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. PREFACE

It is only a statement of the obvious to note
that yet iwenty-three years after the Supreme
Court Decision of Brown v. Board of Education,
the United States continues to grapple with the
issue of school desegregation. While tremen-
dous strides have been made in the desegrega-
tion of public education, there have also been
more than isolated instances of resistance to
this effort at social change. The constitutional -
mandate is clear; thé legal precedents have
been firmly established. The question is no
longer one of whether to integrate schools, but
rather how to do so.

Amidst this more than two decades of
school desegregation debate, behavioral and
social science evidence and the scientists them-
selves have been actively involved. From even
before the time of the Supreme Court citation
of social science evidence in the Brown deci-
sion, there has continued to the present a
vigorous effort to assess, analiyze, interpret,
and describe the processes and outcomes of
school desegregation. These data have.pro-’
vided information on such diverse factors as
self esteem, academic achievement, interper-

sonal relations, tolerance, educational aspira-

“tions, and aptitude. There have also been a

multitude of studies on school administration,
school climate, school-community relations,
school curriculum, and school faculties in
desegregated settings.

The Na.ional Institute of Education is .
pleased to present in this volnme three efforts——————
by distinguished re.earchers to gather, in- '
terpret, and sumniarize major portions of the
desegregation literature. Moving beyond sim-
ple bibliographies, annotated or not, these
three papers provide significant contributions
through their systematic and coherent sum-
maries of a literature that is threatening to
become an avalance of reports, articles, books,
papers, conference proceedings, and
masuscripts in draft form. We trust that others _
will find these critical assessmeats of the —=
literature as beneficial and stimulating as have
we here at the Institute.

e

Ray C. Rist,
Head, Desegregation Studies Staff
Educational Equity Group

21




SCHOOL DESEGREGATION AND EDUCATIONAL

INEQUALITY:
1960-1975

Dorothy C. Clement
Margaret Eisenhart
John R. Wood

University of
North Carolina
Chapel Hill,
North Carolina

1. INTRODUCTION
1. 1. Objectives

Desegregation. of schools in the United
States has -been referred to as a “‘peacetime
social revolution™. At the least, ‘school
desegregation is part of a social movement, a
trend-in-social-and-cultural-change-which has
organized proponents and opponents—the
former seeking to modify the status quo while
the latter try to reinforce and strengthen it
School desegregation is part of a movement the
aim of which, conceptualized most generally, is
removal of caste-like aspects of Amencan
socnety

The process of school desegregation has and
is taking place in an evolving context forged at
each stage from the interaction of parties hav-
ing differing visions, desires, and interests. The

TRENDS IN THE

LITERATURE,

of de jure has been greatly expanded. Battles
over token desegregation have been replaced
by struggle over metropolitan desegregation.
And, equality of educational opportunity has

_ undergone a number of reconceptualizations.

To use the metaphor of a contest, the contest
which desegregation constitutes is one in which
the rules change, the goals change, and even to
some extent the composition of the ‘*‘sides”
change over time. In-order to follow the con-
temporary events and anticipate future events,
it is helpful to know whe the participants are,
what resources they use, the perceptions which
those using the resources have, and the hlstory
behind the events. School desegregatlon is the
product of many different parucnpants the
federal and state courts, legislatures, and ex-
ecutives; local school and federal administra-
tors; strong citizens groups; the public; and
social scientists. The courts have made deci-
sions which educational decision-makers nor-
mally make the federal government has taken
a much greater role in educational programs
than ever before; and social science has been
given a role, albeit a disputed cne, in court
decisions. We assume that to separate out the
legal, political, educational, and cultural
strands of school desegregation is impossible at
this juncture. For that reason, it seemed most

~———gvidence of this_evolution is captured in-the

_literature on school desegregation which fixes

concepts, tactics, and approaches in their

respective time frames. In the fifteen years that -
this review covers. it is possible to trace siggifi-
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cant alterations in perspectives on desegrega- ~

tion and their resulting conceptual manifesta
tions. The de facto-de jure distincticn, for ex-
ample, utilized heavily in the 196('s to calm
urban fears has undergone a shift: the domain

meaningful in conceptualizing tl}is review to
think of the literature as representing the coun-
try’s growing pool of knowledge and beliefs
about school desegregation. We have tried to

- mdge.therartlcles and books in terms of their

informational content relative to the devtlop-
ment of the desegregation movement rather
than judging their content relative to some set
of disciplinary standards such 2s soundness ‘of
research. ‘

6
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We have attempted to place the develop-
ments in a larger context. Research reports, for
example, may. stress or not stress findings de-
pending, one might guess, on factors affecting
the researcher. Similarly, one finds that some
questions are asked while others are ignored
just as court decisions are not necessarily the
product of logical deduction from the iegal
charter. Our orientation has been to pay atten-
tion to changes in definitions and methods that

pertain to desegregation and.to guide the

reader to sources which expand upon and
reference particular topics. '
Ultimately, it will be useful to analyze
school desegregation in terms of its impact on
American society and institutions. In the long
run, it may become evident that the civil rights
movement contributed to the decay of social
stratification in American society; alter-

- natively, its effects may be negligible, evrdence»

only of the stability of the American dilemma.
We believe that the place of the desegregation
movement in history is not clear at this time,
although, of course, there are many who have
prophesied its consequences and there are

‘social science theories which would generate a

position. Instead, we have chosen to present
the literature more in its own terms, that is, in
terms of the issues and solutions as they have

been and are conceptualized by those who have*~

been active in affecting pelicy and practice.

