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INTRODUCTION 

(JHAP?:'ER I 

TH,E .PRO.:r~LEM 

ITRacial discrimination i:n public education is unconstitutional and 

all provisions of federal, state or l()cal l~w req1,liring or permitting 

such discrimination must yi~ld to tn,ie; princiPle. 1,;l 

Thus ruled t~e Vnited State~ Supreme Court in a momentous decision 

in May, 1954. In its desegregation decision, t~e Court held that sepa-

rate schools for Negro and white children are inherently unequal. The 

1 

Coleman survey, Eguality of Educat~onalOpportunity, found that American 

public education remains lar~ely unequal in most reg~ons of the country, 

including all those where Negroes form ~ny significant proportion of the 

population. 2 

Harold Howe II, the commissioner of education, reported at a na-

tional conference on the disadvantaged that over two-thirds of all 

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

cent Negro and that only a handful of the ~ation's Negro first graders 

are getting the benefit of; desegregated eduCi'l,tion.3 In light of the 

1954 Supreme Court ruling, the requirements of the Civil Rights Act, and 

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

lBrown, et ale V. Board of Education, 347 U.S. 483 (1954). 
--------.,.....-......-.~---

2James S. C91eman, et .. a1., Equality of Educational Opportunitz, United 
States Dep~rtment of Health, Education, and Welfare, Office of Education, 
Harold Howe II, Commissioner, United States Government Printing Office, 
Washington, D. C. 1966. 

'3 Harold Howe ~I, remarks made at the National Conference on the Ed-
ucation of the Disadvantaged, Washington, D. C" July 18-20, 1966. 

., 
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quality for minority group children tnan for th~ majorj,.ty, tho~e who are 

in the busines~ ot educating the youth of our country must be willing .to 

give this problem top prio~ity in their considerations. 

However, achievement of; disl?-dvantaged p\1pils, compared to achieve-

ment of childrEm of,' t):le wh~te major:;ity, clearly depends to a signifi-

cantly grea-yer degree em. "tihe schoQl~ they attend. Colman's study also 

revealed that many of the obvious differences among schools do not have 

a major bearing on diffe:renges in student achievement.
4 

Put another way, 

advantaged students a:reless aff,'ected one way or the other by the quali-

ty of their schools~ It is tor the most disadvantaged chj,.ldren that 

improvements in SChool quality mean the most. 

James Colman, professor of E?ocial relations at the Johns Hopkins 

University and consu+tantto ~e USOE for the study cited earlier, re-

ported in the summer qf 1966: 

Findings ot the study suggest tb,at internal changes 
in the Negro,ch~ges in his conception of himself 
in re~ation to his . environment 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 Il1ay be the 
most Crucial elements :;in aC4ieving equality of oppor~ 
tunity-,..not because of changes they Will create in 
the white community, but principally beca~se of ti).e 
changes they create in the Negro himself. 

" 

Findings of the study'Equal~ of Educational Opportunj,.ty.indicate 

that the quality of school huild1.ngs, books, libraries, qnd eq,uipment has 

considerably less impact on educational'per;formance than does the economic 

and social composition of the school. As Coleman reports; 

4Coleman, p. 21~ 

SCaleman, p. 21. 
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It is important to reduc~ the social and racial homo
geneity of the school environment, so that those agents 
ofed~cation that do show ~ome effectiveness--teachers 
and other stugents--are not mere replicas of the stu
dent himself. 

Therefore, upgr~ding the al~ schools must be accompanied by a far 

greater effort than we have ever made in the past to eliminate racial 

and economic se~regation. 

BACKGROUND AND HISTORY OF PROBLEM; 
~ .", ,. , ' . ,) 

3 

Many school districts have complied m,th the legislative decrees and 

the judicial rulings. The results of many of these efforts will be re-

ported later in this t.q.esis. Several states have emulated the federal 

pattern, and the state legis:Latures have placed similar rulings in state" 

school codes. 

Legislative action by the G~eral Assembly in 1963 placed a similar 

ruling in t.he School Code of the State of J;ll;inois ~ Section lO: .21.3 

stated that it is the duty of t~e local school board: 

.To establish one o~ more attendance ~nits within the 
district. As soon as practicable, and from "time to 
time thereafte;,r, the bop.rd shall change or revise 
existing units or create new units in a manner which 
will take ~nto consideration the prevention of segre
gation and the elimination of separation of children 
in pu.blic schools because of color, race, or nationali
ty. All records pertaining to the creation, alte~a
tion or revision of attendance units shall be open 
to the public.? 

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

invalidated and declared unconstitutional b;V the Supreme Court of the 

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

-------~~----------~~---~~-------- ~-------~------------------
6 Coleman, p, 21-

? State of Illinois, School Cod!::., Sec • 10: 21. 3, (Springfield, Illinois, 
196.5) • 

8 Tometz et ale V. Board of ~ducation, Waukegan City School District No. 
1 Ill. 2d (196.5). 
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in Waukegan,Il1iBoi$, in, which the Circuit Court of Lake County had 

ruled that the Arms tro n,g Act was constitutional ~d the Waukegan School 

Board must take prompt action to desegregate the schools within the 

district. The case Wp.$ th.en appealed to the Supreme Court of the State 

of Illinois. The I?rincj,pal question presenteQ. by this appeal was 

whether th,.e provis:iop required sc4001 boards to prevent and eliminate 

de facto segregation Or raqial impalance and whether such a require

ment violated the equal protection clause of the Fourteenth Amendment 

and Section 22 of Article IV of our Constitution. 

The original case was b~6ught by seven minor children in August, 

1965. The superintendent, at the request of the School Baord, prepared 

a comprehensive report whic):J. was accepted by the Board in June, 1966. 

This report recommenc;led that no change be made. The Board accepted the 

report and voted to make no qoundar,y ohanges. The Board contended that 

the racial imbalance was not create~ by deliberate intent on the part 

4 

of the defendants and tnat there had been no intentional racial discrimi-

nation by the defenc;lants. 

The Circuit Court of Lake County held that the Armstrong Act was 

constitutional and that it applied to de facto segregation as well as 

de jure segregation. The Court ord,ered the defendants to fil\9 a plan 

ameliorating racial imbalance. 

The Waukegan School Board, in filing its appeal, argueq that the 

Armstrong Act applies only to de jure segregation. They also contended 

that the Armstrong Aqt required el~:inat:ion of separation of children 

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

were not separated because of color. 



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

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

the judgment of the Circuit Court in Lake County was reversed. The· 

5 

Court further stated that programs.to create equal educational opportuni-

ties must, under the equal protection clause, 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 revised in June, 1968, a decision from 

the Supreme Court of the State of Illinois on review has been rendered 

concerning the constitutionality of the Armstrong Act. In a four to 

three decision, the Supreme Court reversed itself and upheld the Cir

cuit Court of Lake County which had ruled earlier that the act was 

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

tien 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 voluntarj 

programs of local school authorities directed toward alleviation or 

eventual elimination of de facto segregation. 

Some districts in Illinois have complied with the Armstrong ruling. 

Urbana Community School District #116 is one of those districts. The 

Urbana School District desegregated its nine elementary schools, by order 

of the Urbana School Board, on J~ly 19, 1966, to be implemented in Sep

tember,1966. Prior to this action by the Board, ~~segregation 

was in existence. 
I . One elementary school, the J. W. Hays School, located 

, 
I , 

: ! 
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in the northwest section of Urbana, had 9, 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 cent or almost 

100 per cent white students. The directive from the school board, which 

was published in the local n~wspapers, was issued as a formal prepared 

statement: 

The constcm. t goal of the Urbana School District has 
been to provide an educational program to best Serve 
the individual student rdthin availp.ble financial re
sources of the District. To implement this goal, 
the Board of Ed~cation established the policy several 
years ago providing the J. W. Hays School with superior 
staff cm.d 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 UIlder the present condi
tions. The H~s 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 so~th 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 ed~catioh 
classes, including Head Start, will meet at Hays School. 
The grou~ of approximately 180 pupils living in that 
University-owned hous~ng 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 196,-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 +unch program 
for pupils attending Hays, Washingtop, and Thomas 
Paine Schools will be continued. All other pupils 
in the elementary schools who are transported by 
bus will be asked to bring sack lunches. Milk will 
be available at all schools. It is expected that 
there will be about 1,255 students at Urbana High 
School and about 1,350 at Urbana Junior High School. 
There will be nQ change in the use of bus transpor
tation to these schools. The cafeterias will oper
ate as before. 9 

What prompted the School Boa~d to take this bold action? In July, 

7 

1966, the Urbana School Boa~d was comprised of seven members who had been 

vitally interested in the ed~cation of all children for many years. Some 

of the Board members had beep re-elected several times. Thus, they had 

been faced with the problem of providing equal educational opportunities 

for all Urbana pupils in the elementary schools 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 corrmunity to petition 

the School Board to take ;:Lmrnediate action to provide equal educational op- . 

portunities for the Negro pupils and to end segregated schools in Urbana. 

They insisted that, even though the District had provided a superior 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 

deterrent to a sound education for their children. 

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



A letter, sent to ~l 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 discu~siQn took place in the open meeting. The 

members of the Board agreed that a plan of racia~ integration in the 

elementary schools was desirable and also such an action would comply 

with the School Code of Illinois. The Board gave ample opportunities 

for the various individuals in the group attending the meeting to voice 

8 

their opinions. Many plans were offered., but the Board assured the grou.p 

that each of these suggested p~ans had be~n considered at length during 

the past few years. No plan suggested in the open meeting nor any plan 

considered previou$ly by the Board had been sufficiently feasible to 

warrant implementation. The Board offered to meet with a representa-

tive group of the Negro parents at the close of the regular meeting. 

Several such meetings were held wi thin the next few days. The 

prepared statement issued by the Board through the two local newspapers 

quoted earlier in this paper 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 voiced his support of the decision and 

promised full cooperation in implementing the decision. Another Board 

member w~s in Europe at the time~ The president of the Board telephoned 

him at regular intervals to keep him aware of the situation. The 

superintendent of schools had made plans months earlier to leave for 

Europe on July 20, the day after the official Bo.ard meeting. He was 

also contacted daily to keep apprised of the situation. The month 
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preceding the opening of school was a hectic month of planning and or

ganizing by the administrative staff to implement the policy established 

by the Board. 

All did not go $moothly, although the school administration was well-

pleased with the overall procedures used to carry out the decision of the 

Board. One group of influential businessmen hired an attorney and planned 

to take ,the cf3,se to court. Many lay people, and some members of the teach

ing staff eJq?ressed amcieties about the plan. As school began, many 

anxieties were expressed thro"Q.ghqut the corpmunity both verbally and in 

the local newspQ.pers ~ The ;next S9hool Board election reflected many of 

these concerns. Three of the inc-qrnbent School Board members were serious

ly challenged at the polls. This type of contest was extremely unusual 

in traditional School Board elections in Urbana. The major issue was 

busing to ac~ieve racial integration. 

However, as the school year progressed and the second year began, 

the anxieties begp.n to be ~spell~d. The plan seemed to be working even 

better than anticipated. 

The purpose 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 operatio;n~ If integration of the public schools is desir

able, 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 environments 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 aut of school. Those who appose racial i~ 

tegrationin the publio schools contend that racial integrat~on will 

lower ac~demic standards and achievement levels, and that their children 

will nat be adequately prepared for high .school and higher education. 

They also insist that the teaching staff and the community do not favor 

such a plan. 

The purpose of this research is 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. Standardizeq intelligence test scores 

2. Standardized ach;i.evement test scares in reading, mathematics~ 

spelling, mechanics of language, and total achievement 

3. Teacher attitudes toward racial integration in the public schools· 

4. Community attitudes toward racial integration in the public 

schools 

More specifically, this study will concern itself with the academic 

achievement of both Negra arid 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 will be assessed 

by use of questionnaires. Inasmuch as there was no assessment of these 

last two variables prior to the implementation of racial integration, 

before and after comparisons can not be made. 

PEPARTURE POINTS 

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

immediate urgency and concern which face local school districts in carrying 
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out the courts I mandat~s. In the monumental two-year study by Coleman, 

completed in 1966 in compliance with the Civil Rights Act of 1964, many 

findings concerning the r~lationship between school achievement and the 

racial composition of the schools were expounded. 

The Coleman report dOGume~ts a long-respected generalization in the 

sociology of education: 

School to school variations in achievement, from what
$ver source (cQmmunity differences, variations in the 
average home background of the student body or varia
ti.ons in school factors), are much smaller than indivi
dual variations within the school, at all grade levels 
for all racial a,n~ ethnic groups •••• Over 70 per cent 
of the variation in achievement ••• is variation within 
the same student body.lO 

When the analysis is restricted to differences in. achievement between 

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

in achievement for the groups tl:').at are numerically most important lies be-

tween different schools. Our schools have great uniformity insofar as 

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

quality are not highly related to variations in the achievement of pupils. 

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 1!cilities 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 

---~-------------------------------------------------
10 Coleman, p. 296. 
11 Coleman, p. 302. 
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interested, and whose movement from school to school or community to com-

munity 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 C~ tral 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 
prline correlate of school achievement. It is influ
enced~-off set Qr reinforced--mQst substantially not 
by facilities, CUfriculum, or teachers but by what 
other pupils bring wi~h them as class-shaped interests 
and abilities. In practical ter.rn.s, as the proportion 
of whitepupil~ increases in a school, achievement 
among Negroes increases because of the association 
bet-ween white ethnicity and socioeconom:j..c advantage.12 

The Cole:rn.an r.eport makes crystal clear that: 

Desegregation does affect factors of immediate rele
vance to student achievement. These factors are: 1 
individual academic motivation ~d peer environment. 3 

In considering standardized intelligence test scores, WE:) again turn 

to the section of the Coleman study concerning the me~sure of intelligence 

as it relates to the racial composition of the school. Coleman admini-

stered four basic standaridzed tests: non~verbal ability, verbal ability, 

reading comprehension, .ap.d 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 sta~le mental abilities; 

recent research does not support that vi,ew. Abilit;y tests are simply 

broader and more general measures of education, while achievement tests 

are narrower measures directed to a restricted subject area. 

12Coieman, p. 312. 

l3Coleman, p. 202. 
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Coleman's survey provided additional evidence that the liability!! . 

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

ment" tests. The specific 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 SCAQols is slightly great~r for abi~ity tests than for 

achievement tests. The sqhool-to....,sohool variance is generally greatest 

for the verbal ability test, next for the non-verbal ability test, next 

for reading comprehension, aqd last for mathematics achievem~nt. This 

is indirect evidence that variations among schools have as much or more 

effect on the ability scores as on the achievement test soores. 

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

tributable to differences in the Qomposition of the student body in dif

ferent schools and not to differences in school effectiveness. Such ini-

tial student boqy differences should show up most strongly in the early 

grades, and if the results of school ~ffects were upon achievement 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-sohool differences. This suggests 

that the ability tests are even :qJ.ore responsive to sOhool 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 

the aChievement test score. Coleman concludes that the verbal-ability 
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test constitutes the best measure of differences in achievement affected 

14 
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 

anticipated that the results of this study will produce evidence on the 

issue of racial integration in the elementary schools and its educational 

ilnplica tions • 

14Co1-ern-an-,-'-po -2-9-3'-. -----, ---.--..--~-'---------
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CHAPT:ER II 

RELATED RFSEARQH AND SURVEY 
OF THE LITERATURE 

This chapter will be divided into three basic sectionl;l. The first 

part will be a summary of the court cases involving racial integration 

in the public schools and will also include a general discussion of the 

legal aspects of the problem. 

15 

The second portion of the chapter will be a survey of the most sig-

nifidant literature dealing with the topic. Many volumes have been writ-

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

have expressed varied ideas an~ concepts. EXcept for one or two exerpts, 

all 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 the chapter will be a review of the re-

search actually condueted on the subject of racial integration. Although 

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 C~SES ___ AND LEGAL ASPECTS OF PROBLEM 
. " __ • • _ • net Y 

Racial separation of pupils by law, de jure segregation, was declared 

unconstitutional in 1954 by the United States Supreme Court. The Court, 

in making its deCision, overruled previous decisions by fiv~ district 

courts throughout the nation. A starting point in any discussion of 
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o ° balance in the schools is the basic principle, established by 
rac].al :un 

0t d state Supreme Court in its decision in the 1954 case of 
the UnJ. e 

Vs 
Board of Education of Topeka, that racial discrimination in 

Brown • 
public education is contrary to the "equal protection" clause of the 

Fourteenth Amendment., State or lOyal school authorities are therefore 

prohibited from maintaining racially segregated schools.
14 
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The Brown decision is, of course, a landmark in the field of school 

segregation litigation. A brief further examination of it will be' worth-

'While. 

In this case, Brown and other Negro children livi,ng in Topeka, Kansas, 

had been denied admission to certain elementary schools attended by white 

children on the basis of a Kansas statute which permitted cities to main-

tain separate school facilities for Negro and white 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, "equal" to 

non ... segregated schools; therefore, the children ;were being deprived of 

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

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

tion. 

It is perhaps important to note that the highest federal court 

speCifically described the issue in this case in these words: "Does 

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

-------------------------~----~------------~--------------------
14347 u.s. 483 (1954). 



the childre~ ••• so segregated, of equal educational opportuni
deprive 

To this query the court answered: '!We believe tha t it does. ,,15 ties?!! 

