. More recommendations will Ee offered in the fdllowing chapter.

Professional Staff Attitudes

The questiqnnaire which was'administéred fo all certificated‘staff
members in the Urbana schools in M?y,‘l?é?, Was an‘gdaptétion of the
questiomaire which Coleman used in his natién-wide study‘megtiqned éaflier
in ?his study. Some of the questipnélinéluded in_hié‘study Wer§;qmitted,‘:
or adapted'to éome degréé to make them more rele%ant to fhé‘Ufbéna‘situa;
tion andvﬁﬁis study. | |

The items included in the;queétionnaire assessed the overall general
attitude of the teachers toward racial integration rather than the speéi-
fic Urbana plan. Teble V includes. a portion of the questionnaire con-
taining only those items which aré considerédlrélevantlto this study. The
discussion whicﬁ fbiloWs Will centef only on those items which deal direct-
ly with racial attitudes. The‘entire questionnaire is inCiuded iﬁ‘the ap-
pendix.

Ttem twenty-eight deals with the type of school in which the teacher
would 1ike to teach. A high percentage of the teachers (67per cent) pre-
fer to teach in é school which has children from a general cross-section of
the community. Only fourteen stated a préference for a school which has
all children from professional énd‘white collar workers' families. No
Urbana ﬁeacher stated a preference to teach only those students from faétory

workers and blue-collar workers' families.
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Item thirty is concerned directly with the racial composition of the
school in which they prefer to teéch. Twenty-four prefer to teach in an
all-white séhoolq This was approximately_lo per cent of the total teach-
ing staff. Ninety—six stated a preference for a mostly-white school with
some non=-whites. This was approximately LO per cent of the total. Sixty
prefer to teach in a school composed of approximately half white and half
non-white. This was appro#imately 25 per cent of the total. Only nine
expressed wishes to te;ch in a school with no white stﬁdenté.- Thirty-two
per cent, or seventy-seven teachéfs, expressed no preference at all.

Item thirty-one inquires about the level of ability of the stu&enfs
the teacher would like to instruct or counsel. Apprbximétely 33 per cent
prefer high ébility students. Thirty-eight per cent or ninety-seven teachers
prefer average ability groups. Very few, only eighteen (6.5 per cent) pre-
fer a low ability group. Approximately 18 per cent stated a preferénce
for mixed ability groupé. |

Item'thirtyufouf asks which of’three-policies appears most desirable
in operating elementary schools. The éoncépt of méintaining neighborhood
schools regardless of the racial composition was preferred by fifty-eight
teachers; approximately 21 per cent. Fifty-five per cent or one hundred

fifty-eight teachers prefer to maintain neighborhood schools, if possible,

 but to introduce some device to promote racial balance. Such devices in-

clude reducing the grade span of the schools or "pairing” schools. Approxi-

‘mately 15 per cent, comprising forty-six teachers, thought that neighbor- .

hood schools could be abandohied withouf any significant losses.
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Item thirty-four assesses the attitude of teachers toward busing
to achieve racial balance in the schools. Thirty-three teachers (11

per cent) believe that no elementary pupils should be bused out of their

neighborhood. Twenty-two per cent of the teachers expressed preference

for buﬁing only to relieve overcrowding. . This_22 per‘cent included sixty-
three beachers. Forty-eight teachefs (18 per cent) stated that non-white
students should be bused to achieve racial balance{ ‘The‘higheSt number

of teachers; oﬁé hundred‘séVen (4O per cent) expressed preference for
busing of both white and nQn—White Studenﬁs to achieve facial balance.

The third paft of item thirty-four deals ﬁitﬁ compensatory educa-
tional programs for;culturaily disadvantaged students. A large majority
of teéchers, one hundréd”nihety;eight (69 per cent) preferred yes. Only: 
3 per cent or ten teachérs voted no, and sixty-seven (25 per cent) étgﬁéd
no opinion.

In items 3Ld, 3le, and 3Lf questions are,réised concerning the racial.
composition of the teéching staff. &%h'ailvﬁhree items, the Urbana teachers
expressed a definite preference for racially mixed faculties, regardless |
of the composition of the student body.

According to the data secured from the duestionnaires,‘itvwould ap=-
pear that the Urbana teachefs are definitely in favof of racially balanced
échoolss both in the student population and the teaching staff. This
doesn't mean, however, that the teachers know how to teach all students
coming from a wide variety of.cultufalubackgfounds. If tﬁe Urbana plan of
racial integration is to be successful, in-service training is of uitmost
importance, not only with the younger, inexperienced teachers but with the

older, more experienced staff meémbers.. More specific recommendations will

_ be made in the following chapter.




TABLE V

PROFESSIONAL STAFF ATTITUDES

Tte

22.  Overall, how would you rate students in

your school on how hard they try in
school?

(A) Excellent
(B) Good

(C) Average

(D) Fair

(E) Poor

(0) No Response

23. Overallﬂ how would you rate the academic

ability level of the students in this
school? ' ‘

(A) Excellent
(B} Good

(C) Average

(D) Fair

(E) Poor

(0) No Response

Suppose you could go back in time and
start college againj in view of your

present knowledge, would you enter the

teaching profession?
(L) Definitely yes
(B) Probably yes

(C) Undecided

(D) Probably no

(E) Definitely no

(0) No Response

If you could choose, would you be a
faculty member in some other school
rather than this one?

(L) Yes

(B) Maybe

(C) No

(0) No Response

Responses
Jre
Elem. High High Staff
20 5 3 6
52 1 19 b
51 28 13 13
20 6 L 1
7 1 1 1
2 1 0 2
25 12
38 25
57 1l
25 1
5 1
2 2
79 2l 13
57 17 23 6
9 5 3 1
6 9 Lo L
1 0 0] 1
0 0 0 2
19 13
35 18
96 2




28.

30.

31.

32.

(0) No Response

TABLE V (Cotitinued)
Ttem ‘ ’

If you could take your choice of school
settings, which would you select from
" the following?
(A) A1l children of professional and
white~collar workers
(B) Mostly children of professional and
white-collar workers
(C) Children from a general cross sectlon
of the community
(D) Mostly children of factory and other
blue~collar workers
(E) All children of factory and other
" blue-collar workers
(F) Children of rural families
(G) I have no preference
(0) No Response

"What kind of school do you prefer to
work in, as far as racial composition
is concerned?