1.2. Sources and Format

In compiling a ‘basic set of references on
school descgregation, six types of sources were
utilized. Two «f these were computerized
searches using the DIALOG Search Service
(natural language searches). One search was of
titles and abstracts present in the Educational
Resource Information Center files (ERIC).
The other was a similar search of Psychological
Abstracts. Both searches used a set of twenty
descriptors to locate relevant desegregation
referénces. A third computerized search was
done of Sociological Abstracts, using the
facilities of .the University of Georgia. Due to’
various complications, it was possible to search -
only one volume (21, 1973) of 90c1010g1cal
Abstracts. A fourth source of references was ob-
tained from manual searches of the materials

on hand at the University of North Ca_roliné’,v,.
-The fifth

Chapel Hiil campus library.
reference source was a series of bibliographies
on school desegregation. These included Wein-
berg’s (1970) compendinsi of 10,000 selected
references on The Education of the Minority
Child; (his newer edition was not available for
use), De’Ath, Gibbons, and- O'Neil's (1969)
Black Education and Black Society in the United
States: a Bibliography for Development Educa-
tors; the University of Florida Library’s (1960,
1962) Segregation and Desegregation 'in

American Education; Meyer Weinberg's (1967)

School Integration: a Comprehensive Classified
Bibliography “of 3,100 References; and the
bibliography from Ray C. Rist’s (n.d.)

forthcoming book concerning desegregation..
In addition, Burnett’s (1974) bibliography of

_Anthropology and Education sources was
searched for anthropological sources on
desegregation. Finally, various recent issues of
journals devoted to- desegregation-related
topics were reviewed. (It should be noted that
references which dealt solely with minority
groups other than black Amencans were elrml-

 nated from the set of sources.) ©
The resulting set of items, which numbered -

approximately 1500, was viewed as a sample of
the literature from which basic trends in the

_literature could be ascertained. Counting on

the fact that some important works might have
been. omitted in our initial search, we pro-
ceeded to develop categorizations of the
literature and to obtain' copies of material
mentioned, but .not included, among’” our
‘original items. : '

As. described above, we viewed the
materials as indicative of conceptualizations of
school desegregation and educational ine-
quality as well as descriptive of events and
positions relevant to desegregation:” Thus,
items in popular as well as academic journals
were read in preparation of the overview. .~

The review is divided into six major areas.
Discussions in each sub -section present over-
views of partlcular areas, emphaslzmg trends
in the conceptualizations 2 and’events relating to
those areas. References are mterspersed in the
COntext of those overviews.

At the énd of some ofthe sub- sectrons more .

general references are mentloned by author

S

R
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American Creed”, and

and date. There has been no attempt to list all
possible references for each area. Instead, the
objective was to include: 1) examples of points

of view and types of research, 2) major or-

central items, and 3) general references pro-
viding bibliographies for further reading.
Published materials were given pnonty over
unpublished materials.

The full reference for each item mentioned
is listed alphabetically by author in the final
reference section. Due to space limitations,
only those items not described in the text which
seem of particular value were annotated.
Following each reference is a number indicat-
ing the sub-section(s) in whlch the reference is

d lscussed

1. FRAMEWORKS: GENERAL
PERSPECTIVES ON SCHOOL
DESEGREGATION

School desegregation symbolizes far more
to Americans than the elimination of laws re-
quiring school segregation. It symbolizes possi-
ble futures for individual children and for the
country. These visions of the future brought
about by integration give meaning to the events
that occur and have occurred in the process of
school desegregation.” They provnde the con-
text in which courses of action are evaluated,
research questions are formulated, alternatives
are weighed, and policy is developed.

Twenty years ago, the ideals symbolized by
sche ol desegregation were not completely ar-
ticulated and the means for achieving the
transformation were nowhere spelled out. As
the means werc developed and tried, concepts
underwent rcinterpretation and refinement.
Perspectives on school desegregation changed

. and diversified.

In spite of the proliferation and changes in

_ perspectives associated with school desegrega-

tion, it is possible, through some over-
simplification, to trace the development of
three distinctive perspectives which have in-

formed the action of those involved in strug- -
gles over school desegregation. These perspec=

tives are described below under the rubrics of
“forced integration/forced busing”, “the
“the promise of
Brown”.

The perspective which can be associated
with most of the proponents of school
desegregation is labled “the American Creed”,

. because.-of. its- emphasis. upon..the.egalitarian.__
“principles of the society as the over-arching

motivation for school. desegregation.. Repre-
senting the mainstream position, this perspec-
tive appears to be the one held by many of the
members of the judiciary, social scientists,
“liberal” whites, and active civil rights groups
such as the NAACP (National Association for
the Advancement of Colored Pcople) who
have been active in promoting school
desegregation. These groups and individuals
see themselves as the offensive against anti-
desegregatlomsts whose perspective is labeled
“forced mlxlng/forced busing”.

Segregationists in the South resnsted school
desegregation. Currently desegregation. is
being resisted in some other regions of the
country where busing is used as a means of
achieving school desegregatlon in‘residentially
segregzted areas. Although those who protest
busing are not popularly considered to be
segregationists, théir viewpoints are similar
enough to thosc of the segregationists that they
can, without too much violence to their posi-
tion, be placed in the same category.