The Brown case, as brought, clearly dealt with de jure segregation 

in public schools, i.e., segregation overtly forced or imposed by the 

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

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

de facto segregation. Even though the case did not involve de facto 

segregation, the court uses the term segregation unmodified by either 

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

says: 

Our decision ••• mustlook ••• to the effect of segre
gation itself on public education •••• We mu~t consi
dero •• 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 ~he policy of separating the 
races is usually interpreted as denoting the inferiori
tyof the Negrogroup •••• We conclude that in the field 
of public education the doctrine of I!separate but 
equall! has no place. Separate educational facilities 
are inherently unequal •••• Segregation in publ~c ed
ucati~g is a denial of the equal protection of the 
laws. 

17 

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: 

10 Briggs et ale V. Elliott et al. This case had been brought to 

the Eastern District of South Carolina. 

20 Davis et aL V. County School Board of Prince Edwarq, County, 

Virginia, et ale Eastern District of Virginia. 

15347 u.S. p. 489. 

16347 u.S. pp. 492-495. 
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3. Bolling et ale V. The District of Columbia. 

4. Gebhart et ale V. Belton et al.on certiorari to the Supreme 
" 

Court of Delaware. 

All of these cases h.ad been appealed to the Supreme Court. and were 

awaiting a ruling at the. same time as the Brown case. Even though all 

of these cases were different, they all contained the similar element of 

racial discrimination. In each of these four cases, the courts had ruled 

in favor of th~ defendants. In overruling these judgments, the Supreme 

Court stated: 

All 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 ~9n
discriminatory basis with all deliberate speed. 

The rationale behind this basic principle wo~ld appear to be that 

segregation based on race is an unlawful denial of equal ed~cational op-

portunity. It will help if this rationale is kept in mind as we turn 

our attention to what the next highest federal courts, the several U.S. 

Courts of Appeals, have recently said concerning racial imbalance in 

northern .and western public school systems. In 1964 and 1965 these courts 

were asked to rule with regard to school racial 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 handled, generally, 

17 347 U.S. p. 496. 
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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 tha:t the attendance zone boundaries 

were draw in such a way as to promote segregati,on in violation of the 

Fourteenth Amendment. 

The U.S. Court of Appeals for the Seventh Circuit eventUally affirmed 

a lower federal (district) court judgment that the Gary Board of Education 

was not required, under the Federal Constitution, to take steps to elimi-

nate or reduce the racial imbalance which admittedly existed in the Gary 

publi,c school system. The CQurt of Appeals made the following signifi

cant comments:18 

1. The United Statf3s Consi tution does not compel integration or 

racial balance in the SChools; it merely forbids discrimination. 

2. The mere fact that certain schools in a public school system 

are completely or predominantly Negro does not necessarily mean that the 

school authorities are maintaining 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 resulting effect is to have a racial trobalance in certain 

schools. 

In May, 1964, The U.S. Supreme Court refused to review the Court 

of Appeals decisiQn~ 

The next case originated in a public school system in Kansas City, 

Kansas, which also operated under a neighborhood school plan. In addi

tion, a lI,feeder school" policy was also in effect, under which students 

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

------------~-------------
~963) ~8Bel1 V. Board of Education, Gary, Indiana, 324 F .2d 209 (October, 



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 predqminantly 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 school!s grad-

uates were fed into a predominantly white junior high sohool. Along 

with the 1960 order, the Bqard adopted a policy of granting transfer 

permits to students who wished to transfer from a school where a majori-

ty of the students were of a different race. 

20 

Negro childrep living in the areas which, under the new Board order, 

would fe~d into the predominantly Negro junior high school (rather than 

into a predominantly white one, as theretofore), sued to enjoin the 

Board from carrying out the chapge. The case was decided in the U.S. 

Court of Appeals, Tenth Circuit, in September, 1964. 

Basically, the Tenth Circuit ruling reiterated the October, 196.3, 

Seventh Circuit decision in the Gary case and held that the Kansas City 

Board of Education was under no obligation, under the Federal Consti tu-

tion3 to correct racial imbalance. This court made the following note-

worthy co:mment~ 

A neighborhood school plan is not objectionab;Le in 
the absence of a showing that it is being operated 
so as to discriminate against students because of 
their race or color.19 

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

ficant restrictions on local board procedures relating to racial imbalance 

in its schools: 

~.-----

19 Downs et ale V. Board of Education, Kansas City, Kansas, 336 F.2d 
988 (September, 1964). 
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1. The local board could not justify continuing the unlawful segre- , 

gation of Negro students on the ground that the classrooms in a predomi-

nant1y 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 routtne1y promoted to predominantly Negro 

junior high schools and which required such pupils, when they applied for 

transfers to predominantly white schools, to meet criteria to which white 

transferees were not subject. 

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 desegregated school if a majority of the students in that school j 

were of a different race. 

The court made two other significant comments: 

1. The school autj:l.Orities, rather than the courts, must assume 

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. 

2. The consitutiona1 right of a student not to be discriminated 

against in tbe public schools on grounds of race or color can neither 

be nullified openly and directly by state legislators or judicial offi-

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

.gation whether attempted ingeniously or not ingeniously. 20 

---------------------
S 20Stephen F. Roach, "The Federal Courts and Racial Imbalance in Public 
choo1s,'! Phi Delta Kappan, pp. 254-256, (January, 1966). 
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In ~arch, 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 school 

ID.thin the attendance zone in 'Which they lived. 

Negro children residing in 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 1s continued rigid adherence to its neighborhood 

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

tain schools, was tantamount to governmentally 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-

tional procedures, 

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

the federal Constitution does not require, as an absolute right, the 

removal of racial imblil-lance in the public schools as being tantamount 

to segregation. 

It is significant that the U.S. Court of Appeals, though not agreeing 

with the earlier U.S. District Court decision that the Springfield school 

authorities be ordered to present a plan to eliminate, to the fullest ex

tent Possible, racial concentration, did make the following comment: 

If defendants (Springfield School Committee) permanent
ly disregard their previously announced purpose to re
duce imbalance so far as educationally feasible, a new 



action may be brought to determine whether th~ plain
tiffs are, in that event, entitled to relief. 1 

23 

It was the view of the U.S. Court of Appeals here that no such local 

school committee plan was necessary at this time, since the committee 

had, prior to the suit, recognized the necessity for such a plano 

Thus, if we surnmar~ze the controlling legal pr~ciples whi,ch were 

advanced in 1964-65 by the three U.S. Courts of Appeals cited, we might 

add these fo~ additional principles to the one previously mentioned: 22 

1. Because a partiqular public school is completely or predominantly 

Negro does not necessarily mean that the school authorities are unlawful-

ly maintaining a segregated school system. 

2. The U.S. Constitution does not compel racial balance in the pub-

lic schools ,; hence, a local school poard is under no constJitutional 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. 

4. School authorities, rather than the courts, must initiate actions 

to correct the racial imbalance in the schools. 

As we have alreaqy seen, the U.S~ Supreme Court has held that govern-

mentally imposed racial segregation is unconstitutional. It has not yet 

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

------
21S . k d 1 J t 1 

4 
' pr~ngfield School Committee et ale V. Abraham Bar s a e r. ea., 

3 8 F.2d 261. 

22Roach, po 257. 



t h t it refused to review the U.S. Courts of Appeals de
iVe have seen a 

.~~ons in two of the three cases we have discussed. 
C~w"" 

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

. w than is justified, it cannot be denied that the practical ef
to rene 

feet of these refusals--one in May, 1964, the other in March, 1965--was 

24 

to leave s tanding the pertinent U.S. Court of Appeals decisions. The 

thrust of these earlier dscis ions--as is evident from the controlling 

principles enumerated above--is that local school authorities are under 

no federal constitutional duty to corre9t racial imbalance in the public 

schools. 

On the other hand, it should be noted that on three other occasions--

in: October,? 1964,23 in Octoher, 1965,24 and in November, 1965,25 the Su.-

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

lating to racial imbalance in the schools. In each of these cases, the 

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

10c8;1 or state school authorities taking steps, 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 

its attendance zone boundaries $0 as .to eliminate racial imbalance; and 

------------

23Schultz V. Board of Education, New York City, New York, 379 U.S. 
881 (1964). 

24 4 3 Law Week p. 3113 (1965). 

2534 Law Week p. 3113 (1965). 



. d the New York City Board determined to pair a predominant
in the thlr , 

elementary school with a nearby predominantly white school in 
ly Negro 

correct racial imbalance. 
order to 

25 

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

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

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

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 sc:hools, there is 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 whata:re considered to be the logical implica-

tions of the U.S. Supreme Gourt's refusal to review certain cases during 

1964 and 1965. 

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

facto 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 

School 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, which excludes children living across the street in a largely 
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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-wide racial imbalance is harmfUl 

to Negro children and therefore 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 equal rank. This sets the scene for a jurisprudential numbers game. 

For ten days one could cite the opini,on of the Los Angeles County 

Counsel that race might not pe used as a criterion for drawing school 

boundaries. On J'tme 27" 1963, however, the California Supreme Court 

ruled otherwise. On September 6, 1963, the New York Supreme Court 

ruled it imper.missible to exclude white students in order to achieve 

a better racial balance. On March 11, 1964, the Appellate Division of 

the Supreme Court reversed the September 6 ruling. 26 

On January 29, 1963, U,.S. District Judge George Beamer ruled in the 

Gary case tha't 'the School Board had no affirmative duty to desegregate 

where the school segregation was due to housi,ng segregation; a U.S. Court 

of Appeals later affirmed the Beamer opinion. On January 4, 1964, u.S. 

Distri.ct Judge Joseph C. Zavatt ruled in the Manhassat case that the 

School board had an affirmative duty to desegregate. 
27 

---------------------------,-------
( 

2~eyer Weinb erg , "Civil Rights and the Schoolrnen," Phi Delta Kappan, 
May, 1964), Vol. XLV No.8, p. 162. 

27W . b 62 eJ..n erg, p. 1 • 
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U S Supreme Court will have to settle the issue. The question 
The •• 

be
en raised concerning the wisdom of seeking a solution in the courts. 

haS 

John Kaplan comments: 

The battle over de facto segregation is now moving in
to the political arena where it belongs •••• ln order to 
bring the administration of our schools in line with 
our fundamental values, the greater part of the action 
in this ~8ea will have to be taken by the political 
process. 

SURVEY OF LIT!lATUR..§, 

Inasmuch as the major problems involving racial integration in the 

public schools arise from de facto segregation in housing and residential 

patterns in the community, a portion of this section must deal with this 

issue. 

De facto segregation is a complex phenomenon with many ramifications 

and apparently no simple solutions. Up to the present, no large school 

district has been able to eliminate de facto segregation. In fact, 

despite extensive efforts, the number of pupils in racially imbalanced 

schools has been increasing in most of the large cities. In the report., 

"Desegregating the Public Schools of New York City, 1129 prepared by the 

State Education Commissioner1s Advisory Committee on Human Relations and 

Conrrrn)nity Tensions (May 12, 1964), the following statements appear~ 

--------------------------..,.-------
28 G John Ka,.plan, IISegregation Litigation and the Schools, Part II: The 

l
e
9
n
6
er)al Northern Problem, II Northwestern University Law Review, (May-June, 
3 , pp. 211, 214. - --

29 
to The State Education Commissioner's Advisory Committee on Human Rela-
y~~~s C ~td Conrrnuni ty Tensions, llDesegregating the Public Schools of New 

. ly,'1 (May 12, 1964). 



Despite open enrollment, rezoning, and associated ef
forts, s egrega,tion, 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 ex.ception, has had 
a measurable effect on the degree of school segrega
tion~ Our impression is that not a single elementary 
or junior high school tha~ 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 Iepartment of Education in New York, which for several 

years has pressed for racial b?1ance 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 

28 

Ci'by had 103 elementary schools that were racially imbalanced. Approxi-

mat ely 31 per cent or more of their students were non-white. Today the 

total is 129 schools. 

2. New York City schools are now 50.2 per cent Negro and Puerto 

Rican and 49.8 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 by 

Joan 1. Roberts, David Ausubel has written a chapter, "Ego Development 

Among Segregated Negro Children.,,30 

Included in that chapter is much of the rationale which supports 

the theory that racial integration in the public schools is educationally 

. 3°David Ausubel, "Ego Development Among Segregated Negro Children, II 
~n School Children in Urban Slums, readings in Social Science Research, 
ed. by Joan 1. Roberts. 



d and desirable. 
soun 

Ausubel summarizes much of the social science re-

h been completed involving the ego development of Negro 
search which as 

students. 
Partly as a result of unequal educational opportunities, Negro 

children show serious academic retardation. They' attend school for 

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

29 

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

educational training of Negro teachers who themselves are usually products 

d t ' 31 
of segregated e ll.ca lon. 

Inequality of educational facilities exists not only irl the South 

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

on the Scholastic Aptitude Test~32 
Teachers in segregated schools tend to be overly permissive and 

to emphasize play skills over academic achievement; they are percei'ved 

by their pupils as evaluating them negatively and as being more concern

ed with behavior than with schoolwork)3 

Negro pupils are undoubtedly handicapped in academic attainment by 

a lower average level of intellectual functioning than is characteristic 

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

yularly the latter, Negro pupils have significantly lower IQ's and are 

------------------------------
w . 31H• Angelino, J. Dollins, and E. V. Mech, "Trends in the Fears and 

.. ornes of School Children as Related to Socioeconomic Status and Age, II 
. Journal o~~tic Psycholo~, 89: 19,6, pp. 263-276. 

32 H. A. Bullock, "A Comparison of the Academic Achievements of White 
and Negro High School Graduates," Journal of Educational Research, 44: 
1950, pp. 179-192 • 

. but. 3~artin P. Deuts ch, et aL, "Some Considerations as to the Can tri
in~ns ~f Social Personality and Racial Factors to School Retardation 
Chic norl ty Group Children, fI paper read at American Psychology Association, 
'. ago, September, 19,6. 



retarded in arithmetic, reading, language usage, and ability to handle 

abstract concepts.34 

The destructive impacts of prejudice, discrimination, segregation, 

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

tal hygiene consequences of lower social class membership, results in 

30 

a much higher incidence of behavior disorders in Negroes than in whiteso 35 

B~fore Negroes can assume their rightful place in a desegrated 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, acqui.re 

feelings of self-confidence and racial pride, develop reali.stic aspirati.ons 

for occupations requiring greater educa,tion and training, and develop the 

personality traits necessary for implementing these aspirations. Such 

changes in ego structure can be accomplished in two different but comple .... 

mentary' ways. 36 

1. All manifestations of the Negrois inferior and segregated caste 

status must be swept away in education, housing, employment, religion, 

travel, and exercise of civil rights. 

2. Vari.ous measures instituted in the family, school and community, 

the character structure, levels of aspiration, and actual standards of 

achievement can be altered in ways that will further enhance his self 

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

----------

34A• S. Carson, and A. I. Rubin, IIVerbal Comprehension and Communica
tion in Negro and White Children, II Journal of Educational Psychology, 51: 
1960, pp .• 47-51. . 

3~. Greenberg,.A. L. Chase, and T. M. Cannon, 11Attitudes of White and 
Negro High School Students in a West Texas Town Toward School Integration," 
Journal of Applied Psycholo~, 41: 1957, pp. 27-31. 

36Ausubel, pp. 236-238, 



31 

37 Ausubel expresses his ideas on desegregation in the followIng manner~ 

1. Desegregation of the public schools is no panacea. It tends to 

create new problems of social adjustment. 

2. The schools cannot overcome various long-standing handicaps which 

Negro children bring with them to school such as cultural impoverisbment, 

apathy toward learning, and distrust tOillTard majority-group and middle-

class teachers. 

3. Desegregated schools cannot com.pensate for oversized classes, 

inappropriate curricula, inadequate counseling services, or poorly train-

ed or demoralized teachers. 

Yet j it is an important and indispensable first step in the reconsti-

tution of Negro personality since the school is the most strategically 

placed social institution for e,ffecting rapid change both in ego structu.re 

and in social status. A desegregated s.chool 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 c.ulture. 

Raci.al prejudice i.s most pronounced in lower social· class groups, and 

these groups constitute the hard core of resistance to desegregation. 

Anti-white prejudice is similarlymost pronounced among lower class 

Negroes. 38 

------~--------------------~------------
37Ausu.bel, pp. 248-250. 

-
38T• C. Cothran, "Negro Conceptions of White People," American Journal 

.£! Sociolog;y, ,6 ~ 1951, pp. 458-467. 



Increased physical contact per se between white and Negro children 

does little to reduce prejudice, but more intimate personal interacti,on 

under favorable circumstances significantly reduces social distance be

tween the two groups.39,40 

Artificial attempts to end de facto school segregation;> caused by 
"9 

neighborhood segrega.ti.on of Negroes in particular u.rban slums, are 

socially and psychologically unsound. 41 

32 

It is not only impracti.cal to transport white children to schools in 

distant;> predominantly Negro neighborhoods just for the purpose of main-

tai,ning the principle of racially mixed classes, but i,t also victimizes 

individual white children and thereby increases racial tensions. Unless 

de facto segregation is accomplished by the gerrymandering of school dis-

tricts;> and unless schools in Negro districts are actually inferior, it 

seem.s 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 mu.st be 

enlisted if we hope to make permanent progress i.n the education of Negro 

children. 