(A) An all white school

(B) A mostly white school but with some
non-white students

(C) A school that has about half white
and half non-white students

(D) A mostly non-white school but with
some white students

(E) A school with all non-whites

(F) T have no preferencem
(0) No Response

What type of class do you most like to
teach or counsel?

(A) A high ability group

(B) An average ability group

(C) A low ability group

(D) A mixed ability group

(E) T have no preference

(0) No Response

In Your judgment, what is the general

reputation of this school among teachers
outside the school?

(A) Among the best

(B) Better than average
(C) About average

(D) Below average

(E) A poor school

(F) Don't know

104

Responses
Jr. Sr.
Elem. High High 0
9. 2 0 3
23 .6 L L
ol 3L 30 16
3 0 1 0
0 0 0 0
5 2 b 0
18 10 1 2
0 1 0 2
17 3 2 2
53 19 .15 9
33 13 8 6
0 0. 1 0
1 0 1 7
L5 18 13 1
3 2 "0 2
40 21 9 11
55 18 20 L
8 3 3 N
37 7 5 3
10 6 3 2
2 0 9 3
3L L 3 7
35 22 21 L
3l 13 6 11
17 N 0 2
5 0 0 0
26 12 8 1
1 0 2 2
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Item

TABLE V (Continued)

Below is a list of current school

issues on which we want the judgments
of teachers throughout the country.
Please answer each in terms of your
Judgment of the best educational

practice,

"Which of the following policies on
neighborhood elementary schools

represents the best
practice, in your es

educational
timation?

(A) Neighborhood elementary schools
should be maintained regardless of
any racial imbalance produced.

(B) Neighborhood elementary schools
should be maintained, but where
possible a device, such as reduecing
the grade span of schools,
"pairing" schools, or another

practice, should

be used to pro-

mote racial balance.

(C) The idea of neighborhood elementary
, schools can be abandoned without

significant loss.
(0) No Response

Which of the following policies on
busing of elementary school children
represents the best educational
practice in your estimation?

(A) Children should be bussed to a

school other than
hood school. .

their ne1ghbor~

(B) Children should be bussed to an-
other school but only to relieve

overcrowding .

(C) Non-white children should be bussed

te another school

in order to

achieve racial balance.
(D) Both white and non-white children

should be bussed i
a predominantly di

nto schools with
fferent racial

composition, to achieve racial

balance.
(0) No Response
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Responses
. Jre St
~Elem. High High 0

.29 15 10 L

88 30 . 26 1L

29 7 3 7
6 3 1 2
15 10 7 1

36 11 12 L

30 9 6 3

59 21 13 1
12 0 2 - 5
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TABLE V (Continued)

Ttem S Responses
' Jr. Sr.
Elem. High High 0

c. Do you believe there is a sound basis
in educational policy for giving
compensabory programs to culturally
disadvantaged students at extra cost
per pupil cost? ‘
(A) Yes 111 L

1 6 20
(B) No : L 3 L 3 0
(C) Undecided : ' ’ 31 -8 9 5
(0) No Response ‘ 7 2 2 2
d.  What type of faculty do you believe is
best for a school with an all non-white
or predominantly non-white student body? '
(A) An all white faculty - : 0 0 0 0
(B) Predominantly white faculty 2 L 0 1
(C) About equal number of white and . , :
non-white faculty 3L 8 9 8
(D) Predominantly non-white faculty 13 9 L L
(E) A1l non-white faculty 1 0 0 0
(F) Doesn't matter : | | 8 0 1 0
(G) Selected without regard to race 39 18 17 6
(H) Some degree of integration, but ' o
ratio doesn't matter ) 51 12 9 6
i (0) No Response L 0O .0 2
i e. What type of faculty do you believe is
| best for a school with a racially
heterogeneous student body? : :
(&) An all white faculty - 0 1 0 0
(B) Predominantly white faculty 6 2 3 1
(C) About equal number of white and :
non~white faculty ‘ L0 5 7
(D) Predominantly non-white facult _ 0 2 0
(E) A1l non-white faculty - : o ) 0
(F) Doesn't matter 12 0 2 2
(G) Selected without regard to race Ll 2l 18 9
(H) Some degree of integration, but , :
ratio doesn't matter ‘ L3 18 10 5
(0) No Response ‘ 7 3 0 2
f.  What type of faculty do you believe is
best for a school with an all white or
predominantly white student body?
(A) An all white faculty ‘ 5 2 1 1
(B) Predominantly white faculty 23 7 6 5
(C) About equal number of white and :
non-white faculty 17 6 3 2
(D) Predominantly non-white faculty 0 o 1 0
(E) A11 non-white faculty 0 0 0 0
(F) Doesn't matter 12 0 1 1
(G) Selected without regard to ‘race’ ‘ 50 21 il 11
(H) Some degree of integration, but :
ratio doesn't matter ' 38 15 12 5
(0) No Response 7 L 2 2
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TABLE V (Continued)

Item

B

Jr

H

Yes |

Responses
E Jr H

No

-0

Surveys of school prob-
lems show a number of
things reported by
teachers as reducing
the effectiveness of
the school. Below is &
partial list of these
problems. Mark Y (yes)
for those situations
that constitute a prob-
lem in your school.
Mark N (no) for those

- that do not constitute
. a problem in your school.
a. The home environment

of the student

is not good. 103
b, Pupils are not

well fed and well
¢clothed.

¢c. The different races
or ethnic groups
don't get along
together.

d. Parents attempt to
interfere with the
school.

e. There is tco much
competition for
grades.

f. There is too much’
emphasis on ath-
letics.

g. There are too many
absences among
students.

h. The classes are too
large for effec-

tive teaching. L2

i. There should be a
better mixture,
the students are
all too much of
one type.