Proponents of the third perspective, labeled
“the promise of Brown”, are-predominantly
black people* who became discouraged with
the progress of school desegregation. Diverg-

ing from the “American Creed” perspective,. °

these individuals, who include black social
scientists, educators, and civil rights and com-
munity leaders, have turned away from visions
of America as a unitary society to visions of
America as a culturally and structurally plural
soclety

In the fourth section, the three perspectlves
are collapsed yet again as alternatives of a
single paradigm. ‘

I1. 1. Forced Mixing/Forced Busing

To segregationists the Brown decision meant
that white children would be forced by law to

*A review of school desegregation as it has affected
non-black minority groups is outside the scope of this
paper.
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associate with people whom the segregationists

considered morally, intellectually, and

physically inferior. They were afraid their
children- would -suffer spiritual, mental, and
perhaps physical harm as a result of desegrega-
tion. In public, however, segregationists did
not propound these racist views as much as
they pointed to the aspect of imposition. They
argued that Supreme Court justices had
usurped the law-making power of Congress,
establishing their own political and social
views as the law of the land. (“*The Southern
Manifesto™ of 1956 is included in Humphrey

1964.) When the federal agencies became in- .

volved in enforcement, the white southerners
again complained, claiming that administra-

tion demands were illegal and disruptive of

locai systems (Orfield 1975). Along with
force, the Southern segregationists later in-
cluded in their position the theme of unfair
treatment of the South. Although under a
special obligation to desegregate because of the
use of state power to promote and maintain
segregation, the constituencie$ of the Southern
congressmen and senators began to complain
of the relative lack of enforcement of segrega-

“"tion remedies in the urbar: North and West. On

this basis, Southernsenators in 1968, for exam-
ple, demanded that half.of the enforcement
efforts conducted. by "the Department of
Health, Education, and Welfare be aimed at
non-Southern cases. .
The shift of emphasis on enforcement of
desegregation to the urban North and West,

which began to-occur in the late 1960’s, stimul-

ated opposition in those areas which to some
degree has been more successful than the resis-
tance encountered in the South. The public
outcry in these Northern areas has taken a
different form than in the South, however.
While white people in the.North, according to

their verbalized statements, tend to be more

accepting than Southern whites of-the idea of
black students in their children’s schools, they

have resisted the buses which transport the stu-

dents from segregated neighborhocds. In-
terestingly,” certain segregationist themes are
apparent in the ideas of some so-called non-
segregauomsts Two of the myths held by white
and middle-i lncome “parents, which Suilivan

(1968) lists as those associated with desegrega--

9

tion, are fears that social race and social class
integration will result in,educational degrada-
tion for the middle- and upper-class whites and
that violence will threaten the safety of the stu-
dents. Similarly, the notion of. cultural
deprivation which posited educational,
cultural; and behavioral “gaps” between the
advantaged (usually white middle- and upper-
income) and the disadvantaged (usually low-
income and often minority) could be seen as a
refined “scientific” version of some of the
segregationists’ ideas about the inferiority of
black people. The main difference seems to lie
in the permanence of the attributed inferiority.
The cultural deprivationists thought the gaps
could be narrowed, whereas the segregationists
posited no basis for change. The nature of the
urban resistance to plans to achieve desegrega-
tion which focused upon “forced” busing was
also foreshadowed by Southern public outcry
over the use of force. (See NAACP Legal
Defense and Educational Fund 1973 on the
busing controversy.)

For a period during the 1960's, desegrega-
tion for those who did not desire black-white
mixing became associated with “the law of the

--land’; they. thus assumed-that-desegregation— """

would have to be accomplished sooner or later.
During this period, national support for
"enforcement of desegregation was high. All
three branches of fe-.cral government and a
great deal of popular support coalesced for a
period behind civil rights and school
desegregation. The tide of this national support
crested in 1964-1966 and then receded. Nix-
on's' policies did not continue the movement’s
momentum and in fact tended to reverse it.
Since 1969, forestalling desegregation through

“legal” means, especially in the urban areas,
has continued to be possible! Meanwhile, for |
some areas that have already desegregated, the
1974 School Aid bill opened the possibility
that the pressure to maintain desegregated
schools will be reduced. A section of the bill
allows a court or agency to declare that the
results of intentional segregation . ‘have been
eradicated,-and that, in effect, the ‘officials are
freed from responsnblllty for resegregation in
case of population movement. When leglsla-
tors and presidents began taking an active part
in advising enforcement agencies in certain
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cases, busing, permissible resegregation, and

the segregated neighborhood school acquired
roles as political footballs. The aura of law
which had become associated with school
desegregation dissipated in the midst of politi-
cal maneuverings.

I1. 2. The American Creed

The “mainstream” or predominant perspec--

tive on school desegregation, held by most of
the individuals who have been active in pro-
moting school desegregation, is often couched
in terms of American ideology. Especially in
the beginning stages, school desegregation was
spoken of ir. iight of egalitarian principles pro-
pounded as the bedrock of American society.

Since that period this position has undergone a .

number of reconceptualizations, changes in
emphasis, and, to some extent, a fragmenta-

“tion, This perspective and its changes over time
are outlined below.

The discrepancy between American
idealogy and the realities of the society’s treat-
ment of black citizens was articulated by Myr-
dal (1944) as’ “an Americah dilemma » Dis-

tested as being inconsistent with the egalitarian
pl‘lnClpleS of the society. The Supreme Courtin
the 1954 Brown decision symbohzed to some
that the United States would be brought closer
to the ideals which it professed: an op:zn and
democratic society in which equal opportunity
for all is a reality. The disgrace of a legally-
supported caste-like system would be ‘elimi-
nated and thc terrible psychological damage
done to black children would be halted.
Some attention has been devoted to predic-
tions of long-run costs of apartheid to the
society in terms of violence and debilitating ex-
ploitation as a whole (see, for example, Levine
1969), but a more predominant theme has been
the evils of discrimination, prejudice, and rac-

ism as.they affect the non-white portion of the '

population. The Brown case brought to na-
tional consciousness the -inequality of black
education in states where blacks were barred
by law from attending schools with whites - an
incontestable indication of the stigma of black-

