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ABSTRACT

‘

The purpose of this study is to evaluate the effects of
ing on the subsequent achievement performance of
bused black students. - Differences in achievement gains
or losses are hypothesized as being both a function of
bused student attitudes toward busing and desegregation,
and of the interracial climate of acceptance in the" |
receiving schools. The design of this study is ‘that

“of a three year 1ongi\pdinal panel buased on before busing

and after busing achievement and attitudinal measures for
a shmple of bused and non-bused black public school stu-

dentg, and vhité receiving public school students in .

Wa¥y, Texas. Independent variables included.in the tabu-
lar, correlation and regression analyses include measured
1nte111gence, parental authority s&ructure, educational
expectations, self-concept, racial prejudices, integration
attitudes, buging attitudes, school socio-economic :com—
position, and two measures of school interracial climate.
Findings reveal that the ach1evement performance of bused -

In two years, bused blatk -students have advanced
an average-of only one month in grade placement. School
interracial climate and student att1tudes account for the
51gn1f1cant1y Lower achlevement performance of tHe bused
minority stuéents The majqr conclusion of this study is
that mandatory busing to desegregate schools in communities
with great resistance tombusing may serve to weaken the
acgievement"performance of the bused minority student.
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RESEARCH PROBLEM A : e o7 _

Court-ordered, mandatory busing to achieve school desegregatio:\is an™

2 v r .

explosive pplitical issue in many communities acrogs the nation. Most of the
S . - N .
public controyersy is based’ on emotion rather than substantive social research.

The few available studies on the effects of busiﬁg'are warmly debated in academic

circles. In 1972, David Armor reviewed the relevant busing research completed to

- - \

that time and concluded Ehat‘busing.failea on four out of five measures. Lt did

~

not lead to improved achievement, grades, aspirations or®racial attitudes among

* - - -

e black students. Armor concluded that mandatory busing did not lead to improved N

X b .
black. student achievement or improved interracial relations and therefore, should,

not be adopted. Shortly after the publication of Armor's review, Pettigrew, .

"Useem, Normand and Smith (1973) issued a lengthy rebuttdl of Armorfs interpreta-

-

tions and conclusions, suggesting they are not based on accurate scientific evi-

. dence. The debate, in brief, rests on whether busing as a means to descgregate

schools might or does benefdit mingrity students. Most of the studies which have,

3

found positive benefits for desegregated school settings are of situations in

which desegregation has occurred gradually and integration has voluntarily been

B

- 14
achieved. ‘In their criticism of Armor's "evidence op busing", Pettigrew, Useem,

Normand and Smith (1953) sdggest methodological weaknesses in some of the data,

due to two important research criteria seldqm met,"in busing studies: longitudinal

- ! A '

- had

ddta and an adequate control group. , The research repofted in this paper meets
i

»>

. ‘e je - ) >
both of these criteria% The overall design is that of a three year longitudinal .
. i . . ) . ! B
panel of bused b¥ack students with & contfgl group of* 'non-bused black students as

well as crosg sections of Yb!ée receiving school students. The question debated

®

/ﬂé the literature and the question to which this paper is‘aeressed is whether

' mandatory busing to achiéve rapid schodl desegregation is beneficial fqr minority

students, The major hypotehsis guiding this ¥esearch is that differences in

. a4

b
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‘ achievement gains or losses are a function of the attitudeé of bused students

. -

toward integration and busing, and of the interracial climati\of acceptance of,

-
’

» P * . i}
the receiving school.
P . . . ) . " - Ao .
Major national interest in educational inequality arose ;\tﬁ the publieation
- g .l .

) . L \
of findings from_the_foice of Education's Educational Survey (eommissioned by

the“Civil Rights Act of 1964) which revealed lower achievement l%vels for the :¥“
~ children of racial_and etﬂnic minority groups. In general, the major findings T
of ‘the original analysis (Coleman, 1966) and secondary.analysis (d,s. Commission

{ ’ . .
bn Civil Rights, 1967) ,point to the importance of the social context of the

4

school,vi.e.,,the socio-economic and racial-cthnic composition of the student ./,

AY -~

body, for the éxplanation of differences in achievement. In agreement with )

findings of several earlier studies (Goodman; 1959; Wilson, 1959 Michael, 1961; ]

Turner, 1964 ‘and Boyle, l966), the Office'of Education Report (Coleman/ 1966)

~

concludes that socio -economi.c compos1t10n of the school's student bodyJexerts the | -

L4 v y

- R

laqiest effect on student achievement scores. In their reanalys1s of the survey

data, M¢Partland and York (U S. Comm1ss1on on Civil Rights, 1967) conclude thaf
\

-

regardless of social class, achievement scores of black_students are higher as R -
- ( \'

the proportion of whites in the school increases. This® finding agrees with pre- \\

vious studies (Katz, 1964) and has been Substantiated,in more recent research \ d\
(Armor, 1969; Pritchard, 1969; and St. John and Lewis, l97l). While Weinberg

.