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

-----------------~-----------------------.--------------------------
39 J. A. Neprash, "Minority Group Contacts and Social Distance," Phylon, 
1953, pp. 207-212. 
40 ' 

s. W. Webster, liThe Influence of Interraoial Contact on Social Ac
ceptance in a Newly Integrated School 11 Journal of Educational Psychology, 
52' 1961 6 ' . , pp. 292-29 • 

41 
t James B. Conant, Slums and Suburbs: A Commentary on Schools in Me-
~opolitan Ar~, (New York, 1961) McGraw-Hill, pp:-i,8, 159. 



policies that could wreak U~voc with the school 
and the lives of children. , 

33 

Whatever can be done to strengthen family life and to give fathers a 

more important role in it will make a signtficant contribution to the de

velopment of Negro potential. 43 

Working with mothers 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 h;Lgh-school graduates', and only 33 per cent complete elemen

tary school. 44 Thus enrollment of parents ;Ln ,adult-education programs 

would significantly raise the cultural level of the Negro home and stimu-

late an interest in newspapers, magazines and books. "0ne of the troubles ••• 

is that when children leave the school they never see anyone read anything

not even newspapers. n45 

Because of current grave inadequacies in the structure of the lower-

class urban Negrof~ily, the schoQl 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. 46 

As one Negro teacher said to Conant: 

42 " Conant, p. 20. 

43R. W. Smuts, liThe Negro Community and the Development of Negro Po-: 
tential," Journal of Negro Education, 26: 1957, pp. 456-465. 

,44Conant , p. 24. 

45Cohant, p. 26 •. 

46Conant, p. 27. 



We .do quite well with these children in the lower 
grades. Each 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 ~choolwork progress ceases; indeefl7many 
pupils begin to go backward in their studies. 

·In summarizing Ausubel1s chapter on the ego development of Negro 

children, the following ~tatements are offered~ 

School desegregation is an indispensable prerequisite for raising 

aspiration and achiev6rrent levels, but obviously cannot compensate, in 

and of itseJ,.f, for the lorigstanding 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 educational 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 

th O b 0 t,48 
~s 0 Jec·~ve. 

Jonathan Kozol, a former slum school teacher, and Robert. Coles, a 
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Harvard child psychiatrist, are authors of a new book, Eeath at ~Early 

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

strate that this may be a basic reason why Negro c.hildren fail to achieve 

in school. It could be that they are unmotivated and handicapped by cuI-

tural deprivation~ as many educators and child-serving professionals be-

lieve. But Kozol and Coles are beginning to question these notions. 

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 

47Conant, p. 21. 

48 Ausubel, 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 of dull teaching by racially prejudiced 

49 teachers. . 

According to Kozol, liThe greater number of Negro parents lIve known 

in Boston don't lead lives lacking in real values. The trouble is that 

white teachers attempt to replace these values with their O'Wllo,,5
0 

Dr. Coles depicts Negro children as anything but dull, shallow young= 

sters: "Many ghetto children I know have a flesh and blood loyalty to one 

another, a disarming code of honor, a sharp cri.tical eye for the' fake and 

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

late themselves, and tickle others. Their language 'is often strong and 

expressiveo •• their drawings full of action, feeling, and even searing 

social cr1 ticism.,,51 

The harmnering ho:me to lively, normal Negro children that they ought 

to be li.ke. someone else--the whi tes--indicates racial prejudice among 

teachers. 

The U·.S. Commission on . Civil Rights asked for new federal legisla-

tion, unspecified in detail, to eliminate racia.l isolation of children. 

in public schools a.ttended primarily by Negroes .In its two volume 1.'8-

port, Racial Isolation in the PublicSchools;1 the federal. agen.cy told 

President Johnson, who had ordered the study, that Negro children suffer 

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

.---------------------=--
49Jonathan Kozol, and Robert Coles, Peath at~~r1y Age, (New York, 

1967) • 

S'°Kozol and Coles, p .. 74. 

S'lKozol and Coles, p. 78. 
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design or through residential pa4terns. Their aspirations are more re-

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

fluencing their own futures. 

This report aimed itsdemanq for integration at the de facto segre-

gation in northern cities !lS much as at the deliberate segregation of the 

South. The Commission introduced two elements which are likely to stir 

52 
debate~ 

1. It asked Congress to consider legislation that would establish a 

uniform standard for the elimination of isolation in the schools. It sug-

gested as a reasonable stan<;iard the criterion already adopted by the legis-

lature in Massachusetts and the New York State Commissioner of Education, 

defining as racially imbalanced those schools i.n which Negro pupils con-

stitute more than 50 per cent of the total· enrollment. 

2. It concluded that programs of compen·satory education, special 

efforts to upgrade the education of children in ghetto schools, have been 

of limited effectiveness. 

Two basic questions were raised by the Comrnission. 

10 Can desegregation be brought about under a suggested criterion 

enrollment? 

2. Should compensatory education be discounted in the future? 

In det~rmining 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 elementary school students are in schools that are 

---------------------~ 

52Racial Isolation in the Fublic Schools, a two Volume report by the 
United States Commission on Civil Rights, Volume I, p. 325, U. S. Government 
Printing Office, Washington, D. C., Febrllary, 1967. 
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nearly all Negro. This documentation of widespread de facto segregation 

is convincing 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 

balance, 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 fa~ segrega

tion does not creep beyond existing boundaries. The massive core of racial 

isolation in the deep ghetto areas remains. 

Although the 50 per cent formula, attributed to New York State Educa-

tion Commi.ssioner 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 Negro, i.t is on the way to becoming ghettoized. 53 

A middle,-class school can readily absorb a minority of ehildren from 

substantially lower socio,~economic backgrounds without depressi.ng academic 

standards and without raising parental objections to the effect of "lo'wer 

class!! mores. 

Bu.t when the lower-class group becomes too large to be readily assi-

milated, middle-class parents--and teachers--object and, if possi.ble, wi th-

draw their children. This would happen even if no question 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 programs'. 

Many advocates of compensatory education, wno would like to see integra

tion of the schools becomes a reality, are convinced that it is not 

likely to happen in many urban ar$as soon; so they maintain that extra= 

ordinary efforts are needed at once at whatever cost and with all avail-

able educational radicalism to rush them into the mainstream of oppor-

tunity. 

There are six types of compensatory educational programsg I. Head-

start 2. National Teachers Corp. 3. After school and Saturday clas-

ses 4. Private tutoring 5. Additional superior facilities 6. Bet~ 

ter trained teachers. 

The United States Commission on Civil Rights was quite lukewarm to 

these efforts. Its reasoning appeared to be bas,ed on its disappointment 

over some compensatory programs it reviewed. It consisted of more showman-

ship than solid e,duca tion. It may have been fraudulent window dressing to 

divert Negro parents who wanteD. a fair deal for their children. 54 

This is a rev,iew 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 situational 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. 

54Racia~Isolation in the Public Schools, p. 257. 



39 

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 on Negro productivity in bi-racial 

settings. 

Educational desegregation is a politico-legal concept referring to 

the elimination of racial separation wi thin school systems. As su.ch it 

embraces a great variety of transitional situations having diverse effects 

upon the scholastic performance of Negro children. The meaning of desegre-

gation has been broadene~ in recent years to include the reduction of ra-

cial clustering due to factors other than legal discrimination, Le., de 

facto segregation. A number of recent court decisions in the North have 

ruled that "racial imbalance" in a school constitutes de facto segregation. 

Also described as de facto segregation by variou.s social scientists are 

the racially homogeneous classes often found in schools where children are 

grouped according to ability.55,56,57 

The present concern is mainly with instances of desegregation that 

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

------------. 

55M. Deutsch~ "Minority Group and Class Status as Related to Soci.al and 
Personality Factors in Scholastic Achievement," Society for Applied Anthro
pology Monograph, 1960, No.2. 

56D, Dodson, Statement read at Conference before the U.S. Commission on 
Civil Rights: Fourth Annual Education Conference on Problems of Segregation 
and Desegregation of Pu,blic Schools, Washington, D. C. United States Commis
sion on Civil Rights, 1962, pp. 137-141. 

57M• Tuman, "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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both white peers and adult authorities, in the immediate environment 

of the Negro student. 

Almost invariably in this type of desegregation experience, the 

minority group child is confronted with higher educational standards 

than prevail in segregated Negro schools. Both aspects of the .Negrols 

experience--change in the racial enviro;r.qnent and exposure to relatively 

high academic standards--are likely to have important influences on his 

scholastic motivation. 

When the mi.nority newcomer in a desegregated school i.s accepted so~ 

dally by his white classmat;.es, hj,.s scholastic motivati.on should be in~ 

fluenced favorably.. It was noted earlier that achievement standards tend 

to be hi.gher in previously 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./ 

A study by Criswel159 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 unfriend-

liness from white children, ~egro pupils should tend to adopt the scholas-

tic norms of the high-status ~ajority group. 

Friendliness and approval on the part of white teachers 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 LA. Berg and B. M. Bass (edsD) Conformity and 
Deviation~ (New York, 1961) Harper" pp. 38-100. --------- , . 

59Joan H. Criswell, "A Soc:iometric Study of Race Cleavage in the 
Classroom,1I Archives of fsychology, New York, 1939, p. 235. -------.. 

, --



scholastic success. Ass~ing 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,60 
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When the minority child is placed in a school that has substantially 

higher scholastic standards than he knew previously, h~ 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.61 

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. 

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 nol1.= 

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 vigorqus efforts to raise educational 

----------------------------~. --------------------------
60Irwin Katz, "The Eff~cts of Desegregation on the Performance of Ne

groes,1I in School Children in the -Urban Slum, ed. by Joan I. Roberts, (New 
York, 1967), pp. 261-292. 

61J • w. Atkinson, IIMotivational Determinants of Risk Taking Behavior,1I 
in J. W. Atkinson (ed.) Motives in Fantasy Action and Society, (New York, 
1958), pp. 322-340. ----..-



standards in all schools; hence the effects of desegregation per se are 

confounded with the effects of improved teaching and facilities. 

30 In several southern st~tes, only small :p.umbers of carefully se-

lected Negro pupils have been admitted to previously all-white schools, 

and since before-after comparisons of achievement are not usually pre-

sented, reports of satisfactory adjustment by these Negro children shed 

little light on the question of relative performance. 

Most publisheci information presents a favorable picture of Negro 

academic achievement in racially mixed settings. Stal1ings62 reported 

on the results of achievement testing in the Louisville school system in 

1955-56~ the year prior to toa1 elimination of legal segregation, and a-
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gain two years later. Gains were found in the median scores of all pupi,ls 

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 arnmmt of actual change in the rac.ia1 composition of schools. In-

deed, Stallings stated, ,"The gains were greater where Negro pupils remain-

ed by choice wi tb, Negro teachers. IJ 

A later LQuisville survey by Knowles63 indicated that Negro teachers 

had not been assigned to classrooms having white students during the 

period covered by Stallings I research. This means that the best Negro 

gains observed by Stallings were made by children who remained in segre

gat'ed classrooms and can only be attributed to factors other than desegre

gation, such as a general improvement in educational standards. 
--- - .. _-

62F. H. Stallings, "A Study of the Immediate Effects of Integration on 
Scholastic Achievement in the Louisville Public SC1;1001s, 11 Journal of Negro 
!ducation, 28: 1959, pp. 439-444 • 

. . 63L. W. Knowles, flPart I, Kentucky," in United States Commission on 
C~vi1 Rights, Civil Rights U.S.A.--Pub1ic Schools, Southern States, U.S. 
Governmen t Printing Offic e:;-lWashington, D. C., 1962), pp. 19-56. 
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In both Washington and Baltimore, where legal segregation was total-

1y abolished 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. 64 

A detailed account of academic progress in the Washington schools 

since 1954 was prepared by Han~on.6.5 The results of a city-wide testing 

progr~ 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 "VIras not bro ken down by race. As in the cas e of Louisville, 

it seems reasonable to attribute these gains primarily to an ambitious pro-

gram of educational improvement rather than to raci.al 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 grouping which has 

had the effeot of concentrating Negroes in the lower tracks, has result-

ed in a mi.nimal desegregati,on experience for the majority of Negro child-

reno 

Recently the four~track system of ability ~rouping in Washington, 

D.C., was declared unconstitutional~ and United States Court of Appeals 

Judge J. Skelly Wright, presiding i,n the United States District Court for 

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

schools to abandon the "track" system • 

. _----,---_._-----
64Southern School News (Untitled article) 1960 (Aug.) Vol. 7, p. 6 and 

1963 (April) Vol. 9, p. 11. 

65C• F. Hanson, "The Scholastic Performances of Negro and white Pupils 
in the Integrated Public Schools of the Distri.ct of Columbia, If Harvard Ed
ucational Review, 30: 1960, pp. 216-236. 



44 

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 to get an answer to that ques-

tion, and he is being joine~ 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 isa serious threat to local and state managem~nt of the public 

schools. The NEA. and the AASA s1,lpport tne intent of Judge Wright r s deci-

sion to implement equal educational opportunity, but the legal prerogatives 

of local school boards and administrators must be preserved. 

A generally favorable picture of race relations in southern integrated 

schools 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 three 
positions of captain on the school i s safety patrol. 
And in Birmingnam, often called the most segregated 
U.S. city~ a Negro boy was chosen yic.e-presi<;ient 0;6a 
sixth-grade class that was desegregated last fall. 

One investigation has shown that experiences of social acceptance are 

assQciated with academic success. It seems reasonable to conclude that 

acceptance by white peers is peneficial to the achievement motivation of 

Negro students. 

66J • C. Tanner, "Integration in Action," Wall Street Journal, January 
26, 1964: 64, 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 ~cceptance of the white group's stereotype of 

Negroes. 

The low quality of $egregated Negro education i.swell 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 theJ,955 SpE?aker 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 cited.' Findley68 found, in testing for achievement i,nthe 

Atlanta schools, that from 40 to 60 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 to 10 per cent 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. 

---.--
67R• L. Plaut, Blueprints for Talent Searching, New York National Scho

larship Service and Fund for Negro Students, 1947, pp. 83-85. 

, 6Bw. G. Findley, "Learning and Teaching in Atlanta Public Schools," 
Princeton, New Jersey, Educational Testing ServiCe, 1956, 

. 69E• Wyatt, II Part' I, Tennessee, II In U.S. Commission on Civil Rights, 
.£l~il.Rights, U.S.A.--Public Schools, Southern States, U.S. Government 
Pr::mtlng Office, Washi,ngton, D. C. J , 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 49 peI:' cent of 901 academically qualified Negro teachers passed the 

National Teachers' Examination; among white teachers, more than 97 per 

cent of 783 q-ualified teachers pase;ed the tes't. The Tennessee survey 

showed that the!3.cademic retardation of the segregated Negro elementary-

school pupil is progressive. 

The situation in northern Virginia was summarized by Mearns 70 in a 

report written for the U.S. Commission on Civil Rights: 

The Negroes themselves have recognized that the achieve-' 
ment gap exists, hut 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 d,esegregated schools inhere they must 
compete with better prepared highly motivated white-stu
dents. Frustration and failure engulf the ill-prepared 
Negro pupils •••• 

Other data indicate that tne racial gap in achievement continues to 

widen through. high school and college. Roberts 71 pointed out that less 

than 3 per cent of Negro graduates of segregated high schools would meet 

the standards of non-segregated colleges. 

Roberts' estimated that not more than 10 to 15 per cent of Negro Ameri-

can college youth were capable of exceeding the threshold-level score on 

the American Council on Education test that was recommended by the Pres i-

dent I S Commission ~ 

----...---.----. ---~~ 
70E• A. Mearns Jr., nPart IV, Virginia,1! In U.S. Commission on Civil 

Rights, CivilRight~U.S.A.--Public Sc~ols, Southern State~, U.S. Govern
ment Printing Office, Washington, D. c. 1962, p. 182-lEJ: 

~ 7lS • o. Roberts, I!Test Perfonnance in Relation to Ethnic Group and 
.s~cial Class, I! Mimeogr!3.phed, Report made in 1963 at Fisk University, Nash
Vllle, Tennessee. 
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Even in the urban North, where schools are legally integrated, the 

$ducation 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 c+assroom time in New York elementary schools with 

predominantly Negro~ lower-class childr~n 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 
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schools attended mainly by white children of roughly similar economic 

status. 

The foregoing material indicates that when grade-a-year plans of 

desegregation are adopted, it is obviously desirable from an. educational 

standpoint to begin integration at the lowest grade and work upward. 

However, many southern school systems are on grade-a-year plans of re

verse order, with integration starting in the twelfth grade and proceed

ing do'Wll. 

In summarizing the research and the preceding material, it is cru

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 children outside the school, minority-group new

comers in integrated classrooms are likely to have a low expectancy of 

academic success; consequently, their achievement motivation should be 

low. 73 

12M• Deutsch, p. 86." 

731 • Katz, p. 290. 



Given the prestige and power of the white majority group, rejec-

tion of Negro students by white class~mates or teachers should tend to 

elicit fear, anger, and humiliation detr:im.ental to intellectual func

tioning. 74 When academic failure entails disapproval by Significant 

others (parent, teachers, and perhaps classmates), low expectancy of 

success should elicit emotional responses th!;l.t are detrimental to per-

fomance. 

On the other ;hand, acceptance of Neg:roes by white peers and adults 
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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 ~ll win white approval should endow 

scholastic success with high-incentive value. 

Reports on t4e academic progress of Negro children in desegregated 

schools are on the Whole inadequate for drawing any conclusions about 

the effects of biracial environments upon Negro performance. However" 

other types of evidence indicate that any or all of the situational 

factors mentioned above may be operative in specific instances. Re-

search on psychological stress generally supports the assumption that 

social threat and failure threat are detrimental to complex learning. 

Herbert Wey conducted a study involving many school systems which 

had desegregated their schools. 75 His study showed that in 1958 many 

teachers and principals felt th!;l.t desegregation had necessitated a low-

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

-----------------------------
7 4Ka tz ~ p. 291. 

75Herbert Wey, llDesegregation--It Works," an art:icle in Phi Delta 
~appan~ May, 1964, 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 ~d teachers repeatedly stated 

that they had a better instructional program now than they had before de

segregation be~an. The St. Louis school system reported that test results 

show phenomenal improvement in the basic skills of students in the cultural

ly disadv~taged neighborhoods of that city. This is attributed largely to 

a reduced pupil-teach~r ratio and added effort on the part ot teachers and 

principals. 