"ness. Vividly portrayed on national TV as .

well, in the early 1960's, was the sight of

peaceful civil right demonstrators lead by Dr. ©
King being attacked by dogs and fire hoses. At
this time, blacks as the victims of Southern
social injustice became promlnent as a national
concern.. '

The remedial efforts- requlred by the courts
adjudicating ‘school desegregation cases were "
based upon the illegality of school segregation
and associated assumptions about- the damag-
ing nature of apartheid institutions for blacks.
In these cases black-white mixing, and in some
cases racial balance, evolved as the standard
which systems previously segregated by law

"had to meet to show that the illegal dual system

had been eliminated. The courts came to re-
quire outcomes concretely visible in the form
of the presence of black and white students in
the same school bulldmg Tangible results
were required because stated policies of equal
opportunity could not bé trusted: It was found
that color-blind laws, such as freedom of
choice attendance plans, had few results since
whites resisted even ‘“token desegregauon
through various formal and informal means,
causing blacks to be apprehensive about leav-
ing relatlvely safe segregated schools to enter

of the courts insistence on mlxmg, white
schoolmates became ldentlfled as a .1ecessary

-----

monds 1973). : -
This trend was affected by the Coleman et
al. (1966) government-funded nationwide
survey of-school conditions and student
achievement. Coleman’s study had a large im-
pact on the development of the.concept of
equal education opportunity. For one thing,
the Coleman report drew specific attention to
the distinction betwuen educational resources
and educational outcomes. Prior to the 1960’s
the schools were seen as a resource provided to
the public. At that time, equal opportunity
meant equal access to equivalent schools. Dur-

“ing the 1960’s, the definition shifted to mean

access to equal effects (sec Section III). (Cole-
man 1968 attributes the explicit emphasis on
equal outputs as opposed to equal inputs to the
Office of Education’s survey on equal educa-
tion opportunity in 1966. (See also W hite 1974

~and Mosteller and. Moynihan 1972.) Better

10
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educational opportunity for blacks became
associated with closing the educational
achievement gap between blacks and whites.

Secondly; the Coleman report undercut
what some desegregationists had considered to
be a major reason why black children in
segregated schools did poorly: Coleman’s find-
ings did not support the belief “that black
schools were inferior in facilities. Instead they
seemed to indicate that black and white
schools in each region of the country were
roughly equivalent in terms of facilities; that
white children had higher scores on achieve-
ment tests than black children in each region of
the country, and that the small differences
which did exist among schools did not seem t>
account for differences in performance.

In an article assessing the developments
following Brown, D. Cohen (1974:40) makes
the following observation:

Brown was epochal not simply because of its

impact on race relations, but because it was

a remarkable synthesis of diverse ideas

about equality, race, and education.

As Cohen goes on to point out, this synthesis
was wrenched apart. The breakdown of the
s&nthesis was especially acute for researchers
affected by Coleman’s survey. If differences
between black/white educational outcomes
were not explained by schools, then how were
they to be explained? A variety of différent
ideas came to the fore, including genetic in-
feriority, social and cultural inferiority, and
cultural differences. Coleman’s data seemed to
support the- position that family and com-
munity background were of major importance.
This view was compatible with a major

remedial program instituted in the War on

Poverty.

One of the thrusts of President Johnson’s
poverty. program was based upon the assump-
tion that education could break the cycle of
poverty by providing special education to

~children from disadvantaged home back-

grounds. Eligibility for remedial programs was
determined (untll» recently) by income level,
thus including many of the black children since
blacks are over represented among the poor.

Compensatory education as these remedial

programs were known, came to be concep-
tualized by some as an alternative to

i

desegregation. If the quality of education for
blacks could be improved through these
remedial programs, then they would be able to
participate.equally in American society and the
process of school desegregation would be un-
necessary. Others (Cohen 1968) argued that
both desegregation and remedial programs
were necessary. (See Schwartz, et al. 1968 who
discuss proposed alternatives to desegrega-
tion.)

On the one hand, Coleman’s findings
because they distracted attention from any link
between social race,* segregation, and equal
educational opportunity, opened the way for
alternative explanations of lower black perfor-
mance. On the other hand, his findings were
taken by some as supporting the need for
desegregation, His results did show some
limited gains for black students in majority
white schools. Secondly, his findings that peer

-group characteristics had an important effect

on achievement was taken as an.indication of
support for desegrégation since children with
middle- and upper-income ::hool peers tended
to do better on achievems 2t «ests. The reason-
ing was that integration ity social race would
tend to produce social-class integration since
blacks are predominantly from lower-income

“backgrounds arid; thus, black scores would im-

prove as a result of exposure to middle- and
upper-class children.

In the popular press, Coleman’s findings
also promoted a de-emphasis on the effects of
purposive isolation or stigmatization. In its

- place, as a result of the over-simplification of

the Coleman findings, grew the notion that all-
black institutions were harmful for black stu-
dents. Black institutions were inferior not
because of lack of resources but because of lack
of whites. The idea that mixture represented an

end to segregation as well as a necessity for.

equal educational opportunlty (outcomes)
became even more firmly ‘entrenched. As a

result, “white flight” and related trends began -

**Social race” or “color” is used whenever possible in
place of “race” in order to distinguish between "race” as a
biclogical concept pertaining to populations and *‘race”
as. a diffuse status characteristic used - primarily |n
reference to individuals, (See Harris 1975.) “Social race”
is used to refer to the latter meaning. ‘
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to be perceived as a major problem~because

they decreased the number of whites in the
desegregated schools. There were cautions
given that demands for racial balance in places
where the black percentage was over the “tip-
ping point” would cause white flight and thus
eliminate the possibility for black gains associ-
ated with desegregation. (See Coleman 1975
for example, who argues that white flight has
important policy implications.)