(1970:294, 304) notes a basié inconsistency between the ‘major conclusions of the -

4

two federally sponsored reports, Pettigrew (l97l:62).contends that they are signifi-

cantly relgted, due to evidence in the Coleman Report that ‘only one—fourthwof the

v oy

black population may be appropriately classified as "middle class". The relevance

of\these studies for government policy decisions is cited by Armor (1972) as pro-

\\‘N Al

viding the, basis and justification for the use of busing to‘desegregate,schools

i -

in the expectation of increasing black student achievement, enhancing black .




’ - - .
o .
. ) . . .
. . .
.

self—esteem and*redscing black and.white prejudice . Thig per- : -y
’ . 1 . N

spective is also reflected in a former HEW secrstary\!

balance in schools will improve educational opportunfty
minorities (Richardson, 1970:52). . ' ) ) .

While a variety of .studies have indicated school desegregation has a posi-
tive effect.on minority group student achievement! and recent éupreme Court
Becisionsz‘have'extended the use of busing’‘to desegregate public schoolsy the-
results of the few studles conducted to evaluate the effects Of-bUSIHg f0r

PO

L3
. minority student achievement are contradictory and 1nconclus1ve.3 An answer to

’

the quéstion of whether busing is the best or even an appr0priate means to ahcleve .

school desegregation and,create an equal educational opportunity for all remains i
elus1ve and hidden. Of those researchers evaluating the utilization of bus1ng

1

as a means to desegregate schools and 1mprove minority student achievement per—\

-

formance, several report positive findings. Improved achievement is reported by

Binks and DiPasquale (1989), o' Rellly (1970), St. John (1970), Morrison and
4 * .

- * . b
Stivers (1971) and in studies d0ne in East Harlem amd Syracuse (East Harlem Project

.~

and City Commission on Human Rights, 1962;. City School District, Syracuse, 1967). U

, : ) ' : /
Banks and DiPasquale (1969) and\yood (1969) also report bused minority studenys

have’ greater interest in school and more favorable attitudes toward majority

'},l .1 %
; students than non—bused mipority students., In addifion to positive effects for

-

bused minority students, Scudder and Jurs’ (19?15 find no negative effects due to, -

-
.

busing for‘tﬁe achievement of majority students. in receiving-schools:

1 See, for example, Katz, 1964; McPartland, 1967; U.S. Commission on Civil Rights,\
. 1967; Armor, 1969; Pritchard, 1969; Office of Ciwil Rights, H.E.W., 1970;
Pettigrew, 1971; and St. John and Lewis, 1971.
2 ' See Swarn v. Charlotte-Mecklenburg Board of Education, 91 S. Ct. :1267 (1971)

and the discussion of recent decisions in InegAality In Education, No. 10, "
1971:3-6. y

3 See, for example, Weinberg s (1970 82-85) discussion of studies on the effects
of busing. .

'r * 1
>
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Contradictory findings are reported in several studies.. No significant

.

changes in bused minority student achievement is repnrted by Tegle, Jackson and

.

Mayo (1966 297), Moorqfleld (1967: 145—146), the White Plains Public Schools Study L
. (1967) Carrlgan (1969) and in the METCO study by Armor (1972) Report;ng on both

cross~secthnal and, longitudinal analyses of Riverside, Cal;fornla school data,

. .
-
~

, LR <. , i " s - . .
Purl'and Dawson (1971:3) find low and average achieving bused students achieved

less in éesegregated schools than in prev1ou§iy segregated schools. Only high \
'aEhlev1ng bused students achieved more in desegregated settings although this’

'inerease was nep large ?nough te¢reduce'tne gap between majogity and minonity )

. studenF acégevenent %evels.h Purl and D;;snn (19Zl:2§ conclude the achievement.’ .
gap.between najority and min6?ity students is as high in 1970 as it was in 1966. ‘ b

¢ . -

A partlél exp}anatlon for thege contradictory flndlngs is suggested in the

works of Katz (1964) and concerns,the motivational dimension. Katz maintains
LN - ! - . »

that psychological stress and anxiety experienced by blacks in competitiBn with
. ‘ : . p - ' -
vhites may retard or impair aghieuehent motivation among tHose_blacks with poor

self-concepts. This was confirmed in a.later analysis in which Katz (1968:59)
reports low fichievérs amdng minority group students,have more negative self-concepts

and self-e ation. A similar finding is presented in the ColemanﬁReport (3966:
’ o ‘ . ; x

J , * . - v
323—324) in vhich the sttdent's sense of_gontrol of his environment (an aspect of .

self-concept) is posltlvely assoc1aL d with achievement scores. «In addition

. . ) ’
individual psychologlcal differences with respect to self=concept, social contaxt

by . -
. .

differences of the schools ate a{ﬁglimportant‘for the explanation of these contya-

e~ .

dictory findingsﬁ Interactionist theori.suggests the responses of others- are o
» ' B ) . O

X .
- crucial influence in shaplng and modifying self- -coricept. " The socio—-economic and})
™~ .
racial-ethnic c0mposition of gge student body @f a school constitute critical soclial

contexts. Coleman (1966:303-304) suggests that higher educational aspirations of

- . [

the student body in "middle class" schools, serve to increase the’level of achievement
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of minority students in such schools. 1In a review of literature on the effeéts