J. Too much time
has to be spent
on discipline.

k. The students aren't
really interested

27

63

in learning. L5

LO
15
36

13

28

21

L3

28

20

28

1L

23

18

13

28

23

1l

12

20 L5

13 81

9 120
5108

9 122

L 149
10 107

13 106

5 120
11 86

7 102

13

37

15
37
2l
L5

31

31

23

17

29

20

16

3k

25

2l

11

1
19
16

20

11

18
13

17

No Response
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TABLE V (Continued)
ITtem _ Responses =
E Jr H 0 E Jr H 0 E Jr H 0
Yes No No Response

l. There is a lack

of effective

leadership from

the school ad- :

ministration. 40 11 1h 9107 4O 20 14 5 4 6 )
m. The parents put o

too much pres-

sure on the

students for

good grades. 37 20 14 11108 31 23 14 7 L 3 2
n. The teachers »

don't seem to

be able to work ‘ _

well together. 7 3 6 312 L9 31 21 3 3 3 3
0. Teachers have

too little free-

dom in such mat-

ters as textbook

selection, curri-

culum, and dis-

cipline. 12 2 3 L1135 L9 36 18 5 L 1 &
p. There is too
a nuch student
i turnover. 50 7.5 8 99 L 3L 16 3 4 1 3
i q. The parents

don't take

enough interest

in their child-

ren's school - ’

work. 69 17 1L 9 80 32 24 15 3 & 2 3
r. We have poor in- ' '

structional e-

quipments sup-

plies, books,:

laboratory e-

quipment, etc. 19 5 L L4128 L5 35 18 5 .5 1 5
8. There are too

many interrup-

tions during : .

class periods. 21 18 17 6125 33 22 17 6 L1 4
t. There is too

much teacher , v

turnover. 78 L3 26 20 69 8 11 L 5 L 3 3
u. There is too

much turnover

of admini-

strators. 1 2 1 231L5 U8 35 27 6 5 L oL
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TABLE V (Continued)

Ttem C Responses
- Jre Sr.  Assisting
Elem, High High Personnel

-38. Express your attitude toward the
Urbana plan of racially integrat-
ing the elementary schools of
Urbana by marking one statement
below,

(A) It is an excellent plan with :
which T strongly agree. 23 16 11 6
(B) Tt seems to be a sound plan ‘
with which I agree. 110 27 20 13

‘ (C) I have no opinion concerning

| the plan. 18 L 5

L (D) It doesn't appear to be a

Lo : sound plan and I disagree

[Av]

with it, , 11 7 6 = 2
(E) It is an undesirable plan ‘ ‘.
and T strongly disagree. 2 1 2 3
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. CHAPTER V

CONCLUSTONS AND RECOMMENDATTONS

INTRODUCTION

The purpose of this ‘study is to explore the first year effects of
~ racial integration in the hine elementary schools of the Urbana, I1linois,
School District. This explofation incluaes an examination of standard-
ized test data, both achievement test scores and intelligence‘test scores.
The study also includes g survey of community attitudes toward racial in-
tegration of the schools and an analysis of the attitudes of the profes~

sional certificated staff.

Disparities in the educational opportunities available to elementary
school children throughout our natlon have been p01nted out by Coleman

in his monumental study, Equallty of Educational Opportunlty, and by other

writers mentioned in Chapter IT. These disparities &are evident in those
school districts which clearly have raciaily segregated echools. The
great demands made upon our educational system today only serve to megni-
fy these shortooﬁingSu In addition to these demands, Pressure is also
being exerted by the Negro population to have the schools educate all
children in order that Negro children can compete with the white students
for college entrance and professional positions.

Perhaps, the one element which supercedes all of these demands is the
legal mandate being placed on the 1ocal school districts by the Federal
GOVernment to integrate the schools° Since the 1954 ruling of the Unlted

States Supreme Court in the Brown case, many states have followed suit




111

and enacted legislation to force local school boards to implement g plan

of racial integration. Many cases have been brought to trial since that
famous landmark case. Even as this thesis is being written, other cases
are being considered. Many school districts are voluntarily adopting

‘ plans to integrate their schools. Urbana, Illinois, is the flrst unit
district in I1linois to initiate a plan of action directed toward this
end. Since there is only one junior high school housing grades seven,
eight, nine, and one senior high school, housing grades ten, eleven, twelve,
in Urbana, there has been no problem of racial isolation at those levels.
At the elementary level, one school was comprlsed of 95 per cent Negroes,
and the other eight elementary schools had almost total white pupil popu-
lations. As the students entered grade seven at the Urbana Junior High
School, the dlsparltles in intellectual development were rather obvious
with the Negroes from the segregated school con51derably inferior to the
white students. These dlsparltles contlnued to exist year after year even
though the school board provided a superlor physical plant lower pupil-

' teacher ratios, additional funds for materials and equipment, and a com-

. Pensatory educational program for the all-Negro school.,

The Urbana plan of racial‘ihtegration provided for eaeh of the nine
elementary schools. to receive an equal percentage of Negro students at
each grade level. The Negro students were bused to the various elementary
Schools beginning in September, 1966, and a large group of white students
living in a concentrated university housing complex Were“bused to the
pPeViously all-Negro school.

This study wasiundertaken to determine if the Urbana plan of racial

Integration was effective in providing equal educational opportunities for
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attitudes, some indication could be forthcoming as to what must be

tiveness of the plan.

State level.’

all of the elementary children in the Urbana schools, insofar as the
standardized test scores measured effectiveness. The study'was also
undertaken to assess the attitudes of the community and the profession~

al staff concerning the total plan as implemented. By assessing these

o done in the future to educate the townspeople and to provide meaning-
Ao | ful in-service training sessions for staff members. This writer also
o ‘K‘f ] anticipated that the design of this study would be useful in evaluating

the Urbsna plan over an extended period of time to ascertain the effec-

In carrying out the purposes of this study, it was decided‘that
these procedures should be followed: (1) review the literature and
the research'pertaining‘to the racial integration of public schools;
(2) review the court cases involving racial integration in the public
schools; (3) analyze standardized daia before and after integration;
(L) develop and administer a community attitude inventory; and (5) ad-
minister Coleman's teacher-attitude inventory to the professional staff.