One serious problem the Negro yo~gster faces as he attempts to com

pete with the white student in desegregated schools is his speech. The 

Negro stude:p.t has a difficult time communicating because he lacks confi

dence in his language, and in turq the teacher finds it difficult to un

derstand him. 

The determination of school people to maintain and raise acadamic 

standards in the desegregated schools even though theY report they are 

meeting the needs of the inm vidual has accentuated the dropout problem. 

This problem, 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 

drop 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 minimum. 

One superintendent stated emphatically, l1Pu.blicity, I feel, invites 

people to choose sides-.,.even people noi;, directly involved. II Evidence of 

the efficaoy 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 

desegregation plan was taken as a matter of course, and newspaper re- . 

ports were usually of something already accomplished. White parents of 

this school system were often surprised when they learned that Negro 

childrE!n 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 peen 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 boy 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 class-

room with all w;hite 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. Louis teacher 0ffered 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 oonfront you. You are not 
going to face the unknqwn. You will still be work- 76 
ing with living, breathing human beings-,..child size. 

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 desegreg.ation and since news media have 

76wey, p. 93. 
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been filled with information on the subject, Negroes in the South, both 

at the highest and lowest Gultural level, strongly desire desegregation. 

Of course it is true that if the Negro is approached by a southern iead-

er, he will readily reply that he is happy with his own school. However, 

when given a chanpe to express his opinion without having his name reveal-

ed, his answer is quite different. 

A summary of this study results in this one valuable conclusiong 

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 pf determined resistance 
is yet to be decided. 77 

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 authori ties: 

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-

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

medium-sized School districts are attacking the problem with vigor. It 

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

communities' responses to such efforts. 

77Wey, p. 95. 
78 4 3 7 U.S. 483, 497. 



Evanston, Illinois 

The city of Evanston, a middle-class Chicago suburb, will integrate 

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

converting one .formerly all-Negro institution into a laboratory school. 

The integr~tion plan, adopted by the Evanston Board of Education in 

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

bate. Its details were developed on the basis of population patterns 
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and other data processed through a computer programed to develop maximUm 

integration with a minimum disruption of neighborhood school patterns. 

The major ingredient, however, wa~ a c.6ntinuing 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, 1967; 

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

teachers who have never worked in integrated 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 

city1s ghetto schools. The Metropolitan Council for Educational Oppor

tunities (~CO) is operating a program that takes 220 inner-city child

ren to schools in seven suburbs, among them the most prestigious systems 

in the area. METCO, financed by grants from the Federal Government and 

the Carnegie Corporation, 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. 



The other busing pr9gram~ Operation Exodus, also grew out of the 

bitter desegregation struggles 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, 

53 

a group of Negro parents, taking advantage of an open enrollment policy, 

organized its own busing and t~toring 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 te~tative prospect of federal assistance, 

Exodus is busing close to nine hundred 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 Harttord suburbs--West Hartford, Simsbury,· South Windsor~ Man

chester, and Farmington--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 

classroom performance. Some of the children being bused to West Hart

ford are in classes with extra 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

nanced by state and federal funds, may determine, according to West Hart

ford
l 
S Superintendent of Scb;ools Charles O. Richter "whether it is money 

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

city. 



White Plains, New York 

A model school's racial balance plan in effect here for three years 

has produced small but meas~rable academic gains for Negro pupils while 

neither harming nor driving away any of the white pupils. The White 

Plains Board of Education which in 1964 made this the first city in 

the country to set ~inimum-maximum racial quotas for all its schools, 

said in a news report: 

1. Negro pup:l.ls who entered grade one after integration performed 

IIs1ightlyl! better by grade three than did a comparable group of Negroes 

before integration. 

54 

2. Negro pupils who were in grade three when integration started as 

a group have not surpassed the performance o;f their pre-integration pre

decessors. But some of them, though still below grade level, have closed 

the gap. 

3. White pupils who have attended racially mixed schools for grades 

three through five have performed at least as well as a comparable group 

of white pupils in mostly-white SChools before 1964. 

The report waEl based on scores from the Stanford Achievement Test 

given to selected groups of 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 but no more than 30 per cent Negro. Most seriously involved 

were the city's elementary schools. As a whole, the 8,700-pupil system 

is 18.6 per cent Negro. 

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

group still genera~ly lag behind white pupils. But the achievement gap 

for at least some Negroes was narrowed through integration, the report said. 



Evidence for the report's conclusions included these findings: 

1. The median percentile rankings on three parts of the four-part 

Stanford test for post-integrat:i,on Negro first-graders were five to fif

teen points higher than for Pre-integration Negroes. On the fourth part 

of the test, the median scores were identical for both groups. 
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2. Of the Negro pupil group that has moved from grade three to five 

in integrated schools, 45 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 maqe 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 1964 performed as well a9 or be·tter than their pre-integration 

counterparts on three of the four Stanford tests. 

Questionnaires received from parents and teachers indicated no massive 

opposit:i,on to the integration effort which introduced busing. 

Of teachers who responded on uns~gned forms, only 12.4 Per cent said 

the effort is "all negative;ll the l-arge9t group--45.2 per cent--indicated 

mixed feelings by saying the program had both advantages and drawbacks. 

The board found that integration did not drive white pupils to pri

vate and parochial schools~ 

At the present time the most potent weapon available to force school 

districts to implement plans of integration apparently is the withholding 

of Federal funds under NDEA of 1958, FSEA of 1965, or tb.e Civil Rights 

Act oi 1964. Six million doll-ars was wtthheld from Springfield, Massachu

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

time that the school boards reshaped plans to integrate the schools. 
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In Oklahoma City and Mirmeapolis, 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 one hundred pupils in I'freedom schools l' 

to protest a racial balance plan that cost them a neighborhood school, 

ended their boycott in 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 E9.ucation. Pittsburgh schools are planning ed-

ucational park complexes. There will be five super high schools replac

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

busing program. ApPfo:ximately three hundred white and non-white students 

are involved. 

School districts are employing three approaches in reacting to the 

1954.Supreme Court r'\lling, compliance, tokenism, and defiance. Prince 

. Edward County, Virginia, used every means available to avoi.d compliance, 

even closing the public schools. 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 Co-q,nty, South Carolina, continued to 

operate segregated schools as before. 79 

The penalty for racial discrimination in federally-aided school dis

tricts is loss of federal assistanc$, according to Title VI of the Civil 

Rights Act of 1964. The Office of Equal Educational Opportunity in the 

USOE was established to administer that part of the law in federally-fi-

nanced educational programs. 

-------------------~--.----------------------------------------------.------------
79Jim Leeson, "The First Ten Years," Phi Delta Kappan, May, 1964, Vol. 
No.8, 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 segregati.on unconstitution

al. 80 

While preparing Equality of Educationa~portunity,81 Coleman dis

covered that a pupil's achievement is indeed strongly related to the ed-

ucational backgrounds and aspirq.tions of other students in his school. 

However, there is an everything-to-gain-and-nothing-to-lose factor. The 

achievement of a white pupil with stropg educational motivation will not 

be reduced even if he is surrounded by schoolmates whose $ocio-economic 

background is sharply different from his oWn. However, a Negro pupil will 

increase his achievement it placed with schoolmates whose background stimu-

lates them to high performance. In other words, the :report was a powerful 

argu.ment for integration Cl-s opposed to the theory of IIseparate but equall! 

schools which, ironically, is now being backed by Negro radicals as well 

as white conservatives. 

Inasmuch as one aspect of tnis 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. Weinberg,82 in an article 

entitled 'fICivil Rights and the SchoolmEin,'fI made some statements regarding 

public opinion about SChool integration. 

Nationally, white Americans are increasingly receptive to the modifi

cation of segregation. Recent reports have been prepared by sociologist 

80Leeson, p. 126.· 

81 Coleman, p. 21. 

82W . b 162 e1.n erg, p. • 
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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 not object to sending their children'to a school in 

which as roanyas half the chi+dren were colored. In September, 1963, a 

Harris poll for Newsweek re~orted that over 70 per cent of the white 

population did not object to integrated schools; three-fourths of all 

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

as inevitable. 83 

In modification of these findings one should keep in mind a 1961 ob-

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

Civil Righ ts ~ 

It ••• seems not improbable that the majority of white 
parents in Michigan would prefer segregation, but not 
at the cost of pub~frc dist~bances or public confes
sion of prejudice. 

In certain localities educators have defended their 
inaction by pointing to anti~integrationist senti
ment among the white population.' Federal Judge Joseph 
C. Zavatt, in the M~asset case, criticized the 
school board's references to J1community preferences!! 
as a reason for inaction. 1'It is the boarti,!! wrote 
Judge Zavatt, Jlnot the electors, who must determine 
when.ll if ever, these policies should be modif~ed." 

Although newspaper policies vary with the locality, most newspapers 

support the anti-integration, tokenist, or gradualist position. In the 

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-

84United States Commission on Civil Rights, The 50 States Report, Wash
ington, D. C., United States Government Printing Office, 1961, p. 287. 



Things are often more complicated than they seem. But it is just 

as true, if not as frequent, that things are at times simpler than they 

seem. At a recent symposium in Chicago on "Integration and Education, 11 

integration consultant Doctor Max Wolff was asked how integrationists 

should counter-organize against parent and taxpayer groups which take an 

antagonistic position on spec~fic integration proposals put forward by 

the New York City Board of Education. JlDon't bother,ll was his answer. 
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These groups 9 he said, always attack specific 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 not 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 

8>Weinberg, p. 165. 





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 questions 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 of the data could well reveal 

additional information. 
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1. Will there be noticeable differences or trends in the increases 

in standardized achievement test spores for Negro 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? 

2. Will there be noticeable differences or trends in the increases 

in standardized achievement 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 standardi~ed achi.evement test 

scoreS exist are th,ey evident in those areas which are basically verbal 

or non-verbal in nature? 

4. Do younger or older children i.n 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 

plan of racial integration in te~s of acqdemic achievement as measured by 

standardized tests? 

A 
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The second part of this section dealing with the statistical analysis 

of standardized test data involves changes in intelligence test scores·. 

The standardized intelligence tests used in this study include both lan

guage and non-language scores wh~ch in turn yield a total intelligence test 

score. 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 diffe~ences or trends in standardized 

intelligence test scores for white pupils after one year of racial inte

gration in the Urbana elementary schools when compared with the scores on 

identical tests prior to integration? 

3. Do younger or older children in the Urbana schools benefit more 

from a plan of racial integration in terms of intelligence test scores as 

measured by standardized tests? 

4. 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 scores of students who were in the fourth, 

fifth, and sixth grades in 1963, 1964, and 196,. 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 graqes one, two, four and six. This limiting factor means 

that the number of subjects will be reduced' considerably and also the 

intelligence test score 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 CalifDrn~a Achievement ~est 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 

Octobe~, 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 i967. 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 Mental Maturity will be 

the standardized test utilized in comparing inte+ligence test scores. 

This test was administered to all elementary pupils in grades one, two, 

four and six, 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. 
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Sampling 

All elementary students in the Urbana schools who were administered 

the standardized 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 all-white schools, Negro children who remained 

in the previous all-Negro school, w~ite students who were bused to the 

previous all-Negro school, and white students who remained in their all

white neighborhood schools. Of the 1336 stUdents involved in this study, 

approximately twelve per cent are Negro. Comparisons will be made by 

race, grade level, and sex. 

Statistical Design 

The t-test for matched pairs will be the statistical test used with 

each studerrt being bis 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 comparison will be made a.t all 

grade levels, by race, and by sex. The tabulation of this data will be 

recorded in tables and reported in the following chapter. 

COMMUNITY ATTITUDES SURVEY 

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

tudinal aspects of this study, communtty 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 inventory 

2. Sampling techniques 



3. Design for analysis of results 

The questionnaire, which is included in the appendix, is a set of 

nine b~sic questions which assess the current attitudes of the respond

ents toward racial integration ~n the elementary schools. The respond-

65 

. ents were able to respond to each question by merely selecting a re

sponse on a five~point Likert~tYPe 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 sending of the questionnaires to the subjects used in the 

study. This pre-administering of the questionnaire gave this researcher 

some direction and guidance as to which questions were valid and which 

ones needed revision. 

The jur..i.or high parent group W.;l.S a representative sample of the 

Urbana community. As a result of this reliability trial, three of the 

nine questions were revised or replaced altogether. 

The questionnaires were adm,inistered by sending them in the mail with 

a stamped, self-addressed envelope enclosed for return purposes. The 

questionnaires were coded, in order to determine the classification of the 

respondent. This coding was explained in a cover letter which accompanied 

the questionnaire. These classifications are explained in the followi.ng 

paragraph. 

The sampling techniques used in administering this questionnaire were 

strictly random. Parents of elementary school students were selected as 

well as non-parents. The questionqaire 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 

are here on a rather temporary basis. 



The basic source of information concerning the subjects came from 

the school records of their children and from the Urbana City Directory 

which is compiled by the Chamber of Commerce. 
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All possible respondents who were parents of school children 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. 

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

and who were listed in the Urbana City Pi~tory 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. All 

residents of Urbana are not listed in theUrb~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-parent groups. Six occupations were selected as being 

representative of the Urbana community. These six occupations, being 

represented on both the parent and non-parent groups as well as Negro and 

white~ are as follows: 

1. University academic personnel 

2. Business owners (large and small) 

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

4. 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 ye~r of racial integration was being concluded in the 

Urbana schools in May, 1967, an attitude inventory questionnaire was ad

ministered to all certificated staff members in the Urbana schools. This 

questionnaire, included in the Appendix, was an adapted version of the 

questionna;i.re administered by James S. Coleman in his study, Equality of 

EducationalOpportun;i.ty-. The.questionnaire was administered to classroom 

teachers throughout the nation. An attempt was made to delete certain 

questions which this writer thought to be irrelevant to this study. Other 

questions were modified and adapted to fit the Urbana situation. A sum

mary of the results of this survey is in the next chapter. 

In addition to providing basicinforrnation ··concerning the attitudes 

of staff members toward racial integration in the public schools, the 

questionnaire also provided much background and basic 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

ucation. The entire aspect 0+ teacher attitudes is crucial in this monu

mental problem 9f integrating our public schools. If our educational 

programs are to be effective in educating children in integrated school 

settings, it is vital that teacher attitudes bel 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 an.y other factor. The effort to improve 

racial representation in Schools, to reduce de facto segregation, and 

to begin extensive programs of compensatory education is only supplement

ary to the basic problem of how people with varied characteristics and 

backgrounds live and work together in a community. The lessening of racial 



imbalance in school or residental areas, compensatory education, equal 

rights and oPJ?ortunities, absence of discrimination in education, hous

ing, and employment are important and necessary. However, they are not 

sufficient to eliminate frictions and misunderstandings nor to insure 

cooperation 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 
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in human relationships •. They have recognized the need and have endeavored 

to instill in their pupils some of the concepts of self-discipline, coop

eration, acceptance and toleration 6f differences, and other democratic 

principles. Such teaching sho~d be an aspect of every modern curriculum. 

In order for staff members to teach these values, it is absolutely neces

sary that they themselves possess these traits. Attention to the im

provement of human relationships must pervade every aspect of the educa

tional program. The school must not only teach the ideals 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 environment 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 III, clearly demonstrate the 

findings of this study. The discussion which follows is centered on the 

information in the tables. This chapter will be divided into two basic 

sections, each section belng sub-divided into two parts. This is in keep

ing with the format of the thesis describe~ in the previous chapter. 

STANDARDIZED TEST DATA 

A discussion of the findings of the pre-integration control 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 students who were enrolled in grades four, five and six 

in 1963, 1964, 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 of 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, 1964, and 

1965 years. This period of time is prior to the implementation of racial 

integration. A basic assumption that must 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 say, 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 I . is 'a summary of the data for this control group. 

The data in Table I. demonstra-te that there is a decrease in the 

amount of growth that students exhibit on standardized achievement test 

scores as they advance in the elementary e;chool. In all of the subject 

areas except spelling, the increase between the 1964 and 1965 scores is 

not as great as the increase between the 1963 and 1964 scores. However, 

the only area 'Which has a significant difference at the 5 per cent level 

is reading comprehension, which exhibited a tremendous drop from 1.22 to 

.744. These figures are e~ressed in grade-level equivalents. - This de. 

crease of almost one-half year does not appear in the experimental group 

in reading comprehension. 

This pattern of a decreasing rate of advancement on achievement test 

scores is 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 co~trol-group pattern. 

However, if the performance of the experimental group is compared with 

another group's performance the previous year at the same grade level, we 

find very few differences. In other words, the mean scores on standardized 

aChievement tests of o:qe group of students at a specific grade level will 

be quite similar to the mean achievement test scores of any 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 ACHIEVEMENT MEAN TEST SCORES 

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

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 40 1.13 1.10 - .03 1.16 .71 - .45 .86 .75 .,..11 

Girls 37 1.19 1.12 - .07 1.28 .77 - .51 .88 .77 - .11 
.". 

Negro 12 1.08 1.06 - .02 1.14 .72 - .42 .84 . 70 - .14 

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 - .41 .84 .72 - .12 

Negro Girls 5 1.07 1.04 - .03 1.16 .73 - .43 .83 .68 - .15 

White Boys 33 1.17 loll - .06 1.21 .80 - .41 .84 .71 - .13 

White Girls 32 1.19 1.15 - .04 1.29 . 70 - .59 .92 .85 - .07 

~~ainl denotes difference between September, 1963 .score and September, 1964 score. 
Gain 2 denotes difference between September, 1964 score and,September, 1965 score. 