- -

of integration on the academic petﬁormance of blacks, Katz (1964) reasons that L 4

integrated schools may provide new comparison lenels'for black self-evaluation.

v
»

.The acceptance or rejection of minority students by majority students, however,
- ° N .
may provide support or interference for the mindrity student's motivation to

achieve. Pettigrew (1971:73-74) suggests the opportunity, for crdss-racial‘gvalu—

. . : . R . ¥
ation in desegregated schools leads to advances in achievement only if such,comp— .
. & . o S - .
. , . .
parisgns occur in contexts which reflect majority student acceptance. Thus invw-

- 3

. P I . s
addition to the socio-ecoromic and racial-ethnic climate of the school, the inter- .
M 4 -
iy . .

. . ) 0‘ 3 . . . 3
racial climate of acceptance, is an important social context to be evaluated.

# The degfee of acceptance or rejection experienced bylblack°bu§ed.students, as s
. . ‘ . L.
. [ . h \ - . N ¥ *
well as the attitudes of bused students towards their receiving schools dre cons ¥

B
B .
q ' . [ * i

ceptualized as| crucial components of the normativé,‘interracial climate of the \ - ! \

rece1v1ng scbools This dimension is reflected in Pettlgrew s (1971 63) dlstin ‘{;

t10n between ddsegregated 4nd 1ntegrated sthool settlngs. Whereas desegregatlon *V'!

* 2

)
.

r fers to the.quantitative dimensions of rac1al com9081t10n§§1ntegrat10n refers to‘,f

- K - -

the gqualitative dimension of interracial contaC< and ‘the degree Qf mutual cooperation

.o~ Y,

. Ve ‘ °“ "l f : :.'

among the student b@and staff. Integrated s hoo}s :m wh;tch 1nterrac1al acvce_pt-P_l,__. .

5 . Mo . / . ! .
f

operation has developed over tlme] o
. s - o
nducive to improving minority student achievementn ‘De§egregaﬁed.‘ e

. - - ;
’ . - N 4 - - -

4 v ? . [}

schools, in which desegregation occurs ébrdbtly, as with mandéto%ykbu§ing, may B
O

4nc and positife and ih whlchdmptuaL

-
. .

are held to be

s

be non-effective for this purposé.~ In Moqrefiel "‘(1967)’study busing*in

[ . . A0
Kansas City (in whlch no achievemént galns were foqnd), three- fourths of the bused -

‘
- ” v

‘
)
B . ce oV . A

students were given low rat&ngs on a recelving student acceptance stale. - Iwo~th1nd§' “

[ -
L * ¢ Y - ¢
+ . .

of..the bused students were regarded as "faggressive' by whité récéiving students' - ;
.2 PN . L . ; g ¢
(Moorefield, 1967:167). Lower self-concepts were also dbserved aﬁqng,hugéd4blackaﬂ E
- . . i z ' - . ) - , - - .

students in schools in which acceptance by white receiving students was also low,
;. R T Y * -

‘ ., . N , . .
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o

Lo S 1 ng of 1972 from two separate samples. of respondents. To pfovide for the —
l

C Iongitﬁdina& aspeéts of. the stddjg 240 black‘students from the original sample

(noorefield, 1967:166). Purl and Dawsdn (1971:18) suggest that ‘the lack of- -

increase in achievement among bused:students in Riverside, Califéqnia, might be' - .

.3 e s
<

, due to the lack of programs in desegregated schools to provide for a smooth .-

- .
’ . - ’
P

tfans1t10n of bused students 'to the new school s soc1a1 structure. tht er the ¢
: P - / R
effect of busing is positive ‘or negative for mihority student achievement appears
?. " . a R - "."‘ N ¢ "‘ ,‘ v~ ‘
to be a function of the attitudes of the bused- student toward busing and- the ney
A A . . 0
school, as well as the normative, intetracial climate of acceptance or rejection

" .

» B

communicated by the receiving school's students and staff. .

‘

“

PROCEDURES 4 SEUREIR ’ : R
The overall design of this research is a threé year longitudipal panel study.

: . . ' v ) 3 o oo

_The first and original wave of data collection in the Sgrﬁng‘df 1971 was con-

' : B < ; ' . ’ “\“ ~ - ~ ¢ )

\ « v i / + .,
_ceived as a simple cross-section design to. study the detgrminants'of majority and

& . . Foo. SR . ~
. 7 minority student achigvement leve{s’and consisted of a stratified random sample

.
T . + . . L&
. ), N -

of 850 majority and minority students from Waco Public Schools. This sample in- ,

cluded 300 white students, 300 black students and 250 Mexican-American students.

3

During the summér of 1971, federal courts ordered the WacovIndependent Schopl

.

: ' . & - - )
District to, bus 1600 black stadents to previously all white schools to create.a

more favorable racial-ﬁaPance.\\Approximétely'}25 black students from the original
isamplé‘bf 300 were to be buséd. Data for the second wave were eollected in the

. . “ A ’ . t
* ~ .