- It is difficult to ascertain how much the
courts were affected by the Coleman findings
and the reanalysis of his findings by Jencks, et
al. (1972) which suggested that not only did
school facilities not affect achievement, but
that number of years in school did not correl-
ate with adult income. The courts, in spite of
these well-publicized findings suggesting the
irrelevance of facilities and even education in
general (to use a popular interpretation of
Jencks' findings), continued to require
desegregation and continued to consider cases
calling for equalization of school facilities
based on equal protection guaranteed by the
Constitution. (See Section I11.1.f.)

-—-Support-for-desegregation-also-decreased-iri-

other quarters. Especially in the 1970s there
was strong pressure in Congress: to limit the
powers of the courts to order busing. (See Sec-
tion [11.2.) Even the: NAACP Legal Defense
Fund, a constant proponent of desegregation,
seems to have decreased its emphasis on
desegregation as a goal.* Although it is
difficult to assess the impact of these trends on
the courts, the judiciary, in any event, con-
tinued to be responsive to black plaintiffs
claiming violation of thelr Constitutional
rights.

The amount of money funneled by the
federal government into remedial programs,
the subsequent development of compensatory
education programs, and the preoccupation in
scientific circles with Coleman’s data over-
shadowed a realization that was quite clear to
many blacks: namely, that being in the same
school building does not assure acceptance as

i

.."The NAACP Legal Defense Fund agreement to drop

priorities.

1

an equal. Soon the courts were faced with cases
dealing with “second generation™ problems or
devices such as tracking which had the effect of
segregating students within the same school
building (see Section IV). There developed in
this regard a distinction between the frequent
attainment of mixed student bodies and the en-
visioned result of a school in which skin color
was irrelevant. (See Pettigrew 1969t or Kro-
vetz 1972, for example.) The term “desegrega-
tion” came to be used to refer to the former
whlle the latter came to be referred to by some
s “integration”.**

Research also contributed to another recon-
ceptualization of desegregation, this time in ac-
cord with the courts. In the beginning, the
courts focused primarily upon segregation that
had formerly been sanctioned by law. There
was a distinction made between de jure

'segregation and de facto segregation.. The

segregation in the South was associated with
law. In the North and West, however, it was

popularly assumed’ that segregation’ resulted’

not from law, but was de facto, a fortuitous
consequence of residential patterns, immune to

-—~the"Brown-decision-and-+therefore-immune-to

federal enforcement’ mechamsma established in
Congress. (See Orfield” 1969b.) The basis for.
maintaining the dlStlﬂCllOn between de jure
and de facto segregauon has been seriously
eroded by research which indicates that as far
as effects on black children are concerned, de
jure is-difficult to distinguish from de facto
segregation. The dlstmctlon between de jure
and de facto segregation became even less
tenable when it became clear that actions of
school boards in *‘de facto™ areas were, for all
intents and purposes, often done to promote

school segregation, (See, for example, Pet-.

tigrew 1969b.) The courts responded to this
type of intentional segregation as they had to
intentional segregation by statute. Desegrega-
tion was ordered.

The response to the. desegreganon of urban
areas, which often involves busing, has been

**Integration it uscd by others to refer to a situation
in which all participate as equals with differences being
respected. For an example of this deﬂnmon see Sizemore-
(1972).
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vociferous. As described in the previous sec-
tion, there has been an outcry of protests in the
Northern as well as the Southern cities.

" The 1970’ in particular have been an era of
fragmentation of the ‘‘American Creed”
perspective. To some degree .the symbohc
value of school desegregation as a step in the
direction of realizing equality has been eroded
and the ideal of equality as a result of efforts to
translate it into measurable standards has
become murky.

I1. 3. The Promise of Brown,

. For: black people, Brown held promise for
society in general but more importantly it held

promlse for their children. Brown seemed to
promise. better educational opportunities for
black children. In 1954, black -people could
share with white “liberals” the dream of the
United States as an open, democratic society
which they hoped would be realized in their
childrens’ if not their own lifetime,

In pursuit of the anticipated future, groups

. such as the NAACP worked to bring-com-

pliance with the Supreme Court’s decision and
black children tried to take advantage of the
opportunity created by the courts. Resistance
to black attendance, in the form of indecision
and inaction, economic and physical reprisals,
and the inaction of the president and Congress
to overcome white resistance, however, soon
dispelled any expectations that securement of
those guaranteed rights would come rapidly.
In the ensuing struggle, .the realmes of
desegregation and equal educational oppor-
tunity as they were being defined by the courts
and by federal programs failed to match
original hopes. “‘Racial balance” did not seem

~ very effective in eliminating discrimination or

in producing better educational opportunities.
(See, for example, Ranks 1972.), To some. it
became increasingly clear that desegregation
did not mean integration; that desegregation
did not mean that whites would accept blacks
as cquals; that integration was not feasible
given white racism; and that even desegrega-

tion as defined by the courts would be slow in

coming. Desegregation as it was evolving was
seen as just another routine of the same act of
enforcement of white superiority. It was not a

road to better cducational opportumty. but in
fact had succeeded in eliminating many of the
teaching and administrative positions blacks
had held (before desegregation). (See Billings
1972 for another association between

desegre NENEE ,)ments and teaching
jo* =d on:assumptions ‘that

Jpus » some blacks, mamely
1. . inst? utions were inferior-and that
blr midica must be associated with- white
ck:: inordertollearn. As CORE (the’Con-

ot Racial Equality)- artlculated the -
evaluation: “Blacks who have gone along with
integration have done so in search of. dlgmty, :

2 but have found humiliation at’ the end of the
rainbow” (1973:316). Some even began to ask

whether the education offered by the schools,
particularly the values stressed in the'schools,”
were really what they wanted their children to.
learn (Hamilton 1968).