-.J 
f-' 



TABLE T (Continued) 

Arithmetic Language 
Fundamentals Mechanics 

Sub- Gain Gain Gain Gain Gain 
. Group 1 2 Difference 1 2 Difference 1 

Boys 1.01 .87 - .14 1.09 _.90 - .19 .79 

Girls l.07 .79 - .28 1..27 .94 - .33 .67 

Negro .98 .85 - .13 1.09 .84 - .25 .81 

'White 1.06 .82 - .24 1.21 .94 - .27 .69 

Negro Boys .92 .86 - .06 1.14 .86 - .28 .86 

Negro Girls 1.05 .. 84 - .21 1.04 .81 - .23 .75 

White Boys 1.04 .86 - .18 1.14 ~95 - .19 .74 

White Girls 1.08 .78 - .30 1.28 .93 - .35 .64 

Spelling 
Gain Gain 

2 Diff'erence 1 

1.25 + .46 .94 

1.19 + .52 1.08 

1.14 + .33 .99 

1.24 + .55 1.02 

1.31 + .45 .96 

1.14 + .39 1.02 

1.28 + .54 .95 

1.16 + .52 1.09 

Total 
Ach. 
Gain . Differ':' 

2 ence 

.87 - .07 

.97 - .11 

.86 - .13 

.93 - .09 

.83 - .13 

.89 - .13 

.89 - .06 

.97 - .12 

~ 
f') 
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Tables II and III, sections A tl:J.rough 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; and in 

grades three, four, five, six in 1967. Only those students who were en

rolled all three years and were administered the standardized tests are in

cluded. Inasmuch as the first graders are not given standardized achieve

ment tests, that grQup will Qe excluded in the data that is given. 

A second note of vital importan~e concerns the standardized intelli

gence test scores. These we;:re 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 compensate for 

this loss of so m13lly SUQjects, the follo"Wing plan was put in effect. 'rhe 

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 a comparison. With 

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

significant difference existed between the two mean SCores. 

ACHIEVEMENT TEST FINillNGS 

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 rather a normal occurrence for students in the ele

mentary school was also d$monstrated. That is to say, the gains made on 

standardized achievement tests dec:rease as the students advance in the grade 

levels. The following discussion will center on specific areas of the tests. 



TABLE IIA 

STANDARDIZED ACHIEVEM1jlNT MEAN TEST SCORES 

Pre- and Post~Integration Group 
Grade (as of Sept., 1967) 4 . 

Reading ReaCting ArlthiUetic 
Vocabulary Comprehension Reasoning 

Sub- Gain Gaim~ Gain Gain Gain Gain 
Group 

1 
N 1 2 Difference 1 2 Difference 1 2 Differ.ence 

Boys 168 1.09 .95 - .Iii 1.17 .96 - .21 1.44 1.34 - .10 

Girls 151 1.57 .97 - .60 1.42 1.23 - .19 1.57 1.25 - .32 

Negro 12 1.29 .69 -0 ~6D 1.07 .78 - .29 1.60 LIB - .42 

White 307 1.43 .95 - .48 1.51 1.23 - .28 1.47 1.30 - .17 

·-Negro Boys 7 1.07 .66 - .41 •• 99 .78 - .21 L51 1.15 - .36 

Negro Girls 5 1.36 .73 - .63 1.14 .79 - .35 1.69 1.22 - .47 

White Boys 161 1.12 .93 - .19 1.34 1.01 - .33 1.42 1.35 - .07 

White Girls 146 1. 73 .98 - .75 1.69 1.42 - .27 1.54 1.26 ~ .28 

Totals 319 

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

-.,J 
.j::-" 



TABLE IIA (Continued) 

Arithriletic Language 
Fundamentals ·Mechanics 

Sub- Gain Gain Gain Gain Gain 
Group 1 2 Difference 1- 2 Difference 1 

Boys 1.39 1.17 - .22 1.30 .73 - .57 1.30 

Birls 1.36 1.01 - .35 1.50 .98 - .52 1.15 

Negro 1.22 1.46 +.24 1.36 .39 - .97 .82 

White '. 1.40 1.02 - .38 1.42 .92 - .50 1.29 
\ 

Negro Boys 1.29 1.47 + .18 1.04 .29 - .75 .81 

Negro-Girls 1.13 1.43 + .30 1.51 .50 -1.01 .83 

White Boys 1.43 1.13 - .30 1.34 .79 - .55 1.35 

White Girls 1.39 .97 - .42 1.50 1.05 - .45 1.22 

Spelling! 
Gain Gain 

2 Difference 1 

1.15 - .15 1.25 

1.20 + .05 1.52 

1.85 +l.03 1.29 

1.15 -- .14 1.43 

1.82 +1.01 1.13 

1.90 +1.07 1.46 

1.14 - .21 1.29 

1.15 - .07 1.57 

Total 
Ach. 

Gain 
2 

1.02 

1.16 

1.02 

1.12 

1.96 

1.09 

1.04 

1.19 

Diff-er-
ence 

- .23 

- .36 

- .27 

- .31 

+ .83 

- .37 

- .25 

- .38 

-..J 
VI. 



TABLE IIB 

STANDARillZED ACHIEVEMENT MElI.N TEST SCORES 

Pre-arid Post-Integration Group 
Grade (as of Sept., 1967)5 

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 1.21 1:.04 - .23 1.08 .68 - .40 

Girls 179 .93 1.20 + .27 1.09 1.12 + .03 1.44 .76 - .68 

Negro \19 .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 - -063 

Negro Boys 8 .24 1.11 + .£7 .89 .95 + .06 .78 .• 70 - .08 

Negro Girls 11 .26 \1.44 +1.18 .89 ·99 + .10 1.33 .90 - .43 

White Boys 147 .93 1.06 + .13 1.29 1.07 - .22 1.17 .67 - .50 

White Girls 168 1.05 1.10 + .05 1.13 1.17 + .04 1.48 .73 - .75 

Totals 334 

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

--J 
0'\ 



TABLE IIB (Continued) 

Arithmetic Language Total 
Fundamentals Mechanics Spelling Ach. 

Sub- Gain Gain Gain Gain Gain Gain Gain Gain Dif'fer-
" Group 1 2 Difference 1 2 Difference 1 2 Difference 1 2 ence 

Boys 1.10 .69 -.hl 1.00 .99 - .01 1.13 .97 - .16 .99 .90 - .09 

Girls .98 .67 - .31 1.24 1..12 - ,,12 1.24 1.06 - .18 1..20 1.02 - .18 

Negro 1.09 .48 - .61 1.25 .85 - .• 40 1.01 1.58 + .57 .94 .97 + .03 

White 1.03 .72 - .31 1.09 1..11 + .02 1.23 :92 -.31 1.13 .95 - .18 

Negro :Boys 1..16 .52 - .6h 1.05 .78 - .27 1.05 l.ilB + .43 .B9 .91 + .02 

Negro Girls 1.01 .h5 - .56 1.45 .9-2 - .53 .97 1.68 + .71 .99 1.03 + .04 

White Boys 1.09 .74 - .35 .98 1.02 + .oh 1.16 .. 87 - .29 T;.Dl .90 - .11 

White Girls .97 .70 - .27 1.21 1.21 0 1.28 .96 - .32 1.24 1.01 - .23 

-.J 
-.J 



TABLE IIC 

STANDARDIZED ACHIEVEMENT MEAN TEST SCORES 

Pre-,-:..arl.d Post-Integration Group 
Grade (as of Septo l 1967) 6 

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 .74 1.01 4- .27 .98 .98 0 .70 ~90 + .20 

Girls 1.52 .93 1.26 + .33 1.02 1.02 0 .81 .93 + .08 

Negro 23 .70 • .57 - .13 .83 .43 - .40 .6.5 .4.5 - .20 

White 298 .87 1.32 + .4.5 1.04 loll 4- .07 .77 .99 + .22 

. Negro Boys II .64 .48 - .16 .83 .40 - .43 • .59 .43 ... .16 

Negro Girls 12 .76 .62 - .14 .84 .48 - .36 .70 .48 - .22 

White Boys 1.58 .77 1.28 4- • .51 1.01 1.08 .,.. .07 .73 .97 + .24 

White Girls 140 .96 1.3.5 + .39 1.08 1.13 - + .0.5 .83 LOO + .17 

Totals 321 

~EGain 1 denotes difference between 196.5 score and 1966 score. 
Gain 2 denotes difference between 1966 score and 1967 score. 

-.J 
(X) 



TABLE IIG (Continued) 

Arithmetic Language 
Fundamentals Mechanics 

Sub- Gain Gain Gain Gain Gain 
Group, 1 2 Difference 1 2 Difference 1 

Boys .98 .89 - .09 .96 .72 - .24 .92 

Girls .89 .79 - .10 1.20 1.01 - .19 .93 

Negro 054 .70 + .16 1.06 .22 - .134 l.OO 

White .99 .88 - ~ll 1.09 .95 - .14 .89 

Negro Boys .57 .68 + .11 .89 .21 - .GB 1.03 

Negro Girls .51 .72 + .21 1.24 .23 -LOI .98 

White Boys 1.05 .95 - .10 .98 -079 - .19 .88 

White Girls .94 .82 - .12 1.20 1.13 - .07 .91 

Spelling 
Gain 

2 Difference 

.97 +.05 

.87 - .06 

.23 - .77 

l.Ol + .l2 

.23 - .80 

.24 - .74 

1.06 +.18 

.94 + .03 

Total 
Ach. 

Gain Gain 
1 2 

.B6 .93 

.90 1.02 

.80 .. 53 

.90 ~1.04 

.77 .50 

.84 .55 

.88 '.99 

.92 1.10 

Differ-
ence 

+ .0_7 

+ .12 

- .27 

+ .14 

- .27 

- .29 

+ .11 

+ .18 

-.J 
'-0 
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Some general findings show that girls in the e1l?I!lentary schools not 

only score well above the boys, but they ~lso show greater increases each 

year than do the boys. The areas of arithmetic computation and spelling 

to some extent reverse that trend. This is not surprising inasmuch as 

other studies also show this same pattern. 

Another general finding shows that white students score higher on 

the standardized tests than do Negro students. However, the scores taken 

after integration show tl?,at the Negro students have dropped farther be-

hind. The white students had an increase in total achievement· of 1,15 

years from 1965 to 1966, and this figure decreased to 1.03 from 1966 to 

1967. The Negro students l?,ad an increase of .96 years from 1965 to 1966 

and this decreased to .78 year. This decrease was almost 19 per cent as 

compared with a 10 per cent de9rease for the whites. The Negroes increased 

in reading vocabulary from .67 to .84 and in spelling :from .96 to 1.08. 

The white students incre~sed only in reading vocabulary from 1.09 to loll 

years. 

The Negro students showed dramatic decreases in reading comprehension 

from .90 to .70; arithmetic reasoning dropped from ;L.OO to .74; arithmeti,c 

fundamentals showed less decrease, f;rom .88 to .79; lang-qage mechanics 

showed a drop from 1.19 to .48. This high percentage decrease accounts 

for a large portion of the drop in the total achievement. 

The white students showed decreases in reading comprehension from 1.25 

to 1.14; arithmetic reasoning from 1.19 to .99; arithmetic computation from 

1.11 to .87; 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-

years showed a greater increase in total achievement ~fter integration 



81 

than they demonstrated the year prior to integration. This increase was 

from .94 to .97. All other groups followed tne pattern of decreasing rates 

of achievement gains. 

The group of' white stuqents in grades four, five, six during this 

same three-year period sb,owed an incr!3ase in total achievement from .90 

to 1.04 years. All ot~er groups of white students showed a decrease the 

year after integration. 

The Negro students in grades, two, three, four showed an increase in 

gains in 1967 in arithmetic computation and spelling. In arithmetic compu

tation, the pre-integration 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 gai;n.after integratiop than before integration. 

The white students in this same age span of three years showed a decrease 

from 1.41 to .91, a net loss of .49. The white group showed no increase 

in gains in any subject. 

Negro students in grades three through five showed an increase in 

gains in total achievement from .94 to .97. Increases were also shown in 

reading vocabulary and comprehension as well as speJ.,ling. 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 

Were less than the pre-integration gains. Slight increases were registered 

in reading vocabulary and laqguage mechanics. 

In looking at Table IJ C, we ct;l.n compare t~e 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 .54 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 1.04 

with increases in reading vocabulary and comprehension, arithmetic reason

ing, and spelling. 

The data for the standardized 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 other groups were quite similar to the control group 

for the 1963-1965 pre~~ntegration years. The control group showed a de

crease of .09 between the 1963-1964 scores and the 1964~1965 scores, where

as the total experimental group, including a~l sub-groups, showed a differ

ence of .12. This .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 tIl. 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 sign~ficance no differences existed between 

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

integration when c01)lpar'ed with the scores one year 9-fter integration. 

This is partioularly. t~ue in light of the findings of the control group for 

the three pre-integration years, 196~~1965. 

§.TANDARDIZED INTELLIG mCE·· 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 scores were less affected by the implementation of 

racial 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 196.5 or a 1966 score was used as a pre-. . 
integration measure., and this Elcore was then compared with the 1967 score. 

The tabular results of this compari.son are shown in Tables III, A through.D. 

The discussion which follows is a summary of this data. 

The Negro students in grades one through three during 196.5-1967 in-

creased their mean intelligence test score ·from 102.3 to 10.5.7. The white' 

students increased t~eir ~e~ score from 113.0 to 114.8. 

In comparing Negro students 'with white students in grades two, three, 

and fOl.lr, liITe find the Negroes! mean score increased from 102 • .5 to 104.3. 

The mean score of the wnite students remained at 113.8. 

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

students increased from 10.5.0 to 106 • .5, and the white students' mean score 

decreased from 11.5.3 to 114.8. 

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

the Negroes 1 mean score decreased from 104.0 to 102.5, and the whites I mean 

score dropped from 114.3 to 112.3. 

Some general findings which can be gleaned from the d~ta are summa~ 

,rized as follows: 

1. Girls at the elementary level achieved higher Scores on standard

'. '. ized intelligence tests than do boys, This was true for both Negroes and 

whites. 

2. White students had scores on standardized intelligence tests which 

are approximateiy ten points hi~er than Negroes had. This was true at all 
. . 

grade levels i.n the eleme~tary schools i.n Urbana. 
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Sub-Group N 

Boys 101 

Girls 96 

Negro 10 

White 187 

. Negro Boys 5 

White Boys 96 

Negro Girls 5 

White Girls 91 

Totals 197 

TABLE IlIA 

STANDARDI~ED INTELLIGENCE. MEAN TEST SCORES 

Pre~ and Post=Integration Group 
Grade (as of Sept., 1967) 3 

~ ....... -,.. .. -

Total Intelligence Score 
1965 or 1966 Score 1967 Score Difference 

-...,.......;:,,-"'....---~~ .... "'- ~.;..,"""""'~""-..,----.-

107.68 106.96 - • 72 

112.74 . 113.25 + .51 

102.30 102.78 + .48 

113.08 114.85 +1.77 

98.36 99.42 +1.06 

110.02 109.48 - .54 

106.33 106.14 - .19 

116.24 116.86 + .62 

co 
+:-



Sub-Group 

Boys 

Girls 

Negro 

White 

Negro Boys 

White Boys 

Negro Girls 

White Girls 

Totals 

TABLE IIIB 

STANDARDIZED INTELLIGENCE MEAN TEST SCORES . . . 

Pre~and Post~Integration Gro~p 
Grade{as-b.t::'S'ept.,:1967) 4 

N 1965 or 1966 Score 
Total Intelligence Score 

1967 Score Difference - -.... . .- . 
51 105.06 106.31 +1.25 
52 116.88 ll5.96 - .92 
-8 102.50 104.43 +1.93 
95 113.86 113.82 + .04 
5 98.62 99.50 + .88 

46 107.98 107.62 - .36 
3 105.87 108.38 +2.49 

49 120.48 121.04 + .56 

103 _~ ___ .. __ . ____ --,.-___ -;-:--__ _ 

'-. ---.~ 

en 
\Jl. 
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. Sub-Group N 

Boys 97 

Girls III 

Negro :14 

White 194 

Negro Boys 6 

White Boys 91 

Negro Girls 8 

White Girls 103 

Totals 208 

TABLE TIIC 

STANDARDIZED INTELLIGENCE MEAN TEST SCORES 

Pre~ ~~d£Qst~Jntegratton Group 
Grade (as of Sept., 1967) 5 

Total Intelligence Score 
1965 or 1966 Score 1967 Score 

107.36 107.10 

117.75 117.62 

105.00 106.50 

115.35 114.88 

101.67 102.36 

109.87 109.42 

109.46 110.81 

12-1.41 120.96 

Difference 

- .26 

- .13 

+1.50 

- .47 

+ .69 

- .45 

+1.35 

- .45 

(Xl 

~ 



Sub-Group N 

Boys 36 

Girls 33 

Negro 11 . 

White 58 

Negro Boys 6 

White Boys 30 

Negro Girls 5 

White Girls 28 

Totals. 69 

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

Total Intelllgence Score 
1965 or 1966 Score 1967 Score 

106.78 106.28 

114.28 113.71 

104.00 102.54 

114.36 112.36 

101.90 99.94 

109.60 108.53 

107.41 105.00 

119.43 116.49 

Difference 

- .50 

- .57 

-1.46 

-2.00 

-1.96 

-1.07 

-2.41 

...;2.94 

CD 
--J 
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3. Negroes showed an increase in their mean iritelligence test scores 

in every group except the oldest group, which was in grade s:?-x after inte-

gration. 

4. The oldest group showed a decrease in mean scores for every sub-

group wi thin that group. 