P

.
N .

o~ sy A -~

o .. - . o .‘L 4 . - - v
Tk of 300 §125 of the 240 are bused”students) were resurveyed to provide a second

> . at , . - /
. - L ¥

'»measuretpf'lntegﬁation attltudeo and self=concepf. ,The second sample 6f‘respon—

L .
ve N @ .

dents cdnsisted of 3.r andom, cfoss sect{ep of maJority sﬁud@gts from eaqh school

a » ~ ‘Y .

i .
‘ Data from &his sample were used to construct aggregative measures of school gocio-

s
e

r
’ N 1 |,

- ,Vecoqomic.yhd normativg climatesm Data for Ehe thlrd.and flnaL wave were coilected N




-7~ . 4
L

3 . -

,in the Spring of 1973 and are composed of two types. The first type'consists of

55 bused students and 62 no%—bused black students from the.oriéinal sample. The

L]

¢
remalnder of those surveyed 1n 1971 and 1972 had e1ther dropped out-of school,
t
transferred or graduated. The 147 were retested with the CallfoRnla Achyevement

= ‘.

Test and were resurveyed for the third time. The second type of data collected

¢

in the third wave consists of a random cross—section of students f om each school

. s 4
to provide for the construction of additional aggregate measures of- the school's

>
-

_ social tontext.’ Thus, before {1971) and after (197%) busing measures, allow this

-
stcdy to appraximate a classical design. Means, standard deviations, percentages

and'operatiohal definitions of all variables are presented in Table 1. - ’
R . . - ' B - N

TABLE 1

. - 8 v .

N - - L
Tabular, correlation and regression analysts are used to portray grapfirically

significant relationships &nd to permit an interpretation of th¥ data in which the

relative, effects of individual and contextual attributes may be weighed and evalu-

- . ) R
ated vith other fadtors controlled. Regression analysis is used to identify those

| ————

variables contrlbuting the largest amount of variance to the dependent variables
.’ . » .
of student achievement. Factor analytic techniques are used to.construct several
scales and indices. . o
/ > : R 4

.

FI§E/;CS - ACHIEVEMENT DIFFERENCES
R P . o

-
' Measures used for achievement in this study are the scores for total math,

«

total reading and total battery frbm the Intermediat% and Advanced forms off the

California Achievement Test ' Achievement scores of bused and non-bused bl ck stu-
. \ /‘\

dents before and aftef the using perxod are presented in Tahle 2.

‘

H TABLE 2
t

One would not expect large differences in achﬂevement scores prior to busihg if

1 s -

students had been random]y seiected for busing assignnent. The I termehia%e form
- \

of the CAT was administered as part of the normal school testing program 5nd was

N

‘ 10

-
R e EERS A
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> ' . ’ .

'

administered by school distnigt personnel at least one year prior to busing. ,

Differences in Scores between the two .groups, as revealed by t-tests, are not
- . -

statlbtlcally sigrlficant, although non—landom as signment policies exercise an .
i

obv10ui effect, _ with students to be bused hav1ng somewhat lower achlevement scores.
( 3
Since none of these differences are statistically significant, they gwe considéred
’ “ . ,‘ ’ s
to be incogseggggtigi;iﬁ_iggitipceﬁ The Advanced form of the CAT was administered ’

after the two year period of busing. Differences in mean actrievenpent scores are. \i

. noted between bused and non-bused.black students, with bused students hav&ng -\

~
*

significagtly lower scores than non-bused studgnts. Two general observations need - .

- v . »d
to. be made at this point. First, tést scores for both groups have declined by the

> -

end of the study period. Part of the reason for this is due to the use of dif-

.

ferent forms of the CAT. While the conversion of raw scores to grade,g%acementé
e - "\ ] §
[} |

~

. overcomes this difficulty, 'raw scores are utilized in the remainder of the ahalysis
" .

-

in this paper since they permit the use'of measures of statistical significance .

N ~t : .

and score differences between test forms are correlated with standard score declines..

Thus, vhile the minority students in this study have advanced in grade placemerit

during the two year periqd between test adminisifations, they have deélined in .

’

achievement performance yhen compared with national norms (Lawkin, 1975).  Grade _ |

placement comparisons indihage non-bused black students have advanced in achieve-"
3 . . N _

-

L
an

ment performance, bused black students have not. The, second observation to be

made is that differences‘n achilevement levels between bused and non-bused student
y * . "
.groups have widcned. Whereas only 5 points separate the mean total battery scores®‘
A} M s

f&t e%ample betwgen the two groups prior to busing, a 33 point difference is .,

observed between these groups after the period of busing. Transformed into.gradt
: R placements, data in Table 2 show that non-bused black students have advanced an

average of one year (with the exception of math) compared with an average advance-

L] . 13

megt of only one month (exception of math) for bhqed black students. ' The final .