The “remarkable” sthch from Civil nghts
Movement to Black Power is not so remarka-
ble when perceived in this light. Black
spokespeople began to consider alternatives to
desegregation. for achieving better education.
(See Bell 1970, 1975b, for example.) The cru-
cial element did not seem to be access to white :
school buildings: The route to equality instead
now seemed to lle in access to power over
schools. (Again, see Congress of Racial
Equality 1973, for example.)

The sharing of power suggested to some that
there must be a structural change in how in-
stitutions are administrated and how decision-

makers are designated. Administration must be *

reorganized to include more input from the’

local black community. “‘Commumty con-"_ -

trolled” systems (see Section V.'3.) became the
desired outcome of those seekmg structural
change in decision making. * ‘

At present there is no promment symbol
unifying support for the educational rights of
minorities. Instead, the school bus is in ascen-
dancy as the symbol of resistance to forced

*1t is interesting to note that community control plans
were considered either counter to the goals of desegrega-
tion or not feasible by individuals having other perspec-
tives, e.g., those holding the "American Creed”. (See, for
example, Cohen 1969 and Schwartz, ct al. 1968.)
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desegregation. It has been suggested that there
is and has been.a relative disunity among

- blacks’ since the mid 1960’s when some of the
‘drrect-actron crvrl rights groups became more
militant. Plans for redistributing power such as
" described by Sizemore (1972) are quite com-
" plex and the efforts of black educators such as
Slzemore to restructure school systems have .

not yet produced new’ umfyrng conceptualrza-
tions. .

(See Bell 1970, 1975b for detailed descrlp-
tlons “of black dlsenchantment with deseg: ga-
tlon )

.»ll. 4. A Broader Context

lt is possrble to put the three perspectlves

described above into ‘a single context. Ogbu-.

(n.d.), an anthropologist, in a comparatlve

* . study of minority education in six societies, in-

cluding the_ United States, argues that the
future possibility for equal participation of a
minority group in major institutions and equal

access to resources affects the type of formal.

education they are provided as well as the type
of socialization they receive in their homes.
School desegregation and the frames of
reference associated with it (described above)
involve implicit if not explicit assumptions

about the future participation envisioned for

black Americans. - :
The ferment for change in minority status

sparked by the Brown decision encom passed

two basic types of reformative visions: 1)

assimilative and 2) pluralistic (see Rist 1974b.)

Assimilative approaches envision the in-
tegration of minority individuals into the
mainstream institutions. The remedial policy
seeks to open the way for the minority person
through enculturation or acculturation into the
mainstream culture so that he or she behaves as
a non-mirarity person wouid. Through suc-
cessful assimilation, the minority members
would be absorbed and lose their distinctive-
ness. ‘

The pluralistic vision, on the other hand,
does not call for the elimination of distinctive
groups. Pluralistic models vary in terins of the
types of separation between groups, the degree
of cultural distinctiveness, and the degree of
shared control over public institutions that is
envisioned. M odels which emphasize the main-

tenance of distinctive cultural patterns (e.g.,

dialect) among  groups are referred ‘to as
.cultural ‘pluralism. Models whlch emphasrze

the maintenance, of separate mstrtutrons (e.g., -
schools) for each group are referred toas struc- ‘
tural. plurallsm . :

- The assimilationist model can be assocrated
with those who emphasize Am_errcan
egalitarian principles. Alth +gh the emphasis .
is upon equal treatment, rv. «dial efforts are.
generated to minisize the difference between .
minority and - non-minority individuals. Rist -
(1974b:61), in describing the assrmrlattve ap-
proach includes the: following:"

To" operatlonallze"’thrs alternatlve“ S

‘ '[assrmllatlon] for *school. mtegratron, ‘it
‘would suggest' there be few numbers of non-
white children:among! many whites. In this
way, there would be no danger of sufficient.
numbers: of ‘blacks:or other non-whrte stu-
dents having the opportumty to, reinforce
within their peer.group any traits that would
be perceived as non-white.

‘Cultural pluralists* pay more attention to
cultural factors than do assimilationists. They-
seek the remodeling of the educational system’
so that it responds more favorably to cultural
diversity. The goal of cultural pluralism is that
minority group cultural patterns be respected,
reinforced, and utilized in-school while the
child is also being prepared for equal par-
ticipation in the dominant. institutions which
control adult life. (See ‘Valentine 1971 for a
refinement on this position.) An important
question concerning cultural pluralrsm as it is
now envisioned in educatio:l is whether multi-
culturalism is feasible in an lnstrtutron con-
trolled and developed for individuals of the
dominant background (Rist 1974b:62).