Even though the decreases for the oldest group are not significant, 

the fact that all sub-groups showed a decrease cannot be 'overlooked. The 

control group for grades tour, five, and six during .the 1963 .. 1965 pre

integration years d:i,d not show this. pattern. Only two sub-groups of the 

control group showed a decrease. The increases were negli~ible, but, never

theless, they were eVident. 

A discussion in Chapter I centered on the ooncept that intelligence 

tests were, in reality,achievement tests. This concept can be substan

tiated if these intell~gence test scores follow a pattern similar to that 

of achievement testsoand decrease as the student advances grade levels • 

. This, in part, could possibly explain the differences in Negro and 

white students' scores, and the differences in boys I and girls! scores. 

Also, most standardized intelligence tests are undoubtedly culturally 

oriented, i.e., they are hea~ly verbal and language based. This factor, 

in part, also accounts for the differences in scores between Negroes and 

whites. 

The data indicate) thai the implementation of a plan of racial in-

tegra tion in the elemeritary schools, such as the plan in Urbana, does 

not affect the performance of elementary students on standardized intelli-

gence tests"insofar as mean scores are concerned. 

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

indicate that younger children tend to improve their scores on standardized 



intelligence tests after pne yaar of racial integration. Test scores do 

not indicate that older children benefit from racial integration. 

ATTITUDE INVENTORIES 

The second bas~c part of this chapter is a summary apd an analysis 

of the twa attitude inventories administered as a part of this thesis. 

These two attitude inventory surveys inc.lude the attitudes of the pro

fessional staff as well as community attitudes toward racial integration 

as implemented in Urbana. Tqe first discussion will center on the com

munity attitudes~; 

Community Attitudes 

89 

Since no survey was taken in Urbana prior to July, 1966, it was im

possible to have a before and after integration questionnaire administer

ed. The possibility of administering an identical inventory in a city 

comparable in size to Urbana but in which the schools have not been inte~ 

grated was dismissed because of the large number of assumptions which 

would have to be made in comparing the cities. Such com~arison would 

have led to no valid conclusions. 

Because no pre- and post-integration attitude survey Gould be ad

ministered, a survey was cOnducted in Urbana to aSSeSS current attitudes 

toward racial integration in the Urbana schools. The plan for devising 

and administering such a questionnaire was described in the previous 

chapter. 

Perhaps ,it wouid be mast advantageous and revealing if' a summary of 

the results could be placed in tables to better assist the readers in un

derstanding the results. Taoles IV., A through (}, demonstrate the fre

qUenCies and levels of responses for each group included. Questions one 

A 
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and two were used to assess whether there were any children in that fami-

ly and if so~ if they were enrolled in the public schools of Urbana dur

ing the 1967-1968 school year. It will not be necessary nor crucial to 

summarize the responses to these first two questions. 

Table IV A indiG~tes that very few adults feel that racial integra-

tion in the public schools is undes~rable. Only three individuals, two 

Negroes and one white, responded flstrongly disagree.1! Thirteen Negroes 

and thirteen whites responded tJdisagree.'1 The table also demonstrates _ 

to the reader that the higher the level of education and occupation, the 

more likely the individual, will respond. positively to this statement. 
, 

This was not a surprising result. 

The table also points out that parents tend to cOnsider raci81 'inte-

gration more desirable than.non-parents, although the differences are not 

as evident, .. 

Table IV B is a sumrilarY,of the fourth statement which deals with the 

basic concept of ne;i.ghborhood schools for elementary students. The re-

~ults point out two things: 

1. Parents are more favorable i;.o the concept of maintaining neighbor-

hood schools regardless of the racial c9mpositionthan are the non .. parents. 

This is true of Negroes and whites. 

2. The r~sults of these responses seem to be contradictory to those 

responses to the previous stai;.ement. In the previous statem~nt 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 Gommunity desires racially inte-

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

<nearest their home. 

I 
I 

,I 

II 



TABLE nJA Response Key 
1. Strongly Agree 

THIRD STATEHENT 2. Agree 
3. Neutral 

1'Itis desirable to have Negro children and white children attend 'school to- 4. Disagree 
gether in the elementary school." 5. Strongly Disagree 

Race 

NIDRO 

WHITE 

PARENT 

NON
PARENT 

PARENT 

NON
PARENT 

Level of Occupation 
Indust. & Factory 

Re- University Business Service Business Workers & Independent 
sponse Acad. Staff Owners Occupations Exec. Laborers Professionals 

1 1 1+ 0 2 
2 8 3 .2 4 
3 1 0 1 1 
40020 
? __ () __ 0 0 0 
11002 
243 1 3 
32211 
40222 
50010 

1 
2 
3 
4 
5 
1 
2 
3 
4 
5 

1 
7 
o 
1 
o 
5 
3 
o 
o 
o 

1 
5 
1 
1 
o 
1 
3 
1 
1 
o 

o 
4 
1 
1 
o 
o 
2 
1 
3 
o 

o 
7 
2 
o 
o 
2 
4 
1 
1 
o 

o 
2 
1 
1 
o 
o 
1 
o 
2 
1 

o 
o 
3 
2 
o 
o 
1 
o 
2 
1 

o 
8 
1 
1 
o 
3 
4 
o 
1 
o 
2 
4 
3 
o 
o 
4 
3 
o 
1 
o 

Totals 

7 
27 
5 
4 
o 
6 

16 
6 
9 
2 

4 
27 
10 
5 
o 

12 
16 

3 
8 
1 

'D 
I-' 



TABLE IVB 

FOURTH STATEMEN'r 

!lAll elementary school children should attend the school in their neighborhood 
regardless of the makeup of the studentpopulation.1J 

Leve~ of Occupation 
Indust. & Factory 

Re- University Business Service Business Workers & 
I}ace sponse Acad. Staff Owners Occupations Exec. Exec. 

1 1 1 2 4 1 
2 7 3 2 4 2 

PARENT 3 2 1 1 1 1 
4 0 2 D 0 0 
5 0 0 0 0 0 

NEnRO 1 0 1 4 1 2 
NON- 2 2 2 1 2 1 

PARENT 3 3 2 0 1 0 
4 2 2 0 3 1 
5 1 0 0 1 0 

1 2 0 1 0 1 
2 3 7 5 7 3 

PARENT 3 3 0 0 2 1 
4 1 1 0 0 0 

/5 0 0 0 0 0 
WHITE 1 0 2 3 1 2 

NON- 2 1 2 2 2 1 
PARENT 3 2 1 0 2 1 

4 4 1 1 3 0 
5 1 0 0 0 0 

... Response Key 
1. Strongly Agree 
2. Agree 
3. Neutral 
4. Disagree 
5. Strongly Disagree 

Independent 
Professionals 

1 
2 
2 
5 
0 
0 
1 
2 
4 
1 

0 
6 
2 
1 

, . 0 
0 
1 
2 
4 
1 

Totals 

10 
20 
8 
7 
0 
8 
9 
8 

12 
3 

4 
31 

8 
3 
0 
8 
9 
8 

13 
2 

'0 
N 



TABLE IVC 

FIFTH STATEMENT 

"If the elementary schools are integrated, the per cent of students repre-:-
senting the minority ra98 _ sll011J.~ ~e ~~ _ ___ __ __ __ 

Level of Occupation 
Indust.& Factory 

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

l 1 0 2 3 1 
2 9 6 2 6 3 

PARENT 3 0 1 1 0 0 
4 0 0 0 0 0 
5 () 0 0 0 0 

NEnRO 1 0 2 3 1 3 
NON- 2 2 3 2 2 l 

J 4 2 Q 4 0 PARENT 
4 2 0 0 1 0 
5 0 0' 0 0 0 

1 2 1 2 2 2 
2 5 6 4 7 2 

PARENT 3 2 1 0 0 1 
4 0 0 0 0 0 
5 0 0 0 0 0 , 

WHITE 1 0 1 2 1 3 
NON- 2 2 4 3 3 1 

PARENT 3 5 1 1 3 0 
4 1 0 0 1 0 
5 0 0 0 0 0 

Response Key 
1. 1-5% 
2. 5-10% 
3. 10-15% 
4. 15~20% 
5. more tJ:l_an 20% 

Independent 
Professionals Totals 

0 7 
7 33 
1 3 
2 2 
0 () 

0 9 
4 14 
4 14 
0 3 
0 0 

1 10 
5 29 
3 7 

: 0 0 
0 0 
1 8 
3 16 
3 13 
1 3 
0 0 

'D 
W 
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Statement five is concerned with the degree of integration which the 

respondents "feel is most desirable in the elementar,yschools. The possible 

choices are given in percentages for the respondents to select. Table IV 

C shows the tally of the responses. There is" little doubt that the re

sponses are dependent upon the fact that appro~~ately 15 "per cent of the 

Urbana population is Negro. One hund~ed twenty-nine persons indicated 

bet-ween 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. It would 

appear that few differences exist between races, parents and non-parents, 

and the six different occupations. 

Table IV Dis concerned with the topic of busing to achieve integra-

tion. The statement merely asks "to what extent is busing desirable. Of 

the total responses, only five persons marked strongly agree with little 

differentiation ,between clltegories. However, in the strong disagree cate ... 

gory, sixteen Negro pllrents responded; only two Negro non-parents marked 
• 

that response. For the white adults, there was little di.fference between 

parents and non-parents. Approximately the same number in the fourcate~ 

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 compensator,y 

educational programs. Compensatory education involves the expenditure 

of additional funds in those schools which have a high per cent of cultural

ly disadvantaged children. These additional funds are utilized to improve 

PUpil-teacher ratios, provide for additional instructional materials and 

library supplies, provide for more individualized tutorial programs, and 

additional physical plant facilities. 



TABLE IVD 

SIXTH STATEMENT 

"Busing students is a desirable way to desegregate the elementary schools 
in a community. fI 

Level of Occupation 
Indust. & Factory 

Re- University Business Service Business Workers & 
Race sponse Acad. Staff Dwners Occupations Exec. ~ Laborers 

1 0 1 0 0 0 
2 2 1 0 2 0 

PARENT 3 3 1 -0 1 1 
4 5 3 2 3 l 
5 0 1 5 3 2 

NIDRO 1 0 0 0 1 0 
NON- 2 3 1 0 3 l 

PARENT 3 2 2 2 1 a 
4 3 3 2 .3 3 
5 0 1 1 0 0 

1 0 0 a 0 0 
2 5 3 4 3 0 

PARENT 3 1 3 0 2 1 
4 1 2 1 4 3 
5 2 0 1 0 1 

WHITE 1 2 0 0 0 0 

NON- 2 4 2 2 3 1 
PARENT 3 1 2 1 3 1 

4 1 2 3 2 1 
5 0 0 0 0 1 

Response Key 
1. Strongly Agree 
2. Agree 
3. Neutral 
4. Disagree 
5. Strongly Disagree 

Independent 
Professionals Totals 

0 1 
7 12 
1 7 
2 16 
0 11 
2 3 
3 11 
2 9 
1 15 
0 2 

0 0 
-3 18 
1 9 
4 15 
1 5 
1 3 
3 15 
3 11 
1 10 
0 1 

'D 
Vt 



TABLE I1~ Response Key 
_ 1. Strongly Agree 

SEvENTH STATEMENT 2. Agree 
3. Neutral-

"Another plan of providing a better education for Negro children is to 4. Disagree 
provide additional funds within the segregated school in order to have 5. Strongly Disagree 

c fewer pupils per teacher and special classes and materials. 11 

Level of Occupation 
Indust. & Factory 

Re- University Business Service "Business Workers & Independent 
Race sponse Acad. Staff Owners Occupations Exec. Laborers Professionals-Totals 

NED-RO 

WHITE 

PARENT 

NON
PARENT 

PARENT 

NON
PARENT 

1 
2 
3 
4 
5 
1 
2 
3 
4 
5 

1 
2 
3 
4 

.5 
_1 
2 
3_ 
4 
5 

1 
8 
0 
1 
0 
0 
2 
2 
3 
1 

3 
3 
1 
2 
0 
0 
4 
2 
2 
0 

2 2 
3 3 
2 0 
0 0 
0 0 
0 1 
2 2 
3 2 
2 0 
0 0 

0 1 
5 2 
2 3 
1 0 
0 0 
2 1 
2 3 
2 2 
0 0 
0 0 

2 0 3 10 
3 1 4 22 
1 1 2 6 
3 1 1 6 
0 1 0 1 
1 1 1 4 
3 2 1 12 
2 1 3 13 
2 0 3 10 
0 0 0 1 

0 1 2 7 
7 2 6 25 
2 0 1 9 
0 2 0 5 
0 0 0 0 
4 2 3 12 
2 1 2 14 
2 1 2 11 
0 0 1 3 
0 0 0 0 

'-0 a-
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Both Negro and white parents favored this more than the non-parents 

did. Seventy-six responded strongly agree or agree. Only forty-two non

parents responded similarly. Only twenty-six individuals responded disa-

gree or strongly disagree. It would seem that compensatory education is 

quite a popular concept in Urbana. 

Table IV F reports the summary of responses to the eighth question, 

concerning the assignment of teachers. An assessment was made to deter~ 

mi..ne attitudes toward the plan 0,1' rotating all teachers in some manner 

throughout the nine elementary schools. Very few of the townspeople e;x:

pres s ed strong feelings, pro or con, for this Cl one ept. Seven Negroes, . 

two parents and five non-parents, responded strongly agree. Eightwhite 

non··parents marked strongly agree, and no parents marked that response. 

Similarly, few respondents imarked strongly disagree. . Only one Negro 

and one white would strongly oppose such a plan. There seems to .be' little 

differentiation in any of the responses to this question. 

Table IV G summarizes the data received for the last question, the 

assessment of attitudes toward the racial integration plan as implemented 

in Urbana. The results in t:q.e table demonstrate beyond any doubt tha,t 

the community favors the plan. One hundred twenty-four persons out of a 

total of one hundred twenty, approx:iJnately 73 per cent, marked strongly 

agree or agree. In contrast to that ratio, only thirty-one marked disa

gree and only one responded strbnglydisagree. 

It is vital to note that the hig:h.est percentages favoring the plan 

do appear in those categories of highest education and level of occupa

tion. It would seem that the highest resistance to racial integration 

~uld be in the white parent group with the lower levels of occupation. 

tallies in those categories are significantly higher than those in 

ble groups in the Negro sector. 



TABLE IVF 

EIGh'TH STATEMENT 

"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. 11 

Level of occupation 
Indust. & Factory 

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

1 0 1 0 0 1 
2 4 2 1 4 0 

PARENT 3 3 2 4 2 2 
4 3 2 0 2 1 
5 0 0 0 1 a 

NFnRQ 1 1 0 1 1 0 
NON- 2 3 ':l 3 2 1 ..J 

PARENT 3 3 1 0 3 2 
4 1 3 1 2 1 
5 0 0 0 0 0 

1 0 0 0 0 0 
2 1 2 3 4 1 

PARENT 3 5 4 3 4 2 
4 2 2 0 1 2 
5 1 0 0 0 0 

WHITE 1 2 1 0 3 0 
NON- 2 4 2 2 2 1 

PARENT 3 1 2 3 2 2 
4 1 1 1 1 1 
5 0 0 0 0 0 

Response Key 
1. Strongly Agree 
2. Agree 
3. Neutral 
4. Disagree 
5. strongly Disagree 

Independent 
Professionals Totals 

0 2 
4 IS 
2 15 
1+ 12 _ 
0 1 
2 5 
3 15 
1 10 
2 10 
0 0 

0 0 
3 14 
3 21 
3 10 
0 1 
2 8 
2 13 
3 13 
1 6 
0 0 

.... 

'-0 
OJ 



TABLE IVG 

NIWl'H STATEMEt'iJT 

liThe Urbana Cormnunity School District #116 integrated the nine Urbana 
elementary schools in July:; 1966. wllat is your personal opinion of the 
plan which was implemented?" -- . 

Level of Occupation 
Indust. & Factory 

Response Key 
1. Strongly Agree 
2. Agree 
3. Neutral 
4. Disagree 
5. strongly Disagree 

Re- University Business 
Owners 

Service Business Worekrs& Independent 
Race 

NEGRO 

WHITE 

PARENT 

NON
PARENT 

PARENT 

NON
PARENT 

sponse Acad. Staff 

1 6 
2 2 
3 0 
-4 2 

12 0 
1 5 
2 2 
3 0 
4 1 
5 0 

1 6 
2 1 
3 1 
4 1 
5 0 
1 4 
2 2 
3 1 
4 1 
5 0 

4 
1 
1 
0 
0 
2 
3 
0 
2 
0 

0 
4 
1 

.. 3 
0 
4 
1 
1 
0 
0 

Occupations Exec. Laborers Professionals Totals 

3 5 2 7 27 
·1 2 1 2 9 

0 1 0 1 3 
1 l 1 0 5 
0 O· 0 0 0 
2 3 3 3 18 
2 2 1 2 12 
1 1 0 1 3 
0 2 0 2 7 
0 0 0 0 0 

0 5 1 5 17 
3 1 0 3 12 
1 1 0 0 4 
2 2 4 1 13 
0 0 0 0 0 
0 4 1 7 20 
2 2 1 1 9 
1 1 0 D 4 
2 l 2 0 6 
1 0 0 0 1 

'0 
'0 
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It is safe to conclude that the Urbana plan has been accepted by the 

community, but it is also necessar,r to add that there are some smaller 

groUPS which must be convinced tha tthis has been a sound educational un

dertaking. More recommendations will be otfered in the following chapter. 