The analysis of literature and research pertaining to the racial

mine the effectiveness of existing plans of racial integration which
have been implemented throughout the country; (2) examine the evidence
Presented by experts in the field of racial integration relating to the

public schools; and (3) examine the psychological aspects of integrating

This analysis also includes legislative actions at the federal level and
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integration of the public schools was undertaken in order to: (1) deter-

disadvantaged Negro children with middle- and upper-class white children.
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The analysis of standardized test data includes achievement test
scores in the areas of feading vocabulary, readiﬁg comprehenSion, arith-
metic reasoning, arithmetic fundamentals, mechanics of English, Spelling,
and ovérall achievement.' Comparisons of growth in these seven areas of
academic_achievement reflecting progress in segregated and integrated

school settings was made. The same type of comparison was made with

intelligence test scores. Test scores obtained in September, 1965, 1966,

and 1967 were used in this study. The differences between 1965 and 1966
- reflected the growth in a segregated school setting. The differences
between_l966 and 1967 represented the growth in the integratéa‘sohool
setting. In makiﬁg thege coﬁparisons, it was necessary to utilize a
control group in the jears 1964, l965,land‘l966 to\determiﬂe a growth
pattern on standardized tests as elementary children in Urbana advance

through the grades. The three years involved were pre¥integration years.

In developing the éttitude invéntofy for the community, it seemed
advisable to make the questionnaire brief, easy to mark, and in genéral
comprised of‘straight-forward questions. A stamped, addressed envelcpe
was provided for convenience. Six levels of occupations were selected
using Negroes and whites, parents and non-parents. The participants
were randomly selected from lengthy lists. A 1ist of nine basic ques-
tions were used, and the respondents marked a response on a five-point
scale, The fespondent was assured anonymity.

The questionnaire administered to the professional staff in late
May at the close of the first year of integration was an adaptation of

Coleman's questionnaire. Some questions were deleted, and one question

Was added to make the questionnaire relevant to the Urbana situation.
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 CONGLUSTONS
V_In summarizing the findings of this thesis and arriving at a con-
cluding statement, the format of the thesis which includes three major
areas, viz., standardized tests including both aqhiéﬁement and intelli-
gence tests, community attitudes, and professional staff attitﬁdes is

 “followed.

Standardized Tests

l. The data in this thesis lend 1little support to those indivi-
dualé who declare that racial integration in the public schools is harm-
ful to both Negro and white students insofar as academic achievement is
concerned as measured by standardized tests; This is true of both
échievement and intélligence test scores. It is equally true that the
data in this one-year study gives no support’to those people who be-
lieve that integrating the schools racially will increasé the perform-
ance of Negro students on standardized tests and keep the scores of the
white students‘at a constant level. The data would seem to indicate
that the Urbana plan of racial integration after one year‘of implemen-
tation had little effect if any on the stanaardized test scores of all
students, both Negro and white. The gains made on achievement tests
during the yéar preceding integration were somewhat larger fhan those
gains made the year following integration, but this same ?attern of rate
- of increase had been evident in the Urbana elementary schools sevéral
years prior to the implementation of integrations On the other hand, the
gains made by any group of students at any spécific'grade level were

qQuite comparable to the gains made by a1l other groups at that same grade

*See Appendix D for possible explanation of this.
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level. This fact tends to support the thesis that the Urbana plan of -
racial integration did not affect the academic achievement levels of:

the students.

Community Attitudes

2. It is obvious from the table presented in Chapter IV that a

majority of the sample in the survey favored the Urbana plan of inte-

gration and thought that racial integration in the schools‘was vital ‘o
the concept of equal educational opportunities for all children. Al-"
though there was some contradiction qoncerning the advisabiiity of main-
taining neighborhood schools, the géneral attitude which prevails indi-
cates that the‘schools“in Urbana have taken a bold gtep forward in inte-
grating the total community.

3. It was not surprising to discover that the lower socio~ec$nomic

and less educated Negroes and whites were opposed to any plan of racial

integration. There was a high cofrelation between the level of occupa-

“tion and“concurrence with integration. The higher level occupations and
professions strongly'faVored the plan of integration. The lower level

occupations were more opposed.

Professional Staff Attitudes

L. It was quite obvious that the teachers in the Urbana schools
Prefer to teach in schools which have children from varied backgrounds.
These backgrounds not only include various races bﬁt also economic and
Sbcial differences. Few teachers expressed a desire to teach in a school
Where éll children come from similar environments.

5. The Urbana teachers also expressed the attitude that the elemen-

tary pupils would benefit from racially integrated schools.
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6. The professional staff of the Urbana schools feels that tne Urbans,

plan of racial integration is an educationally sound plan and‘strongly sup-

port it.

RECOMMENDATTONS

1. A serious limitation of this study is the brief period of time
which it covers. The first year of racial integration ié a period of tran-
sition,_and'thé effects of such a dramatic change -have not had time to
crystallize. In order to fully evaluate the Urbana plan of racial integra-
tion, it is vital that g longitudinal study, lasting a minimum of five years,
be conducted in assessing the standardized test scores of all the students
involved in this study in addition to other students beginﬁing in the pri-
mary gfades during the next few years. Comparisons, similar to those in
this thesis, céuld be continued each year. Such comparisons could give
us an indication as to the trend the scores were following. This writer
has déveloped plans to conduct such a study. A plan has already been
implemented to study the Urbana students as they enter the seventh grade
at the Urbana Junior High School from the integrated elementary schools.
Data have been secured three years prior to 1966 which includes standardized
test scores, report card grades, grade point averages, discipline referrals,
and attitude check lists completed by classroom teachers. Pre- and post-
integration comparisons will be compiled.

2. One of the Strongest recommendations which must be made involves
the area of community attitudes. The school officials in Urbana must make
& concerted effort to‘involve lay persons in the community in school policy

development. Some elementary schools, using the local PTA unit as the
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vehicle, have rsached out to those families whose children are being
bused to that sthool. This reach:Lng out has done much to involve Negro
parents in the school 1ife of their new school. This has been accomplish-
ed by personal invitations to school functions, the provision of trans-
portation forlegro students for after school activities such as scouts,
sports, and muslca]_ events, and by 1nv1tatlon to private homes.