Alternatives to assimilative and cultural
pluralistic approaches began to receive atten-
tion in the late 1960’s, especially from black
people discouraged with the failure of the pro-
mise of Brown to materialize. Power was recog-

*Most rescarchers and educators attracted by the
argument that the achievement gap between blacks and
whites is a result of culwural differences rather than
deficits support culwral pluralism as a meaningful model
for present and future America.
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nized as important, leading to the adoption of
structural pluralistic modzls. Minority group
members concerned with structural pluralism
emphasize increased control over vital institu-
tions affecting their . lives. Separatism, the
establishment of completely separat® institu-
tions and communitic:s as advocated by Black
Nationalists, wasa route to increasing control
which attracted attention in the late -1960's.
(See Feagin 1971 on separatist models.)
Segregationists, too, seek separate instit

tions and communities, but their visior
cludes maintenance of inferior and re:..:ctive
separate institutions for minority groups. . i.. .
believe for various reasons (genetic inferiority,
cultural deprivation, poor educational back-
ground, lack of motivation) that most minority
individuals are unable or unwilling to assimil-
ate. Non-segregationists 'who are concerned
with power (some of whom are also
separatists), on the other hand, advocate alter-
native educational institutions and/or alterna-
tive routes to achieving equal voice in controll-
ing vital institutions, Community control and
decentralization are seen by some as routes to
structural pluralism. Others discuss the
necessity for what may be an even more funda-
mental structural change before the promise of

" Brown can be realized. (See Valentine 1971
~and Sizemore 1972.)

I1I. LITIGATION, LEGISLATION,
AND ENFORCEMENT

The perspectives described in Section 11 are
held by individuals who have influenced the
direction of school desegregation as judges, as
legislators, as local school officials, as rioters,
as presidents, as researchers, as civil rights
leaders, and as community leaders. These in-
dividuadls participate in various governmental
bodies and organizations each of which have
their own history of participation in school
desegregation, In this section, literature on the
roles of governmental bodies and voluntary
civil rights organizations is discussed. Two
other sections, 1V and VI, concern the con-
tribution of researchers to desegregation, while
section V focuses upon local community
response to desegregation and to educational

i

programs associated with desegregated
schools.

II1. 1. Litigation

III. 1.a. The role of the judiciary in school
desegregation. On May 17, 1954, referred to
as “Black Monday” by the segregationists, the
Supreme Court announced a unanimous deci-
sion striking down the Plessy v. Ferguson 1896
doctrine of “separate but equal” which allowed
as Constltutlonal state statutes requiring or

...itting apartheid schoolmg Henceforth,
~ states were required to provide educational
opportumtles to all on equal terms, According

to the Court, separate educational facilities

were inherently unequal. (See Kirp and Yudof
1974 for discussion and commentary.)
Thereafter followed a massive number of court
cases dealing with whether.violations .of the
law had occurred and what remedies were per-
missible in bringing relief to black citizens. In
effect, the courts assumed a major ‘burden,
especially in the ten years following Brown, for
devising standards for and seeing to the imple-
mentation of desegregation (see Read 1975).
In February of 1976, the National Insitute
of Education convened an international Sym-
posium to explore the “increasing role. of the
courts in the formulation of educational policy
at local, state, and federal levels.” The recog-
nition of the increased role of the courts is not
new and has not gone unassessed. (See for ex-
ample, Kirp and Yudof, 1974.) Theoretically,
the burden of implementation of the Brown
decision and its progeny could have been, and
in some cases was, undertaken by local and

“state officials on a voluntary basis. Certainly

the congressmen and the presidents who held
office in the period 1954-1974 had the
authority to relieve the courts of more of their
burden than they did. Resistance on the local
and state levels, especially in the South where
most of the Brown [ cases had originated, and
at the national level, however, threw the bulk

.of the responsibility upon the federal courts.

The lower- federal courts particularly were
called upon to make decision after decision
concerning the legality of efforts to avoid
desegregation. At times the only other bodies
devoted to the implementation of the law were

15
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crvrl rights organizations such as-SNCC (Stu-
deft Non-Violent Coordinating Committee),
SCLC (Southern Christian Leadership Con-
ference), and most prominently, the NAACP
Legal Defense’ and Education Fund which
figured in financing and arguing many court

‘cases. Local and state officials, for the most

part, devoted their energy to stalling the
desegregauon process. School desegregation

. struggles cost a great deal of anguish, as well as

lives in some cases. To some degree, they also
diverted energy and money away from the

development of new educnt’ ! p. oy,
programs, and facilitic. SILDE
desegregation.

This diversion of energy is well portrayed in

" congressional struggles over civil rights provi- -
sions-in appropriations .bills. Beginning in the’

1950’s, Congressman Adam Clayton Powell,
Jr. attempted to bring.about a provision to pre-

.vent the support of segregated districts by

federal funds. After the short period of
relatively strong national and executive sup-
port for civil rights which saw the passage of
the 1964 Civil Rights Bill and a period of
rather strong enforcement by HEW and the
Justice Departments, .Congress became an
arena for efforts to curb desegregation momeg-
tum. This was primarily timpugh anti-busing
amendments attached to a-nwopriations bills.
The energy devoted to struggles over the anti-
busing amendments werewsuzh that the main

content or purposes of thez#is were relatively

ignored. In 1974, the Congress came close 1o
approving amendments which would have
brought them into confrontation with the
Judiciary over desegregation,

It remains to be seen, now that the
desegregation battle has shifted in earnest to
the urban areas of the North.and West and now
that anti-busing forces have come so strongly
to the fore, whether the-courts will continue to
play the same forefront role that:they have in
the.last twenty years. Based upon'the decision

handed down in Milliken v. Bradley wherein:
‘the school district lines-w=4: accepted as the

division beyond -which 1&g Tourt would not
cross (barring further eviansmce) in proposing
remedies to desegregativzn, some have pre-
dicted that the use of the:Eumstitution alone as
a means for achieving schoaoi desegregation has

11

reached its limit. Others suggest that the deci-
sion against metropolitan desegregation plans
is a product of a “Nixon-packed™ court which
will result in the prevention of major school
desegregation in the urban North as well as the

‘urban South. Thus, the current situation in

which Southern. public education is more
desegregated than Northern public education
may continue.