¢ - f
¥

’ : 11 ‘ |
. - ® ’
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—whlch reveal the extent of the disparity between bused and non-bused blgck student

‘scores declined on the average *by 10.02 points.

y ~ ) NS \’

. - < ’ ~ = .
> ' 4 - NI T2 .
column of the table contain§~_ag’§nores corrected for test form difﬁerences; scores

\, ~. - [

ach1evement performance. .Whereas non-bused black students raised their total

v
battery scores on the avérage by 9.14 points, bused black student total battery

[

.

‘ ~

# Rival explanations concerning the influence of busing status on achievement

performance.andlor achievement performadce change include the respondent's sex,
ro=—x . ) . — i

. - - 1 . . . .
grade in school, age, measured intelligence and parental socio-economic status.
. - N ' N % \‘
- 2 . . . e .
All of these variables yere investigated to see whether they were S1gn1f1cantly
- % .
rflated to achievement d1fferences, and in part1cular, to the dlfferences betwgen*

= - vt

bused and non—bused studeng achievement. 0f all of these Variables, statistical

-

L

. a .
tests showed onlyvbne to be siganicantly related to achievement scpres, viz.,

v
~

measured 1nte111gence. The effect of measured I, Q is as expected with students
: - o

PR . A
VR

The question of whether. measured I.Q. accounts for all, part, or none of the

4 ] . >

difference in mean achievement between bused and non—bused black students ‘s ¢

k] .

1 .

addressed in Table 3. , . . .
% ) " o

,{, . TABLE 3 * e

* 4 -
.
.

. : ' ¥ .
Significamt differences in the 1973 achievement performance of bused and non—bused

) - (3 ,

students persist (with the exception of differences in math scores among lower
{

IQ

«
’

The magnitude of the difference in.mean achievement scores be-

students)

Jp—y N

-

ERI

Aruitoxt provided by Eic:

'students is larger than mean score differences between

v

tween high and low 1.qQ.

N
= .
-
;

bused}and non—bused studentsr

£

&

* fient.

Even with I.Q.:

Obviously, I.Q.

s . &
is a major determinant of achieve-

controlled, however, significant achieveﬁent differences

etween bused and non-bused students remain. Datd in the seﬁond column of the

\b

tabl

ment performance.
x
e

"Even with measured' I.Q.

.

¥

A

controlled, busing status exerts' a

JO

I

N

also\jndicate\that measured I.Q..is a major determinant of change in achieve-

»

. 1Y : +
statistically significant effect on student achievement«(with the exception of math

'hav1ng h1gher 1n lrgence man1fest1ng h1gher achlevement for" all three measures. .

¢

2*
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gcore change). ,Non-buséd*blaek students on th%‘average show gchievement score
- E ZE

. . ]
. ’ ',,‘ . - 0 - v
gains; bused black students, achievement score deplfnesn Controls for measured ‘
. . ' : ’ e
I1.Q., therefore, do not expléin gway the significants differences in achievefent” 0

» L . .

performance of bused and non-buysed black students. Busing black stugents'to.,_ -
L o (. % LI -
previously all white schools in Waco, Texas has not improved the‘acﬁiévement

"
? s s

performance of the bused studentir Busing, in this study, appears to have eroded
i, .

. ' S . . o E
the achlevement performance of the bused m1n0r1ty student. This negative findifg {¢ .,
. . . . . P

requlres %QS1t10nal analy51s for an explanation. Part of this analysis-rests with

the att1tud1nal and motivational dlmenslon mentioned prev1ously.

‘ . - ’
< <

FINDIVGS - ATTITUDINAL DIFFERENCES a . T F e

As _suggested in the reV1ew of busing studles'by Armor (1972), changes in-
! _
qnte;nac1hl att1tudes and black self-esteem may be as 1mp0rtant ‘an effect of

e, Y

desegregatlon as changes'in achlfvement. In addition, the %mportance of this
S dlmenslon, as cited in the works ofsxitz (1964 1968) and Pettigrew (1971), may -4
.provide,a partial explanation for the negative firdings of~this research study.

v/ , * -

' The attitudes and self-concept of bused black students are held to influence the

development ,of subsequent ach?e&emegt. Table 4 presents bused and non-bused

black student responsés to itEms soliciting their attitudes toward busing and
school desegregation. ' S o . '

| . " TABLE 4 o

X
o~ B I .

% . Table 4 reveals that 59%.ef.tHe bused blagk students have negative attitudes )
towardlbusing compareg with onlly 40% of non-bused students. Whereas only 34% of
bused black students have neutqal attitudes toward busing, over one half of thé

non-bused black students are néutral. Seventy percent of the non-bused black
-, “a £

students have posftive attitudes toward school desegregation, only 34.5% of the R

bused black students view school desegregation positively. Differences between,

bused and non-bused hlack student attitudes on these items were not signifﬁbantly
K - B

J | . : .

!
‘ F . * -/\
v - - '
2 i
,
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different prlor to the period of busing in the First wvave of data collection, '
< - % ¢ . 4
Another 1nd1cator of minority student attitudes toward busipg and school desegre—

‘a
{u N

‘gqtion is r€flected in thé respondent's preference as to the type of raclal

mixture in the school. Table 5 presénts ,the responses of minority students in

<
.