(ALY of the schools need to make a concerted effort to involve the
Negro familiesin the school's social life. A1l of the schools in Urbana
have dedicated T4 members, and this organization can function as the
liaison betwem the school and the comuﬁity. Communication between the
school and the community is of utmost importance.

3. The tat recommendation is closely related to the previous one.
Each of the stuols in Urbana needs to develop an advisory group, com-
posed of bothlgroes and whites, to act as the liaison between the school -
and community. This group woﬁld not only serve as a public relations
group for inffoﬂﬂatioh purposes, but it would also serve as an intermediary
in contacting tise families who do not feel comfortable in talking to
school officids concerning the problems- their children may. be hav:.ng in
school. This mll group of twelve to fifteen people would not necessari-
Ly be a group of educated persons, but rather it would be comprlsed of
people who aresincere, conscientious, and dedicated to the goal of a
better communiy through better schools for all children.

L. Anoti strong recommendation resulting from this study arises
in the area ofstaff attitudes. Even though the Urbana teachers as a
whole feel thiracially integrated schools are vital in providing equal
educational omrtunities for all children, apparently many of them feel

inadequate intuching students from different radial backgrounds.
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Possessing an éttitude of wanting to assist Negro students frbm'severely

culturally disadvantaged homes and actually knowing how to help thenm is
a real dilemma. The'teachers in the Urbana schools must be tréihed to
teach in integrated schools. This can be accomplished by thesé methodsg,

a. Provide meaningful in-service training workshops. These

should be conducted during a time when all teachers could
attend, These workshbps would include demenstrations by suc-
ceésful téachers in”ghetto schools, seminars and panels utiliz-
ing people who know and understand the problems of the Negro

‘ commuﬁity, and examples of effective personal relationships
in teéching boys and girls. These workshops could be conduct-
ed a week before school began in September with a concentrated
effort being made at that time. Throughout the‘year, periodic
sessions would be conducted to evaluate efforts from time to
time . |

b Classrobm teachers and school administrators must be willing

ﬁo reach out to the total community by makinglmore home visits
and by becoming ihvolved in the 1ife of the community. Only
with first hand knowledge of the enviromment can we really uti~
derstand the problems which exist and learn how to desl effec-
tively'witﬁ those problems.

5. A strong effort must be continued and expanded in Urbana to re-
cruit staff members who have positive attitudes toward racial integration
in the schools and who possess some skill and ability in teaching students
who come from culturally disadvantaged areas. With the rapid turnover

of staff and the large number of applicants applying for positions in the
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Urbana schools, it is épparentrthat récruiting and staffing pPractices
will play a major role in the success .of the schools in meeting the
challenge of racial integration. |

A final statement needs to be made concerning the racial integra-
tion of the'Urbana elementary schools. Tt is unforpuﬁate that attitudes
of students wére not assossed prior.to integration and then assessed
annually'after integration.  This writor feels stronglf that a definite
pattern of positive attitudes would have developed. A Prevailing atti-
tude and feeling in the'oommunity seems to be, "The schools are desegre-
gated, but not yet intégrated.” If this statement ié correct, it would'
mean that the Negroes are not yet made to feei'welcome in their new
schools by the white communities. There is also a prevalent feeling that
this.situation will improve each year. It is.doubtful if the schools
gl one can produce social change in a community. There should be a total
communipyAeffort toward the integration of the community. Busing ele-
| mentary schooi-children to another neighborhood school and then back
home to the same envirommental conditions at night will fall short in
providing equal opportunities unless the entire community is wiiling to
accept the responsibility. All public institutions and coﬁmunity agencies
must coordihate their efforts and work toward the\gdal of community

improvement by providing equal opportunities in all aspects of living.
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APPENDIX A

TEACHER QUESTIONNAIRE

Mark the space on the answer sheet that is correct for you for each ques-
tion. Mark only one answer for each question. You may omit any question
which you would prefer not to answer, but please answer them all if you
possibly can. :

1. What is your sex?
(A) Male '
(B) Female

2. How old were you on your last birthday?
(A) Under 26
(B) 26 to 35
(C) 36 to L5
(D) L6 to 55
(E) 56 to 65
(F) 66 or older

3. TWhere have you spent most of your life?
(A) In this city, town, or county
(B) In this state outside this city, town, or county
(C) In another state in the U.S.
(D) In Puerto Rico or another U.S. possession
(E) In Mexico ‘
(F) In Canada
(G) In a country other than the U.S., Canada, or Mexico

L. In What type of community have you spent most of your life? (Give your
best estimate if your are not sure.
(L) In the open country or in a farming community
(B) In a small town (less than 10,000 people) that was not a suburb
(C) Inside a medium size city (10,000 to 100,000 people)
(D) In a suburb of a medium size city ~
(E) Inside a large city (100,000 to 500,000 peocple)
(F) In a suburb of & large city
(G) In a very large city (over 500,000 people)
(H) In a suburb of a very large city

S¢ Are JoU eos..

(4) Negro

(B) White

(C) American Indian
(D) Oriental
(E) Other
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What is the highest earned college degree you hold? Do not report
honorary degrees. .

(A) No degree

(B) A degree or diploma based on less than L years work

(C) A Bachelor's degree ‘

(D) A Master's degree

(E) Professional or Specialist diploma (Sixth year)

(F) A Doctor's degree

How many credits of college work have you had beyond your highest
degree?

(A) None

(B) 1 to 10 semester hours

(C) 11 to 20 semester hours

(D) 21 to 30 semester hours

(E) 31 or more seméster hours

As of June, 1965. What was the total number of years of -full-time
teaching experience you have had? (Consider counseling as teaching
experience.