Professional Staff Attitude~ 

The questionnaire which was administered to all certificated staff 

members in the Urbana schools in May, 1967, was an adaptation of the 

questionnaire which Coleman used in his nation-wide study mentioned earlier 

in this study. Some of the questions included in his study were'omitted 

or adapted to some degree to make them more relevant to th'e Urbana situa

tion andtb.is study. 

The.items included in the questionnaire assessed the overall general 

attitude of the teachers toward racial integration rather than the speci

fic Urbana plan. Table V inCludes, a portion of the questionnaire con-:

taining only those items which are considered relevant to this study. The 

discussion which follows will center only on those items which deal direct

ly with racial attitudes. The entire questionnai're is included in the ap

pendix. 

Item twenty-eight deals with the type of school in which the teacher 

would like to teach. A high percentage of the teachers (67per cent) pre

fer to teach in a school whichh,;3.s children from a general cross-section of 

the community. Only f01,ll'teen stated a preference for a school which has 

all children from professional and white collar workers' fa.rri.ilies. No 
Urbana teacher stated a preferE;lnce to teach only those students from factory 

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 teach. Twenty-four prefer to teach in an 

all-white school. This was approximately 10 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 40 per cent of the total. Sixty 

prefer to teach in a school composed of approximately half white and half 

non-white. This was approximately 25 per cent of the total. Only nine 

expressed wishes to teach in a school with no white students. Thirty-two 

per cent, or seventy-seven teachers, expressed no preference at all. 

Item thirty-one inquires about the level of ability of the students 

the teacher would like to instruct or counsel. Approximately 33 per cent 
, 

prefer high ability 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 grou;p.Approxirriately 18 per cent stated a preference 

for mixed ability groups. 

Item thirty-four asks which of three policies appears most desirable 

:in operating elementarY schools~ The concept of maintaining 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 r educing the grade span of the schools or f1pairingll schools. Approxi

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

hood schools could be abandoned without any significant losses. 



Item thirty-four assesses the attitude of teachers toward busing 

to achieve racial balance in the schools. Thirty-three teachers (11 
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per cent) believe that no elementary pupils should be bused out of their 

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

for busing only to relieve overcrowding. This, 22 per cent included sixty

three teachers. Forty-eight teachers (18 per cent) stated that non-white 

stud~nts should be bused to achieve racial balance. The highest number 

of teachers, one hundred seven (40 per cent) expressed preference for 

busing of both "White and non-white students to achieve racial balance. 

The third part of item thirty-four dears with compensatory educa

tional programs for culturally disadvantaged students.. A large majority 

of teachers, one hundred ninety-eight (69 per cent) preferred yes. Only 

3 per cent or ten teachers voted no, and sixty-seven (2,5' per cent) stated 

no opinion. 

In items 34d, 34e, and 34f questions are raised concerning the racial 

composi tion of the teaching staff. "'i~ ail three i terns, the Urbana teachers 

expressed a definite prefer~nce for racially mixed faculties, regardless 

of the composition of the student body. 

According to the data secured from tr.!.e questionnaires, i twould ap

pear that the Urba~na teachers are definitely in favor of racially balanced 

schools, both in the student population and the teaching staff. This 

dOesnit mean, however, that the teachers know how to teach all students 

coming from a wide variety of cultural backgrounds. If the Urbana plan of 

racial integration is to be successful, in-service training is of utmost 

importance, not only with the younger, inexperienced teachers but with the 

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

be made in the following chapter. 
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TABLE V 

PROFESSIONAL STAFF ATTITUDES 

Item Responses 
Jr. Sr. Special 

~2igh High Staff 

22. Overall, how would you rate students in 
your school on how hard they try in 
school? 
(A) Excellent 20 5 3 6 
(B) Good 52 14 19 4 (c) Average 51 28 13 13 
(D) Fair 20 6 4 1 
(E) Poor 7 1 1 1 
(0) No Response 2 1 0 2 

23. Overall, how would you rate the academic 
abili ty. level of the students in this 
school? 
(A) Excellent 25 12 6 5 
(B) Good 38 25 22 14 , 

(0) Average 57 14 8 3 
I, I 

, 

(D) Fair 25 1 1 1 
(E) Poor 5 1 1 (0 ) No Response 2 2 3 3 

25. Suppose you could go bac k in time and 
start college again; in view of your 
present knowledge, would you enter the 
teaching profession1 
(A) Defi,nitely yes 79 24 10 13 
(B) Probabl.y yes 57 17 23 6 
(C) Undecided 9 5 3 1 
(D) Probably no 6 9 4, 4 
(E) Definitely no 1 0 0 1 
(0) No Response 0 0 0 2 

If you could choose, would you be a 
faculty member in some other school 
rather than this one? 
(A) Yes 19 13 4 3 
(B) Maybe 35 18 13 5 (c) No 96 24 21 17 (0 ) No Response 2 2 2 2 
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TABLE V (Continued) 

Item Responses 
Jr. Sr. 

Elem. High High· 0 

28. If you could take your choice of school 
settings, which would you select from 
the following? 
(A) All children of professional and 

white~collar workers .9. 2 0 3 
(B) Mostly children of professional and 

white-collar workers 23 6 4 4 (c) Children from a general cross section 
of the community 94 34 30 16 

(D) Mostly children of factory and other 
blue-collar workers 3 0 1 0 

(E) All children of factory and other 
blue-collar workers 0 0 0 0 

(F) Children of rural famil;i;es 5 2 4 0 
(G) I have no preferenoe 18 10 1 2 
(0) No Response 0 1 0 2 

30. What kind qf -school do you prefer to 
work in,as far as racial compositiop 
is concerned? 
(A) An all whit~ school 
(B) A mostly white school but with some 

17 3 2 2 

non-white students 53 19 15 9 
(C) A school that has about half white 

and half non-white students 33 13 8 6 
(D) A mostly non-white school but with 

some white students 0 O· 1 0 
(E) A school with all non-whites 1 0 1 7 
(F) I have no preference, 45 18 13 1 
(0) No Response 3 2 0 2 

What type of class do you most like to 
teach or counsel? 
(A) A high ability grqup 40 21 9 11 
(B) An average ability group 55 18 20 4 
(c) A low ability grqup 8 3 3 4 
(D) A mixed ability group 37 7 5 3 
(E) I have no preference 10 6 3 2 
(0) No Response 2 0 9 3 

In Your jud~ent, what is the general 
reputation of this school among teachers 
outside the school? 
(A) Among the best 34 4 3 7 
(B) Better than average 35 22 21 4 
(C) About average 34 13 6 11 
(D) Below average 17 4 0 2 
(E) A poor school 5 0 0 0 
(F) Don't know 26 12 8 1 
(0) No Response 1 0 2 2 
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TABLE V (Contim~ed) 
Item Responses 

Jr. Sr. 
Elem. High High 0 

c. Do you believe there is a sound basis 
in educational policy for giving 
compensatory programs to culturally 
disadvantaged students at e~tra cost 
per pupil cost? 
(A) Yes 111 41 "26 20 
(B) No 3 4 3 0 
(c) Undecided 31 B 9 5 
(0) No Response 7 2 2 2 

d. What type of faculty do you believe is 
best fora 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 4 0 1 
(C) About equal number of white and 

non-white faculty 34 8 9 8 
(D) Predominantly non-white faculty 13 9 4 4 
(E) All 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 

ratio doesn't matter 51 12 9 6 
(0) No Response 4 0 0 2 

e. What type of faculty do you believe is 
best for a school with a racially 
heterogeneous student body? 
(A) An all white faculty 0 1 0 0 
(B) Predominantly white faculty 6 2 3 1 
(C) About equal numb er of white and 

non-white faculty 40 5 7 8 
(D) Predominantly non-white faculty 0 2 0 
(E) All non-white faculty 0 0 0 
(F) Doesn't matter 12 0 2 2 
(G) Selected without regard to race 44 24 18 9 
(H) Some degree of integration, but 

ratio doesn't matter 43 18 10 5 
(0) No Response 7 3 0 2 
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 
CD) Predominantly non-white faculty 0 0 1 0 
(E) All non-white faculty 0 0 0 0 
(F) Doesn't matter 12 0 1 1 
(G) Selected without regard to 'race 50 21 14 11 
(H) Some degree of integration, but 

ratio doesn't matter 38 15 12 5 (0 ) No Response 7 4 2 2 



107 
TABLE V (Contin~~d) 

I I, 

Item ResEonses 
E Jr H 0 E Jr H 0 E Jr H 0 

Yes No No~sponse 

35. Surveys of school prob-
lems show a number of 
things reported by 
teachers as reducing 
the effectiveness of 
the school. Below is a 
partial list of these 
prob+ems. Mark Y (yes) 
for those situat~ons 
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 40 28 20 45 13 8 4 4 2 4 3 

b. Pupils are not 
well fed and well 
clothed. 68 15 14 13 81 37 23 11 3 3 3 3 

c. The different races 
or ethnic groups 
don't get along 
together. 27 36 23 9 120 15 17 14 5 4 0 4 

,I ',' d. Parents attempt to 'I 

interfere with the I 
, 'I 

38 8 5 108 37 29 19 6 5 
" school. 13 3 3 " I 

e. There is too much II, 
" , 

competition for 
grades. 22 28 16 9 122 24 20 16 5 3 2 2 

f. There is tOQ much 
emphasis on ath-
letics. 0 7 13 4 149 45 25 20 2 3 2 3 

g. There are too many 
absences among 
students. 38 21 28 10 107 .31 9 4 7 3 3 4 

h. The classes are too 
large for effec-
tive teaching. 42 43 23 13 106 9 16 11 4 3 1 3 

i. There should be a 
better mixture, 
the students aTe 
all too much of 
one type. 29 6 4 5 120 45 34 18 3 4 2 4 

j. Too much time 
has to be spent 
on discipline. 63 28 14 11 86 24 25 13 3 3 1 3 

k. The students aren It 
really interested 

4 4 I in learning. 45 20 12 7 102 31 24 17 5 3 I 
I' 

I:, I 
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Item 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 14 9 107 40 20 14 5 4 6 4 m. The parents put 
too much pres-
sure on the 
students for 
good grades. 37 20 14 11 108· 31 23 14 7 4 3 2 

n. The teachers 
don'tseem to 
be able to work 
well together. 7 3 6 3 142 49 31 21 3 3 3 3 o. Teachers have 
too little free-
dom in such mat-
ters as textbook 
selection, curri-
culum., and dis-
cipline. 12 2 3 4 135 49 36 18 5 4 1 5 p. There is too 
much s tuden t 
turnover. 50 7 5 8 99 44 34 16 3 4 1 3 q. The parents 
don't take 
enough interest 
in their child.,.. 
ren I s school 
work. 69 17 14 9 80 
We have poor in-

32 24 15 3 6 2 3 

structional e-
quipment~ sup-
plies, books,· 
laboratory e-
quipment, etc. 19 5 4 4 128 45 
There are too 

35 18 5 5 1 5 

many interrup..., 
tions during 
class periods. 21 18 17 6 125 33 22 17 6 4 1 4 
There is too 
much teacher 
turnover. 78 43 26 20 69 
There is too 

8 11 4 5 4 3 3 

much turnover 
of admini-
strators. 1 2 1 23 145 48 35 27 6 5 4 4 
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TABLE V (Continued) 

I' 

Item ResEonses 
Jr. Sr. Assisting 

Elem. Hi~h Hi~h Personnel 
38. Express your ,a tti tude 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 I strongly agree. 
(B) It seems to be a sound plan 

23 16 11 6 

with which I agree. 110 27 20 13 ( C) I have no opinion concerning 
the plan. 18 4 :5 2 CD) It doesn't appear to be a 
sound plan and I disagree 
with it. 11 7 6 2 (E) It is an undesirable plan 
and I strongly disagree. 2 1 2 3 

1 i 
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. CHAPTER V 

CONCLUSIONS AND RECOMMEN~TIONS 

INTRODUCTION 

'l'he purpose o;f this study is to explore the first year effects of 

racial integration in the nine elementary schools of the Urbana, Illinois, 

School District. This exploration includes an examination of standard-

ized test data, both achievement test scores and intelligence test scores. 

The study also includes a survey of community attitudes toward racial in-

tegration of the schools and an analysis of the attitudes of the profes-

sional certificated staff. 

Dispar;i.ties in the educational opportunities available to elementary 

school children throughout our nation have been pointed out by Coleman 

in his monumental study; Equality of Educational Opportunity, and by other 

writers mentioned in Chapter II. These disparities are evident in those 

school districts which clearly have racially segregated schools. The 

great demands made upon our educational system today only serve to magni-

fy these shortCOmings. In addition tel 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 local school districts by the Federal 

Government to integrate the schools. Since the 1954 ruling of the United 

Supreme Court in the Brown case, many states have followed suit 
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and enacted legislation to fqrce local school boards to implement a 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 first unit 

district in Illinois to initiate a plan of action direoted toward this 

end. Since there is only one junior high school housing grades seven, 
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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 comprised 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 disparities in intellectual development were rather obvious 

wi th the Negroes from the segregated school considerably inferior to the 

"White students. These disparities continued to exist year after year even 

though the school board provided a superior physical plant, lowt;::r pupil-

teacher ratios, additional fun\is for materials and equipment, and a com-

pensatory educational program for the all-Negro school. 

The Urbana plan of racial integration provided for each of the nine 

elementary schools to rece~ve an eq~al percentage of Negro students at 

each grade level. The Negro students were bused to the various elementary 

schools begi.nning in September, 1966, and a large group of white students 

living in a concentrated University housing complex were bused to the 

previously all-Negro school. 

This, study was undertaken to determine if the Urbana plan of racial 

integration was effective in providing equal educational opportunities for 



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 

attitudes, some indication could pe forthcoming as to what must be 

done in the future to educate the townspeople and to provide meaning

ful in-service training sessions ;fol;' staff members. This writer also 

anticipated that the design of this study would be useful in evaluating 

the Urbana plan over an extended period of time to ascertain the effec

tiveness of the plan. 

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) revi.ew the c.ourt cases involving racial integration in the public 

schools; (3) analyze standardized data oefore and after integrati.on; 

(4) develop and administer a community attitude inventory; and (,) ad

minister Coleman's teacher-attitude inventory to the professional staff. 
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The analysis of literature and research pertaining to the racial 

i.ntegrati.on of the public schools was undertaken in order to: (1) deter,;.. 

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 or racial integration, relating to the 

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

disadvantaged Negro children with middle- and upper-class white children. 

This analysi.s also includes legislative actions at the federal level and 

s ta te 1 evel. 
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The analysis of standardized test data includes achievement test 

scores in the areas of reading vocabulary, reading comprehension, arith_ 

metic reasoning, arithmetic fundamentals, mechanics of English, spelling, 

and overall achievement. Comparisons of 'growth in these seven areas of 

academic achievement reflecting progress in segregated and integrated 

school settings w'as 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 ;3. segregated s'chool setting. The differences 

between 1966 and 1967 represented the growth in the integrated school 

setting. In making these comparisons, it was necessary to utilize a 

control group in the years 1964, 1965, and 1966 to deternune a growth 

pattern on standardized tests as elElmentary children in Urbana advance 

through the grades. The three years involved Were pre-integration years. 

In developing the attitude inventory for the community, it seemed 

advisable to make the questionnaire brief, easy to mark, and in general 

comprised of straight-forward questions. A stamped, addressed envelope 

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 list of nine basic ques

tions were used, and the respondents marked a response on a five-point 

scale. The respondent 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 

Colemanis questionnaire. Some questions were deleted, and one question 

was added to make the questionnaire relevant to the Urbana situation. 



CONCLUSIONS 

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 achievement and intelli

genoe tests, community attitudes, and professional staff attitudes is 

followed. 

Standardized Tests 
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1. The data in this thesis lend little support to those indivi

duals who declare that racial integration in the public schools is harm

fu~ to both Negro and white students insofar as academic achievement is 

concerned as measured by standardized tests. This is true of both 

achievement and intelligence 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 increase 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 standardized test scores of all 

students, both Negro and white. The gains made on achievement tests 

during the year preceding integration were somewhat larger than those 

gains made the year following integration, but this same pattern of rate 

, of increase had been evident in the Urbana elementary schools sev~ral 

years prior to the implementation of integration~~ On the other hand, the 

gains made by any group of students at any specific grade level were 

quite comparable to the gains made by :a.ll other groups at that same grade 

~~See Appendix D for possible explanation of this. 



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 favorectthe Urbana plan of inte

gration and thought that racial integration in the schools was vital to 

the concept of equal educational opportunities for all children. Al

though there was some contradiction concerning the advisability of main

taining neighborhood schools, the general attitude which prevails indi

cate,s that the schools in Urbana have taken a bold step forward in inte

grating the total community. 

3. It was not surprising to discover that the lower socio-economic 

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

integration. 'rhere was a high correlation 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 

occupa.tions were more opposed. 

Professional S~aff Attitudes 
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4. It was quite obvious that the teachers in the Urbana schools 

prefer to teach in school;:: which have children from varied backgrounds. 

These backgrounds not only include various races but also economic and 

SOCial differences. Few teachers expressed a desire to teach in a school 

Where all children come from similar environments. 

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

tary pupils would benefit from racially integra ted schools. 
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6. The professional staff of the Urbana schools feels that the Urbana 

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

port it. 

RECOMMENDATIONS 

1. A serious limitation of this stuqy is the brief period of time 

which it covers. The first year of racial integration is a period of tran-

sition, and the 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 a 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 beginning in the pri-

mary grades during the next few years. Comparisons, similar to those in 

this thesis, could be continued each year. Such comparis'ons could give 

us an indication as to the trend the scores were following~ This writer 

has developed plans to conduct such a stuqy. A plan has alreaqy been 

implemented to stuqy 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 o£ficials in Urbana must make 

a 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 reached out to those families whose children are being 

bused to that school. This reaching out has done much to involve Negro 

parents in the school life of their new school. This has been accomplish.

ed by personal iuvi tations to school functions, the provision of trans

portation for Negro stUdents for after school activities such as scouts~ 

sports, and mUSical events, and by invi ta tion to pri va te homes. 