- »

this study toward preferred school rac1al mix.

. "raBLE 5 ° L
v . . \

Differences in responses between the two %foups are significant W1th bused stu- :
A dents choosing the all black category more than any othér setting. The Iargest

response category for non-bused blatk stuaents is the integrated setting. Dig:
ferefces'between the groups on this itemfpri;r to busing, were not significant. ' ’
; .
_&ii:—XEZer two years of busing, significant attitudinal differences appear, with \
. N .
bused itudentsvexhibiting more negative attituJes teward busing and school desegre-

gation, favoring a change from an integrated model of education to a separatist

model of education. For the bused student in this stuﬂy, busing appears to have

. ’

'er§’ed attitudes toward integration and school desggregation, fhus; the negative

»
A Y

“attitudes of bused students provide a 1ogical_expianation of the%r negative

g
.

achievement performance results.

In addition to the attitudes of bused minority students, the| interracial

4 ' ~
P

climate of acceptance of the receiving school is another critical\variable for
2 A4

2 -
. .
S R -

the explanatibn of the;negative achievement findings in this study%, The attitudes
3

oﬁrwhite students in recelving schools are espec1ally important to understanding -

~ tHe'receptidn given blaék gtudénts.” if»tHE“striﬁﬁﬁé§35§7white~studentsﬁin“\ S
. ; .

‘
. . . T o S . ) ‘
receiving schools are more negative than white students in non—receiving schoSls,

<
. \ .

the experiences of bused black students will be more negative. fable\6‘portrays

.,
.

A “ 4 P
- . ¥

v
%

the attitudes -of white students toward intjgration by receivinglschooi status.
S, ‘ " TABLE 6 ‘ ' -,

. ~

General racial integration is viewed positively by 62% of the white students.
& - >

’

Differénces between white students from non-receiving and receiving schools indicate

e . ’ .
\)4 P é [ v . 14 * . * / .
Rl SRR S

Aruitoxt provided by Eic:
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’ jeotive"_measure is derived from a factor analysis of selected items. Data for

| %\ ke
“this factor, crosstabulated with student busing status, are presented in Table 8. .

I RaA < L B o o
{ , ’ WAL R el B . T “y ]
“ & S Yo o .
t ‘L, R e B i \
LA o MRS S Y “~ .
L N s~ ke - 7,/;;‘}- " Yy , »
N ’;:' . e ey ~ . « ’] - |
’ o~ - -t R ":‘}' an t .
¢ N
X L Y + j,’, . PO Y L]
RS - ~
> ' . "
- .
- - IR L ) ~ R -

’ f'/“w\.i ‘-, . . K
that whites in receiving schools have “the most negatixe attlgudes t0ward }nte—
Y,
* . ) :
gration. From otherxj items for which tables ‘are not included, white receiving

school Students difffered from white non-receiving school students in having less

favorable attitudes goward school desegregation and busing, lower perceptions of

teacher interest andja stronger desire for an all white school. The proposition

~— .

gtrongly suggested bb the data is that the attitudes of white sttdents_toward
integration are strohgly influenced by the typewof school attended., While ot
the\main purbose”o% :iis study, it i: interesting to note that those schools which
were gradually desegrggated (the case with most’pf the non-receiving schools, in

this study) contained the highest proportion of white students favoring integra-

tion. Schools that were rapidly desegregated (the receiving schools in this
~ . : R .

study) had a smaller proportion of white students favoring integration.

Two approaches were utilized to combine student responses into an index of

VoL .
the no;@ative climate of interracial acceptance of the schéol. The first approach
| » . . ’ ‘- .
combined the responses qf white students tos selected attitudinal items into an
. i : A
index designed to measure the 'objective' quality of the interracial climate.
{

Dividing the index score at the median and crosstabulating with receiving school

status produces the data included in Table 7'm ‘ : o \
o /‘I(ABLE g | ' \

While the number oflschodls in each category is small, the trend is clear. Receiving -

.

schools have less receptive‘interracial climates.

! The second approach to the measuregent of the interracial climate taps the. )

- . -~ - N el

subjective dimension. Regardless of the "objective" interraciaf*climate, it‘&s R

I P Y SRS e LA - -

Ly

the 1ndiVidual minority studeAt s perception qf that climate whether it corre-

. \ .
sponds to the objective measurk or not, that will exert the greatest effect on’ .
o
i" a2 -

de formation and educational experienge. This "sub-

the student's. subsequent attit

v
b

Y

v -~ »
.
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t While student's perceptLons’vary, certain patterns are presej7.

-
.

students.are more likely to perceive th interrécial climate of their sfhools as’
, . - / ‘
hostile tham non-bused black ‘students. Non-bused black student perce tions are

significantly more positive. The obJective and subJective measures/of the school s

. vz

o~
AN

~

ANALYSIS AND DISCUSSION . : , )
Correlation and regression» measures and analysis are used to evaluate the

effects of the variety of independent factors considéred in this study of student
achievement performance. Recent discussions concerning the issues of the confound-

ing of differential measurement error with change, of ordinal measurement and .

parametric statistics, and of .standardized versus unstandardized regression co~ .

eff1Cients, however, introduce a note of caution concerning precise quantitative

interpretation of the obtained coefficients (Blalock,ll967; Schoénberg, 1972).
Table 9 presents standardized and unstandardized qoeifiFientS~ior separate re~
gressions for each of Zhe dependent“variable TeaSures of 1973 achiévement.perfor; ) -
; ’mance'z. , s ,\’ s e / | ' - - ' .o . ‘.