(4) None

(B) 1 or 2

(C) 3 or L

(D) 5 to 9

(E) 10 to 1L

(F) 15 to 19

(G) 20 to 29

(H) 30 or more

As of June, 1967. What was the number of years of full-time teaching
experience you have had in this school? (Consider counseling as teach-
ing experiernce.) ‘
(&) None

(B) 1 or 2

{C) 3 0rk

(D) 5 to 9

(E) 10 to 1k

(F) 15 to 19

(G) 20 to 29

(H) 30 or more

In the last school year (1966-67), how many school days were you ab-
sent from work? ‘ '

(8) T was not a regular teacher or counselor last year

(B) None

(C) 1L or 2

(D) 3 to 6

(E) 7 to 15

(F) 16 or more
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How did you happen to be assigned to this particular school rather
than some other school in this district?

(A) T asked to work in this school

(B) T was placed in this school

Have you ever attended any summer institutes sponsored by the Na-
tional Sciences Foundation or financed by the National Defense Ed-
ucation Act or by the 1965 Elementary-Secondary Education Act?

(4) None

(B) 1

(C) 2 or 3

(D) L or more

Have you ever attended any summer institutes or comparable training
programs that offer special training in teaching or counseling the
culturally disadvantaged? ‘

(&) No

(B) Yes, 1

(C), 2 or more

What will be your total annual salary from this school system this
year? (Estimate supplements for extra services by using supplements
from last year.)

(4) Below $3,000

(B) $3,000 to $3,999

(C) $hsooo to $h,999

(D) $5,000 o $5,999

(E) $6,000 to $6,999

(F> $79000 to $7:999

(@) $8,000 to $8,999

(H) $9,000 to $9,999

(D $10,000 or more

Overall, how would you rate students in your school on how hard they
try in school?

(&) Excellent

(B) Good

(C) Average

(D) Fair

(E) Poor

Overall, how would you rate the academic ability level of the students
in this school?

(L) Excellent

(B) Good

(C) Average

(D) Fair ‘

(E) Poor

(A) I am on a tenured asppointment
(B) I have a regular full-time appointment but not on tenure
(C) T am a substitute teacher on temporary assignment

What is your employment status in this school system?
|
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18. Suppose you could go back in time and start college again; in view
of your present knowledge, would you enter the teaching profession?
- (4) Definitely yes ~
(B) Probably yes
(C) Undecided
(D) Probably no
(E) Definitely no

19. If you could choose, would you be a faculty member in some other
- school rather than this one?

(A) Yes

(B) Maybe

(C) No

20, What kind of a high school would you most like to work in? (4dnswer
even if you are not a high school teacher.)
(A) An academic school with strong emphasis on college preparation
(B) A comprehensive school - o
(c) A special curriculum school that is designed to serve the cul-

turally disadvantaged

(D) Vocational, technical or trade school
(E) Commercial or business school

2l. If you could take your choice of school settings, which would you

select from among the following? o
(L) A1l children of professional and white-collar workers

~ (B) Mostly children of professional and white-collar workers
(C) Children from a general cross section of the community
(D) Mostly children of factory and other blue-collar workers
(E) A1l children of factory and other blue-collar workers
(F) Children of rural families . ‘
(¢) 1 have no preference

22. What kind of school do you prefer to work in, as far as ethnic com-
position is concerned? '
(A) A school with predominantly Anglo Saxon students
(B) A school with a mixtire of Anglo Saxon and minority ethnic groups
(C) A school with predominantly minority ethnic groups
(D) I have no preference ‘

23, What kind of school do you prefer to work in, as far as racial compo~-
~ sition is concerned?
(L) An all white school
(B) A mostly white school but with some non-white students
(C) A school that has about half white and half non-white students
(D) A mostly non-white school but with some white students
(E) A school with all non-whites '
(F) I have no preferéence
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What type of class do you most like to teach or counsel?
(A) A high ability group

(B) An average ability group

(C) A low ability group

(D) A mixed ability group

(E) I have no preference

25, In your judgment, what is the general reputatlon of this school amcng
teachers outside the school?
(A) Among the best
(B) Better than average
(C) About average
(D) Below average
(E) A poor school
(F) Don't know

26. About what percentage of the students you teach or counsel this
year are white?
(4) None ‘
(B) 1 to 9%
(C) 10 to 2L
(D) 25 to L9Z
(E) 50 to 7L%
(F) 75 to 89%
(G) 90 to 99%
(H) A11

27. Below is a list of current school issues on which we want the judg-
ments of teachers. Please answer each in terms of your judgment of
the best educational practice.

(A) Which of the following policies on neighborhood elementary schools
represents the best educational practice, in your estimation?

(a) Nelghborhood elementary schools should be maintained’ regard-
less of any racial imbalance produced.

(b) Neighborhood elementary schools should be maintained, but
where possible a device, such as reducing the grade span of
schools, *pairing schools, or another practice, should be
used to promote racial balance.

(¢) The idea of neighborhood elementary schools can be abandoned
without significant loss.

(B) Which of the following policies on bussing of elementary school
children represents the best educational practice in your estima-
tion?%

(a) Children should not be bussed to a school other than their
neighborhood school.

(b) Children should be bussed to another school but only to re-
lieve overcrowding.

(c) Non-white children should be bussed to another school in
order to achieve racial balance.

(d) Both white and non-white children should be bussed into
schools with a predominantly different racial composition,
to achieve racial balance.
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(C) Do you believe there is a sound basis in educational policy for
giving compensatory programs to culturally disadvantaged stu-
dents at extra per pupil cost? '
(a) Yes
(b) No

(c) Undecided. ,
(D) What type of faculty do you believe is best for a school with an
all non-white or predominantly non-white student body?
(a) An all white faculty
(b) Predominantly white faculty
(c) About equal nmumber of white and non-white faculty
(d) Predominantly non-white faculty ‘
(e) All non-white faculty
(f) Doesn't matter :
(g) Selected without regard to race
(h) Some degree of integration, but ratio doesn't matter

(E) What type of faculty do you believe is best for a school with a

racially heterogeneous student body?
(8) An all white faculty
(b) Predominantly white faculty
(¢) About equal number of white and non-white faculty
(d) Predominantly non-white faculty
(e) All non-white faculty
(£) Doesn't matter. ,
(g) Selected without regard to race .