All of We schools need to make a concerted effort to involve the 

Negro families in the school's social life. All of the schools in Urbana 

have dedicated PTA members, and this organization can function as the 

liaison between the school and the corrrrnuni ty. Corrrrnunication between the 

school and the community is of utmost importance. 

J. The next recorrrrnendation is closely related to the previous one. 

Each of the SchOols in Urbana needs to develop an advisory group, com

posed of both Neg:roes and whites, to act as the liaison between the school 

and community. This group would not only serve as a public relations 

group for information p\lrposes, but it would also serve as an intermediary 

in contacting those families who do not feel comfortable in talking to 

school officials concerning the problems their children may be having in 

school. This small group of twelve to fifteen people would not necessari

ly be a group of educated persons, but rather it would be comprised of 

people who are sincere, conscientious, and declicated to the goal of a 

better community through better schools for all children. 

4. Another strong recorrrrnendation resulting from this study arises 

in the area of staff attitudes. Even though the Urbana teachers as a 

whole feel that racially integrated schools are vital in providing equal 

educational opportunities for all children, apparently many of them feel 

inadequate in teaching students from different racial backgrounds. 
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Possessing an atti.tude of wantin~ to assist Negro students from seVerely 

culturally disadvantaged homes and actually knowing how to help them is 

a real dilemma. The teachers in the Urbana schools must be trained to 
I 

teach in integrated schools. This can be accomplished by these methods. 

a. Provide rneaningful in-seryice training workshops. These 

should be conducted during a time when all teachers could 

attend. These workshops would include demonstrations by suc-

cessful teachers in ghetto schools, seminars and panels utiliz-

ing people who know and understand the problems of the Negro 

community, and examples of effective personal relationships 

in teaching boys and girls. These workshops could be condu.ct

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 

tim,e. 

b. Classroom teachers and school administrators must be willing 

to reach out to 'the total community by making more home visits 

and by becoming involved in the life of the community. Only 

with first hand knowledge of the emri,ronment can we really un-

derstand the problems whi,ch exist and learn how to deal effec-

tively with 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. Wi th the rapid turnover 

of staff and the large number of applicants applying for positions in the 



Urbana schools, it is apparent that recruiting and staffing practices 
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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. It is unfortvnate that attitudes 

of students were not assessed prior to integration and then assessed 

I annually after integration. This writer feels strongly that a definite 

PCittern of positive attitudes would have developed. A prevailing atti-

tude and feeling in the community seems to be, "The schools are desegre-

gf3,ted, but not yet integrated. fI If this statement is correct, it would' 

mean that the Negroes are not yet made to feel welcome in their new 

schools by the white comt]1unities. There is also a prevalent feeling that 

trds situation will improve each year. It is doubtful if the schools 

alone can produce Social change in a community. There should be a total 

community effort toward the integration of the community. BUSing. ele-

mentary scb,ool children to another neighborhood school and then back 

home to the same environmental conditions at night will fall short in 

providing equal opportunities unless the entire community is willing to 

accept the responsibility. All public institutions and community agencies 

must coordinate their efforts and work toward the goal of community 

improvement by providing equal opportunities in ~ 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. Wha t i$ your sex? 
(A) Male 
(B) Female 

2. How old were you on your last birthday? 
(A) Under 26 
(B) 26 to 35 
(0) 36 to 45 
(D) 46 to 55 
(E) 56 to 65 
(F) 66 or older 

30 Where have you spent most of your life? 
(A) In this city, town, or county 
(B) In this state outs'ide this city, town, or county 
(0) In another state in the U.S. 
CD) 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 

4. In What type of community have you spent most o.f your life? (Give your 
best estimate if your are not sure.) 
(A) 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 people) 
(F) In a suburb of a large city 
(G) In a very large city (over 500,000 people) 
(H) In a suburb of a very large city 

Are yo'll 0 0 ••• 

(A) Negro 
(B) White 
(C) American Indian 
(D) Oriental 
(E) Other 



6. 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 4 years work 
(C) A Bachelor's degree 
(D) A Master's degree 
(E) Professional or Specialist diploma (Sixth year) 
(F) A Doctor's degree 

7 • How many crem ts 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 semester hours 

8. As of June, 1965. What Was the total number of years offull-tirne 
teaching experience you have had? (Consider counseling as teaching 
experience.) 
(A) None 
(B) 1 or 2 
(C) 3 or 1.) 

(D) 5 to 9 
(E) 10 to 14 
(F) 15 to 19 
(G) 20 to 29 
(H) 30 or more 
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9. As of J-cme j 1967. What was the number of years of full-time teaching 
experience you have had in i:;h:i,s school? (Consider counseling as teach
ing experience.) 
(A) None 
(B) 1 Or 2 
(c) 3 or 4 
CD) 5 to 9 
(E) 10 to 14 
(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? 
(A) I was not a regular teacher or counselor last year 
(B) None . 
(0) 1 or 2 
(D) 3 to 6 
(E) 7 to 15 
(F) 16 or more 



11. How did you happen to be assigned to this particular school rather 
than some other school in this d,istrict? 
(A) I asked to work in this school 
(B) I was placed in this school 

12. Have you ever attended any summer institutes sponsored by the Na~ 
tional Sciences Foundation or fina~ced by the National Defense Ed
ucation Act or by the 196.5 Elementary-Secondary Education Act? 
(A) None 
(B) 1 
(C) 2 or 3 
(D) 4 or more 

130 Have you ever attended any S\lffil1ler institutes or comparable training 
programs that offer special training in teaching or counseli.ng the 
culturally disadvantaged? 
(A) No 
(B) Yes,jl 1 
(C), 2 or more 
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14. What will be your total annual salary from thi.s school system this 
year? (Estimate supplements for extra services by using supplements 
from last year.) 
(A) Below $3,000 
(B) $3,\l000 to $3,999 
(0) $4,000 to $4,999 
CD) $5,000 to $5,999 
(E) $6,000 to $6,999 
(F) $7,\l000 to $7,999 
(G) $8,000 to $8,999 
(H) $9,000 to $9,999 
(I) $10,000 or more 

15. 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 

Overall, how would you rate the academic ability level of the students 
in this school? 
(A) Excellent 
(B) Good 
(C) Average 
(D) Fair 
(E) Poor 

17. What is your employment status in this school system? 
(A) I am on a tenured appointment 
(B) I have a regular full-time appointment but not on tenure 
(C) I am a substitute teacher on temporary assignment 



18. Suppose you could go back in time and start college again; in view 
of your present knowledge, would you enter the teaching profession? 
(A) Definitely yes 
(B) Probably yes 
(0) Undecided 
CD) Probably no 
(E) Defini.tely 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? (Answer 
even if you are not a high school teacher.) 
(A) An academic school. with strong emphasis on college preparation 
(B) A comprehensive school 
(C) A special curriculum school that is designed to serve the cul

tura,lly disadvantaged 
(D) Vocational, technioal or trade school 
(E) Commercial or business school 

21. If you could take your choice of school settings, which would yO'll, 
select from among the following? 
(A) All children of professional and white-collar workers 
(B) Mostly children of professional and whi.te-collar workers 
(0) Children from a general cross section of the community 
(D) Mostly children of factory and other blue-collar workers 
(E) All chi.ldren of factory and other blue-collar workers 
(F) Children of rural families 
(G) I have no preference 

What kind of school do you prefer to work in, as far as ethnic com,;" 
positlon is concerned? 
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(A) A school with pre40minantly Anglo Saxon students 
(B) A school 'with a mixture of Anglo Saxon and minority ethnic groups 
(0) A school with predominantly minority ethnic groups 
(D) I haye no preference 

What kind of school do you prefer to work in, as far aS,racial compo
sition 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) I have no preference 



24. What type o.f class do. you mo.st like to. teach o.r co.unsel? 
(A) A high ability gro.up 
(B) An average ability gro.up 
(C) A lo.w ability greup 
CD) A mixed ability greup 
(E) I have no. preference 
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25. In yeur judgment, what is the general reputatien ef this schoel among 
teachers outside the scheel? 
(A) Among the best 
(B) Better than average 
(C) Abo.ut average 
(D) Belo.w average 
(E) A peor schoo.l 
(F) Do.n't kno.w 

26. Abo.ut what percentage o.f the students yo.u teach o.r co.unsel this 
year are white? . 
(A) None 
(B) 1 to 9% 
(C) 10 to 24% 
(D) 25 to. 49% 
(E) 50 to 74% 
(F) 7.S to. 89% 
(G) 90 to. 99% 
(H) All 

27. Below is a list o.f current scho.ol issu.es 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 pelicies en neighborheed elementary schools 

represents the best educatienal practice, in yeur estimation? 
(a) Neighberheed elementary scheels sheuld be maintainedregard~ 

less ef' any racial imbalance preduced. 
(b) Neighberheed elementary schoels sheuld be maintained, but 

where pessible a device, such as reducing the grade span of 
scheols, lIpairingll schools, or another practice, should be 
used to promote racial balance. 

Cc) The idea"of neighborhood elementary schools can be abandoned 
without significant loss. 

(B) Which of the following policies on bu~sing of elementary school 
children represents the best educational practice in your estilna
tion? 

(a) Children should not be bussed to. a scheel ether than their 
neighberho.o.d scho.o.l. 

(b) Children sho.uld be bussed to. ano.ther scheo.l but o.nly to. re= 
lieve o.vercro.wding. 

(c) No.n-white children sho.uld be bussed to. ano.ther schoo.l in 
o.rder to. achieve racial balance. 

(d) Bo.th white and no.n-white children sho.uld be bussed into. 
scho.o.ls with a predo.minantly different racial co.mpo.sitio.n, 
to. achieve racial balance. 

i I 



(c) Do you believe there is a sound basis in educational policy for 
givi,ng compensatory programs to culturally disadvantaged stu
dents at extra per pupil cost? 

(a) Yes 
(b) No 
(c) Undecided 
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(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 number of white and non-white faculty 
(d) Predominantly non-white ;faculty 
(e) All non-white faculty 
(f) Doesn I t matter 
(g) Selected without regard to race 
(h) Som.e degree of integrati.on, but ratio doesnlt matter 

(E) What type of faculty do you believe is best for a school with a 
raci,ally heterogeneous student body? 

(a) An all white ;faculty 
(b) PredominantlY white faculty 
(c) About equal number of white and non-white faculty 
(d) Predominantly non-white faculty 
(e) All non-white facu.lty 
(f) Doesn I 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 
(c) Abou.t equal number of white and non-white famll ty 
(d) Predominantly non-white faculty 
(e) All non-white faculty 
(f) Doesn't matter 
(g) Selec ted without regard to race 
(h) Some degree of integration" but ratio doesn I t matt,er 

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) fo,r those situations that consti:tu:te 
a problem in your school. Mark N (no) for those that do not constiitute 
a. problem in your school. 
(A) The home environment 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 
(G) There are too many absences among students 
(H) The classes are too large for effective teaching 
(I) There should bea better mixture, the students are all too much of 

one type 
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(J) Too much time has to oe spent on discipline 
(K) The students aren't really interested in learning 
(1) There is a lack of effective leadership from the school admini-

stration 
(M) The parents put too much pressure on the students for good grades 
(N) The teachers don't seem to be able to work well together 
(0) 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 children1s school 

work 
(R) We have poor instructional equipment: supplies, books, laboratory 

equipment, etc. 
(S) There are too many interruptions during class periods 
(T) There is too much teacher turnover 
eU) There is too much turnover of administrators 

29. Are you a member of any teachers' association? 
(A) No 
(B) Yes, an officer 
(C) Yes, an active worker 
(D) Yes, a member but not an active worker 

30. Do you read regularly any nat:ional educational or subject matter 
journals such as the NRA Journal, The Nation I s Schools, The Engli.sh 
Journal, etc.? 
U5 No, not reg!llarly 
(B) Yes, 1 regularly 
(0) Yes, 2 regularly 
(D) Yes, 3 or more regularly 

31. Do you expect to remain full-time in public education until you reach 
retirement age? 
(A) Definitely yes 
(B) Probably yes 
(C) Probably no 
(D) Definitely no 

32. About how many hours a day do you spend outside of your scheduled work 
day in preparation for teaching or counseling? 
(A) None 
(B) 1 
(C) 2 
(D) 3 
(E) 4 or more 

33. How many hours a day do you spend in classroom teaching this year? 
(A) None 
(B) 1 
(C) 2 
CD) 3 
(E) 4 
(F) 5 
(G) 6 or more 
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34. 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) All high ability groups 
(B) All low ability groups 
(C) Combination of various ability groups 
(D) Ability grouping is not used in this school 

35. What is the lowest grade in which you teach this year? 
(A) Nurse~ or kindergarten 
(B) 1 
(C) 2 
(D) 3 
(E) 4 
(F) 5 
(0) 6 

.36. What is the hi.ghest grade in which you teach this year? 
(A) Nursery or kindergarten 
(B) I 
(C) 2 
(D) 3 
(E) 4 
(F) 5 
(G) 6 

37. From a realistic viewpoint, there may be some jobs from which Negroes 
hays been excluded. Do you personally feel that a teacher or guidanc;e 
counselor sh.ould encourage Negro stu.dents to aspire to such jobs? 
(A.) Yes 
(B) Yes, with. a. full diScu.ssion oithe difficulties 
(0) No 
(D) No opinion 



APPENDIX B 

LETTER TO SCHOOL BOARD FROM NEGRO COMMUNITY 

Dear Board Member g 

Realizing that it is the responsibility of a school district to 
provide an adequate and equal education for all children within a said 
district, We, the parEIDts of children attending Hays School, located 
in School District No. 116 Urb~p., Illinois 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 Pianning The Community Schools--The Cases 
of Champaign and Urbana, Illinois; 1965. In this thesis, Mr. Scheck 
uses Hays School as a specific example. Materi.als 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 
is 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 11dropouts.1I It has been pointed out in various reports 
and by a school administrator that the percentage rate of Ildropouts1l 
from our area is higher than any other area in the district. 

We are also familiar with a report from the Citizens Advisory 
Council 1963-64 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, Title I 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 wi thin our society. The Negro child becomes 
more culturally deprived because he doe$n't have the opportunity to 
mingle with the other races at an age in which his life .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. 
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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 Justi.ce Warren's decision of Brown V. The Board of Education of 
Topeka, 1954, a part of his text reads, To separate (children) from 
others of similar age and qualifications solely because of their race 
generates a feeling of inferiority as to their status in the co~unity 
that may affect their hearts and minds is a way unlikely ever to be 
undone ••• Separate educational facilities are inherently unequal. 



APPENDIX C 

COVER LETTER AND COMMUNITY QUESTIONl'{AIRE 

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 enolose the questionnaire 
in the enclosed, addresseq, stamped envelope and drop it in a mail box. 
It is vi.tal that you ~ sign your name. 

Ell-en though I am Principal of .the Urbana Junior High School and 
therefore an employee of the Urbana School District #116, I wish to make 
it absolutely cle~r that this study is my own project, and it is not 

. sponsored by the Urbana School Board nor the administrative staff. 

The Roman numeral followEld 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: Respond to each statement by circling the desired response. 

1. How many children do you have in the public schools (grades Kinder
garten through gra,des 12)1 
A. 0 B. 1 . C. 2 D~3 E. 4 or more 

2. How many children qo you have in the elementary school (grades 
Kindergarten through grade 6)1 
A. 0 B. I C. 2 D. 3 E. 4 or more 

3. It is desirable to have Negro childrenand'white children attend 
school together in the elementary school. 
A. Strongly agree 
B. Agree 
C. No opinion 
D. Disagree 
E. Strongly disagree 

4. All elementary school children should attend the school in their 
neighborhood regardless of the make-up of the student popUlation. 
A. 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 
A. I - 5 % 
B. 5 - 10% 
C. 10 - 1.5% 
D. 15 - 20% 
E. more than 20% 

6. Bussing students is a desirable wa,y 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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70 Another plan of providing a bett.er Elducation 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 

80 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 dis~gree 

9. 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 



137 

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 explanations for this decrease in gains. The follow

ing list is merely suggested as a departure point in studying the 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 4, 

5, 6 than in grades 1, 2, 3. 

3. T~am teaching is utilized in the intermediate grades with students 

being taught by several teachers rather than one teacher. 

4. 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 was born in Centralia, Illinois on January 19, 1931. 

He was the fourth child in a family of nine children born to Stacy and Agnes 

Marcum. He lived in Centralia until he entered military service in 1952 at 

the age of twenty-one. After being discharged from the service, he attended 

Southern Illinois University at Carbondale, Illinois and completed the re

quirements for the Bachelor Degree in Elementary Education in August, 1954. 

His first teaching position was in the Danville, Illinois Public 

Schools which began in September, 1954. This ,first teaching position was 

in grades six, seven, and eight including the subjects of mathematics and 

physical education. After school hours were spent in coaching football 

and basketball and taking graduate work in ed~cation administration at the 

University of Illinois in Urba;na~ Illinois. Mr. Marcum was awarded the 

Master's Degree in Education Administration from the University of Illinois 

in August, 1956. He was appointed as'an elementary principal in Danville, 

Illinois in September, 1957. He retained this position for seven years, 

and then he became a junior high school prinCipal in September, 1963. 

During those years additional graduate work was done at the University of 

Illinois. 

Mr. Marcum accepted the position of Coordinator of' the Gifted Project 

in the Urbana Schools in September, 1964. He 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. 