-

hvag
»

e At
4

'
1

. .

' " t

- . -
. . f . .,

* N v

: ] %tanSafﬂized regression ooefficients are generally preferred if one is interested’

| Co .. .

) in the relptive amount of variance explaingd ip a .glven, sample_by vgqienm of ' e -

1ndependent variables. Coefficients‘in this table have been summed to show. the . ‘
B : CY

. . & ) .

* total effect of"npn—interval scale parent variables (Lyons, 1971). 1It.is interesting

.

’ to note thotithe %ocio—economiqgéomposition of the school (Xg) is. a significant
. ’ dégerminant;of reading secores (X51), but rot of math scores (XZO) or total battery
scores (XZZ)J The.Coi mah Report, which produced a great deal of discussion con-
y, ' : : 5 : <
o ¢ , : b,; . . . o ..“‘,: o
T P ‘16
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cerning the importance of a school's socio-eccnomic climate, used reading ‘scores
Y s B z .

\

as its primary mg?sure for the ana%;sié of the determinants of achievement per-

formance, Several factors exercise consistent strength across all measures of .

achievement in this study. The most important of these is measured intelligence’
. P C % N . .

(X;5). The magnitude of the st¥ndardized regression coefficient indicates that

measured iptelligence contributes the largest amount of variance for each of the
measures of achievement. The 4&cond most important factor for the explanation of"('.i
variance in 1973 achievement is the 1971 achievement performance of the student

(X17> X4g, and Xjg respectively). As expected, students wi}h higher levels of

- T ‘
measured intelligepce and higher 1971 test scores, demonstrate higher achievement
I . .

-

performance” in 197P. The- third most iiportant contributor to variance in achieve- -
’ - ~5 L 7 v

. . @ » . . B
ment is the studed&'s busing status (X16).;‘It is impertamt to underscore that
. 1 .

L4 P [

the effgpt‘of busing status is observed‘'with the %n?ld%hce of all of the other

- -

.

factors (measured intelligence, family SES, eté?) held constant. Two adaitional

*

variables exercise moderate effects for each of the qeﬁendent'vaiiables: self-
\ ‘ ) ‘ .. . - i

éoﬂ?éé%—(xg)'ana ﬁhe‘student'sz‘dcial'prejudice level (X7). Consistantly, lower
\ S e L . & P s .

<

DY e .

achﬂevément scores are associated with higher levels of fapfél preju&ice and less .
| -t t . -

- . .

- . '
N

A . . , )
positive éelf-concept. | Lo e K Lo
. . . I TP »
Unstandardized regression coefficients are.also\included‘in%Table ﬁnfﬁﬂhile
’ ’S : . vl )\\',Q
; S ) o
their utilization raises the issue of comparable units of measﬁrement,-tbey are .

1

-

included to indicate the magnitude of effect ,each of the yariéﬁles exercises on,

P e - L AP KN
“

v - o L e . .

[ BT ,g’ V- P T s . . T VIR e

"student achievement peérformance. An unstandardized reégression coefficient may

' -

be i&terpreted ds ‘the expected chénge in the dependent variable with a change of

one unit in the independent variabl€ under considepation, with the effects of

oth§¥ independent variables controlled, with gﬁgpeét to the effect of the busing

stéﬁpg of the student (XlG)’ it is observed that an increase of one unit of
3 - o . .

4 *

busing sﬂatué’( a change from non-bused to bused status) produces a decrease of . N
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of 9.156 upits o6n the average of test score points for the dependent variable of

.

\/ﬁ’
total achlevement battery test scores (XZZ)' For each of the dependent variables,
the unstandardized regression coefficient for busing status indicates that busing

' A -~
status exercises a relatively important effedtf on subsequent achievement performance,

) . . |
To,  summarize Table 9, buSed minority students did less well than non-bused minority

students after the two year period of busing. The majority of bused student$

experienced a decline in achievement, Those minority students with the poorest

- .
’

achievement performance in 1973 had a combination of lower measureéd intelligence,

bused status, higher racial prejudice level, less positive self-concept, came from

.. P

families with authoritarian power structures, perceived their school's interracial
. ¥
- .
climate as non-dccepting and came from lower status families that did not encourage

W s
. ~ R

educational performance.
< - )
while the interpretation of standardized regression coefficients is confounded
. v “ ' . . > s‘ *

- ~ 5

¢ <, " . - : .
by differing variances of variables when a sample is breken down into two or more

N -

subsamples, standardlzed and unstandardized regre551on coefficients are presented