‘ (h) Some degree of integration, but ratio doesn't matter

(F) What type of faculty do you believe is best for a school with an

all white or predominantly white student body?
- (a) An all white faculty
(b) Predominantly white faculty
(¢) About equal number of white and non-white faculty
" (d) Predominantly non-white faculty
é All non-white faculty '
(
(

)
) Doesn't matter : :

) Selected without regard to race ‘

) Some degree of integration, but ratio doesn't matter

e
ki)
g
h

28. Surveys of school problems show a number of things reported by teachers
as reducing the effectiveness of the school. Below is a partial list
of these problems. Mark Y (yes) for those situations that constitute
a problem in your school. Mark N (no) for those that do not constitute
a problem in your school. ' ‘ ‘
(A) The home envirorment of the students is not good
(B) Pupils are not well fed and well clothed
(C) The different races or ethnic groups don't get along together
(D) Parents attempt to interfere with the school
(E) There is too much competition for grades
(F) There is too much emphasis on athletics
(@) There are too many absences among students
(H) The classes are too large for effective teaching
(I) There should be a better mixture, the students are all too much of

one type
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) Too much time has to be spent on discipline

) The students aren't really interested in learning

) There is a lack of effective leadership from the school admini.

stration ' o

) The parents put too much pressure on the students for .good grades

) The teachers don't seem to be able to work well together

) Teachers have too little freedom in such matters as textbook selec-
tion, curriculum, and discipline ' :

P) There is too much student turnover

Q) The parents don't take enough interest in their children's school

work

"(R) We have poof instructional equipment: supplies, books, laboratory

equipment, etc.
(S) There are too many interruptions during class periods
(T) There is too much teacher turnover _

(U) There is too much turnover of administrators

Are you a member of any teachers'! association?
(L) No :
(B) Yes, an officer

(C) Yes, an active worker

(D) Yes, a member but not an active worker

Do you read regularly any national educational or subject matter
Journals such as the NRA Journal, The Nation's Schools, The English
Journal , etc.? ' ‘ C ‘

) No, not regularly

(B) Yes, 1 regularly

(C) Yes, 2 regularly .

(D) Yes, 3 or more regularly

Do you expect to remain fulléﬁiﬁe in public education until you reach

retirement age?
(&) Definitely yes
(B) Probably yes
(C) Probably no
(D) Definitely no

About how many hours a day do you spend cutside of your scheduled work
day in preparation for teaching or counseling?

(A) None

(B) 1

(c)y 2

(D) 3

(E) L or more

How many hours a day do you spend in classroom teaching this year?
(L) None '

(B) 1

(c) 2

(D) 3

(E) L

(F) 5

(@) 6 or more
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Because of ability grouping of students in some schools, some teachers
teach students at predominantly one ability level. Which of the
categories below best fits your classes? -

(A) A11 high ability groups

(B) A1l low ability groups

(C) Combination of various ability groups

(D) Ability grouping is not used in this school

What is the lowest grade in which you teach this year?
(Ag Nursery or kindergarten
B) 1

t is the highest grade in which you teach this year?
ursery or kindergarten

From a realistic viewpoint, there may be some jobs from which Negroes
have been excluded. Do you personally feel that a teacher or guidance
%ounselor should encourage Negro students to aspire to such jobs?

A) Yes

EB% Yes, with a full discussion of ‘the difficulties

G) No '

(D) No opinion
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APPENDIX B

LETTER TO SCHOOL BOARD FROM NEHGRO COMMUNITY

Dear Board Member:

‘Realizing that it is the responsibility of a school district to
-provide an adequate and equal education for sll children within a said
district, We, the parents of children attending Hays School, located
in School District No. 116 Urbana, T1linois are and are not at the
Present time receiving an education that will prepare them to be use-
ful citizens of our society.

, Our opinions are based on a master thesis written by Charles

- Springer Scheck entitled Planning The Community Schools--The Cases
‘of Champaign and Urbana, Illinois, 1965. In this thesis, Mr. Scheck
uses Hays School as a. specific example. Materials in his thesis are
obtained from many sources. Among these sources are School Board
Meetings, reports of the Citizens Advisory Council, personal inter-
views with board members and school administrators and other sources
which are not directly related to our particular situation. ' Enclosed
1s a reprint of pages 55-58 in which Mr. Scheck discusses the Hays
School Problem. : ‘ :

We are also influenced by the number of children from our area
who become "dropouts.” Tt has been pointed out in various reports
and by a school administrator that the percentage rate of "dropouts*
from our area is higher than any other arca in the district.

We are also familiar with a report from the Citizens Advisory
Council 1963-6L which states that children from our area and two
other areas, when they reach Junior -High level, are not prepared to
meet the educational standards as set by the Junior High School.

In the second half of the school year 1965-66, Titls T of the
Elementary and Secondary Education Act was implemented in the Urbana
School System. As a result of this, many programs were initiated at
Hays School. We realize that these Programs are a necessary part of
the education of our children, however, we also feel that a great
percentage of the value of these programs is lost due to the segregated
pattern of our school. Because of this segregated pattern in our area
we -are depriving both the Negro child and the White child of becoming
well adjusted citizens within our society. The Negro child becomes
more culturally deprived because he doesn't have the opportunity to

- Mmingle with the other races at an age in which his 1life is molded. In
contrast to this the White child becomes culturally dependent because
he knows ‘only of the white culture and as a result when these factions

are thrown together at a later age (grade) the problems of integrating
are too large for them to overcome.
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- Finally, as we look at our area from the standpoint of housing, we
know that the segregated pattern of housing has been set and is not
likely to change. The realtors are certainly not going to make any ef-
forts to help this problem, the city refuses to take an active part in
trying to alleviate this problem. Consequently, the school district
is the only agency left that can rightfully solve the segregated pat-
tern of our school.

We are enclosing a speech made by the Commissioner of Education,
Harold Howe II, to educators and school administrators from 76 major
cities in the United States concerning the problmm of segregated schools.
Another enclosure is a solution to a problem similar to ours in
Evanston, Illinois.