< - Ind _
¢

for the subsamples of bused and non—bused m1n0r1tx students .in Table 10, in an

. 15(

configuration of wvariables-or the model for each group,

l

TABLE 10

t
-The interpretation of this table should be considered to'be qualitative only, due

©

to th®-above-memtioned restrictioh. s * While it is not appropriate to compage the

magnitudes of standardized regression coefficients across the two subsamp%es, it |

iy

is approprlate to comment upon the dlfferent configuration of variables that
d
exercise the largest effect on achievemént performance within' each of the two

-
.

subsamples. As expected, measured intelligence (Xls) and 1971 test battery scores

Y

(ilg) explaff. a large amount of variance for 1973 Battery scores (X,,) for both

- vy P > 3 P N R
o - - ‘
, .
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groups. For the non-bused minority student, the three next most fmportant variables:

) - ‘

- are parental discipline and socialization; parental authority structure and studeht

v
I3

: \ o L
self-concept. TFor the bdsed minority student, however,-the three next most importaat

contributors are perception of the school's intérracial climate, racial prejudice -

level and the school's socip-economic climate: Thus, while family ‘socialization
' ’

and student self-concept ‘varjiables contribute the most to non-bused student achieve-

-

ment, a different set of variables exerts influence on bused student achievement.

] -
It appears as if the immediatk effects of busing for the subsequent achievement per-

formance of minority students [replaces the importance of family variables or at
N .

¢

least overshadows their importdnce with the student's attitudes toward being bused
. \ i

A
and/or his or her reaction to being bused,

SUMMARY AND CONCLUSIONS ‘ : - o,

. \ » i
fter a passage of two years) during which time some of the minority students
- / &2 - G '

‘in this study were bused to préviqusly all white schogls, bused black students

) \ ‘ - - v :
showed a statistically significant detline in three measures of achievement. Controls

for age, sex, grade, %fgental socio-economic status and measured intelligence failed *

R . [N W .
: e

to enase the sign;ficance of this difference. Investigation of the attitudes of

/ ',"'» L . R ° 1

minority students revealed significaht differences between bused and non-bugsed student

o

*

. .
attitudes toward several factprs. B%sed miniiity students were more likely to haveé

K

negative attitudes toyard busing, sghool desegregation and an.inteéegzated model. of®.
et ~ R I FE L [ Y . e . ; ’

education. White receiving school students had significantly more negative attitudes

‘

toward integration than their white non-receiving school counterparts.'PRegression

analysis confirmed the negative effects of busing for the .subsequent achievement
. - 4 ¥

. ; v ’
performance of minority students. A causal model was suggested in which minog}ty

-

’ . . . ) [ b 4
student experiences in raceiving and non-receiving schools, along with their own.-

A . C - . : -
attitudes toward integration and,desegregation, contributes to achievement differences..

/ 19

«
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Ultimatelf, the cause of the difference in minority student experiences rests with

7 \ '

. {
the dominant attitude$ in the larger community. If busing serves as & political

- %

~

catalyst to geperate negative feelings, then the public resistance to busing, - <
':‘ both white and black resistance, becomes a likely explanation for the negative

findings, reported in this study. . L. . .

L}

Recently, several criticisms of the éffort to achieve equality of educational

te

-opportunity through the use of mandatory busing to desegregaﬁe pﬁﬁlic.§chools have .
. ' 2

appeared in the press. In a forthcoming repert for the Urban Institute, James
Coleman suggests that mandatory busing has not achieved the school deségregation'
that had been planned. In the report to be known as Cdleman II, he in@icatg!k» ‘ N

*
e

the only major result from the use of mandatory busing is the White flighthﬁf

the suburbs, which has increased the segregated nature of yrban pubBiE educgtion.

Jencks (1975), in a reanalysis of the 1966 EEOS data, reports that academic selec-
. + P v
tivity and entering differences explains away most of the effects of the socio-

.

. . 3
economic and racial composition of tég school for minority student achievement.

/,

. P

Jenckdlameanalysis shows #£hat the racial composition of the”high school :does not

have any appreciable effect for either black or white student 'achievement test
Yy @pp ‘

scores. -

;He major conclusion of this study.is that the use of mandafory busing teo

—

desegregate schools has a negative effect on minority student achievement; an effect

whlch is hlghly ipfluepced By the. attitud“& of, white receiv1ng achool students;”as .

L .
“well as the bused minority students themselves. Once the use of mandatory busing

.

becomes an emotioﬁally clouded, politital issue in a community, its use may have

detrimental effects. for the subsequent achievement performance of the bused minority
s '

student, Mandatory busing, to be an effective means to provide an equal educational

-

opportunity for all, needs to have the éupport of the majority of the citizenry.

When mandatory busing does not have this community support, the results appear to be
v , . y ' ‘ ) N -
; . '
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white flight fo the suburbs and lower achievement of the bused students, ‘If, as
: SN : \ ‘ .
'in this study in Waco, mandatory busing .is used for rapid school desegregation

-~

.and there is strong resistance to such busing, then the results are likely to

replicate the weakened achievement performance 6f the bused minority students

N . . N
in this study, - !
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