In Justice Warren's decision of Brown V. The Board of Education of
Topeka, 195L, a part of his text reads, To separate (children) from
“others of similar age and gqualifications solely because of their race
generates a feeling of inferiority as to their status in the community
that may affect their hearts and minds is a way unlikely ever to be
undone... - Separate educational facilities are inherently unegual.
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APPENDIX C

COVER LETTER AND COMMUNITY QUESTIONNAIRE

November 1, 1967
Dear Citizen of Urbana,

I am presently working on an advanced degree at the University of
Illinois, and I am soliciting your help. I would like for you to com~
Plete the enclosed questionnaire by making the one response which best
fits your opinion to each statement. Please enclose the questionnaire

~ in the enclosed, addressed, stamped envelope and drop it in a mail box.

It is vital that you not sign your name.

Even though T am Principal of the Urbana Junior High School and
therefore an employee of the Urbana School District #116, T wish to make
it absolutely clear that this study is my own project, and it is not

sponsored by the Urbana School Board nor the administrative staff.

The Roman numeral followed by a capital letter in the upper right
hand is used to define categories of those people who have been asked
to participate. This Roman numeral labels your occupation and the
capital letter is used to define whether the respondent is a parent of
school-age children or a non~parent.

I would appreciate your help in this project. I anticipate that
this study will be beneficial to us as we continue to plan for the im-
provement of the schools in Urbana.

Sincerely,

Roger B. Marcum
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COMMUNITY QUESTIONNAIRE
Directions: Reépond to each statement by circling the desired response.

1. How many children do you have in the public schools (grades Kinder-
garten through grades 12)2 ‘
A, 0 B. 1 C. 2 D.. 3 E. L or more

" 2. How many éhildren‘do you have in‘the elementary school (grades
Kindergarten through grade 6)?
A. © B. 1 C. 2. D. 3 E. L or more

'3 It is desirable .to have Negro children and: white children attend
~ school together in the elementary school.
A. Strongly agree
B. Agree S
C. No opinion
D. Disagree
- E. Strongly disagree

Lo 411 elementary school children should attend the school in their
neighborhood regardless of the make-up of the student population.
L. Strongly agree
B. Agree
C. No opinion
D. Disagree
E. Strongly disagree

5. If the elementary schools are integretated, the per cent of students
- representing the minority race should be ‘

« 1 -59%
B. 5 - 10%
C. 10 - 15%
D, 15 - 20%

E. more than 20%

b Bussing students is a desirable way to desegregate the elementary
schools in a community.
‘ A. Strongly agree
. | B. Agree
“ C. No opinion

D. Disagree
E. Strongly disagree
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Another plan of providing a better education for Negro children is to
provide additional funds within the segregated school in order to
have fewer pupils per teacher and special classes and materials.

A. Strongly agree

B. Agree . :

C.  No opinion

D. Disagree

E. Strongly disagree.

Another plan to provide equal educational opportunities is to assign
all the teachers to different schools on a rotation basis. This
would mean that the best experienced teachers would be teaching in
all schools.

A. Strongly agree

B. Agree

C. No opinion

D. Disagree

E. Strongly disagree

The Urbana. Community School District #116 integrated the nine Urbana
elementary schools in July, 1966. What is your personal opinion of
the plan which was implemented?

A. Strongly agree

B. Agree
C. No opinion
D. Disagree

E. Strongly disagree
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APPENDIX D

EXPLANATION FOR ACHIEVEMENT DECREASE

Throughout this study, the data indicated that the gains in standard-

ized achievement test scores for Urbana elementary students decreased as the
students advanced through the elementary grades. This situation is a cause
for some alarm and deep concern. Even though this thesis was not concerned

directly with this problem, this writer felt that some mention should be

made of this situation.

Studying the Urbana schools and its operational philosophy could
divulge some possible explanationé for this decrease in gains. The follow-
ing list is merely suggested as a departure point in studying thé problem,
and it is not intended as a list of valid reasons.

1. With the advent of the upgraded primary school in Urbana, perhaps
more‘emphasis is placed at the primary level on academic advance-
ment.

2. Generally speaking, class sizes in Urbana are larger in grades L,
5, 6 than in grades 1, 2, 3.

3. Team teaching is utilized in the intermediate grades with students
being taught by several teachers rather than one teacher.

L. The primary grades in Urbana stress those skills and concepts which
are measured by the achievement tests. The intermediate grades
spend more time on art, music, physical education and other subjects

not included in the standardized tests. .

5. With Urbana's test norms being above the national norms, perhaps the

standardized tests have "ceilings" or limitations which reduce the

mean scores of the Urbana students.

Whatever the cause may be, the Urbana schools' administration should

pursue this question, and offer some suggestions to remedy the situation.
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VITA

Roger Brasel Marcum.wés born in Centralia, Illinois oﬁ'Jaﬁuary 19, 1931.
He was the fourth child in a familj,o&.nine children born‘to Stacy and Agnes
Marcum. He 1iﬁed in Centralia until he entered military service in‘l952 at
the age of twenty-one. After being diécharged from the service, he attended
Southern Illinois University,atICarbonéale; T1linois and completed the fe-
quirements for the Bachelor.Degree in Elementary Education in August, 195L.

‘ His first teachiﬁg position was in the Danville, Illinoié'?ublic
Schools which began in Septembér, 1954. This first teaching poéition was
in grades six, seven, and eight including the subjects of mathematics and
physical education. After school hours were spent in coaching footbali‘
and basketball and taking graduate work in educdtion administration at the
University of Illinois in Urbanaa Illinois,v.Mr. Marcum ﬁas awaraed the
Master‘s Degree in Education Administration from the UhiverSity of TIllinois
in August, 1956. He was appointed AS'an eiementary principal in Danville;
Illinoié in September, l957.» He retained this posifion for seven years,
aﬁd then he tecame a juﬁiof high school principal in September, 1963.
During those years additional graduate work was done at the University of
I1llinois.

Mr. Marcum accepted the position of Coordinator of' the Gifted Project
in the Urbana Schools in September, 196l;. ﬂe became the Principal of the
Urbana Junior High School in September, 1966. This is ‘the position he has
at the present time. He has completed the course work and the residence

requirement for the doctorate degree in education administration.