(Further references: Peltason 1961
describes the position of the Judges of the
Court of Appeals for the Fifth Circuit who
were for the most part nativy Southerners put
into the position of effectiiig 4 very unpopular

policy.-Bell-1975a -suggests factors. affectlng,...L..,.,__,, y
the Court’s Mllllken decision. For accounts of.

thejudICIal struggle see Levinand Moise. 1975,
Read 1975, and Bell 1975b. Also see Orfield
1969b.)

II1. 1.b. Desegregatlon Cases in the
South—De Jure Segregation. The Brown decl-
sion of 1954 invalidated the use of the power of
the state to promote and maintain dual school-
ing systems based upon'social race. It-did not,
however, specify what would ‘coypstitute evi-
dence. of a unitary system nor #%at methods
would be permissible in achieving a.unitary

system: Neither did it provide a tir'»'frame for

the conversion. Brown II, the ®Bgi=hentation
decision, basically handed the pgreiy- - m-back to
theilower federal courts althougth /e vague
directives such as the “all delx 1 speed”
clause were included. The possibit: s were so

" great that a federal judge in So' .h Carolina

ruled on one of the “*Brown” cases remanded to
his court that the Constitution forbids dis-
crimination but does not require integration..
This minimum interpretation enunciated in the
Briggs v. Elliot decision of 1955 was not:laid to
rest until 1966 (Read 1975).

The lower courts had beem told that
desegregation must take place but not how
much must take place, how it musi take;place,
wheg in fact constituted a violatien:of the:law,
origat political entity was responsible for get-
ting:the job done. The evolution-of standards
and criteria for judging the¢ occurrence of a
violation and for assessing the legality of a
remedy has proceeded apace as forces for and
against desegregation demanded answers from
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the court. The ingenuity of the pro-segregation
forces in devising means of avoidance and the
diligence of the voluntary associations formed
to secure the promise of Brown pushed the
courts to rule on many permutations and
methods. The process still continues.

The nsore clear-cut violations of the law
were found-in the South where state statutes
prcvided a legal foundation for the dual
system. Cases brought for black plaintiffs were
based on- fairly obvious violations of the
federal law. Nonetheless, court decisions in
favor of the plaintiffs were -met with resistance
on the part of the local and state officials and

~vocal-members- of the white populaiion. -

George Wallace's effort to bar Vivian Malone
and James Hood from matriculating at the
University of Alabama and the activities of the
then Governor of Arkansas, Faubus, to bar en-

try to a Little Rock High School to eight black .

students through use of the Arkansas National
Guard are symbols of the erz &f outspoken
resistance to desegregation:imah¢ South.

“ From this period until:ti#: siddle sixties,
remedies accepted by the cousts smoduced, at
the maximum, only very limigesi-yusisic results.
The defendants in the Southews ¢casss argued
for ‘‘color-blind’ or ‘‘ragsily™ weutral
policies, such as pupi! placemsenz laws and
freedom of choice attendance planswihizh. for-

'matly allowed, but did not require digegrega-

tiom. These plans met what vas:fitst @epught of

as theintent of the law, but in actua] prastice as.

a resalt of white social:and eci#fomic sanctions
ywvery little to
promote any observable difisi®hce in school
populations. These limited u-ag}m(s.q.lme to0 be
referred to,as ‘“token desegragamon as:-the
number of students remaining; ‘s #4} -black in-
stitutions became the most imgortans griterion
in desegregation cases.

In the middle and late $960’s, cwaciding
with a national concern wity ¢ivil rights, the
lower courts adopted a ‘nuw dzuci. They
turned away from accepting:inkem deacgrega-
tion to requiring massive desegregatioa: The
cases of United States v. Jefferson Couniy:oard
of Education and Singletow v, ‘imckson
Municipal Separate School District wessignifi-
cant in-this regard as was Gresw w. County
School ‘Board, These cases set tht tose: for or-

dering massive desegregation in which Brown
was interpreted as charging the  school
authorities with eliminating racial discrimina-
tion “root and branch.” The HEW (Depart-
ment of - Health, Education, and Welfare)
gu-.ielines for assessing compllance were given
weight by the court as standards -for com-
pliance. Desegregation in the South, especlally
the rural South, proceeded at a-rapid pace.

In the 1970’s, the attention: of - the courts

shifted to Northern and Western cases, most of
which involvad-urban areas. Early images of
school ‘segregation stemmed. from the rural
South where white controlled local govern-

. ments barred-blacks from full participation by =

force of law. In urban areas, especially those in
the North and West, the dlscrlmmatory actions
of white-contgolled governmental bodies have
been Jess blatant and certainly-not inscribed as
a right in law bcoks. The blurring of the dis-
tinction between de jure and de facto segrega-
tion,.however, had produced a similar blurring
of e distinction between segregation in the
Sowh: versus the Morth. As the courts in the -
197&s have moved to consideration of urban
segregation in both the North and South, the
North-South distinction -has to some extent
been replaced by a rural-urban distinction.
Remedying rural segregation has proven to be
less difficult than remedying urban segrega-

tion. (See Cohen 1974.)

(A number. of sources:are available whlch
reviewschool desegregatmn cases.»Read 1975 °
provides a compact summary of cases from
Brown to.the present with some attention to
social processes related to the cases. Levin and
Maise 1975, in the same volume; instead of
dividing the set of cases imto four. periods as
Read does, discuss theidsme in terms of legal
questions, Carter 1955 idts pre-1955 cases
which culminated in “Brmwn. Blaustein and
Ferguson, Jr. 1957 proviéa description, for a
general audience, of the™ ‘segregation cases,”
their legal background, and the parties in-
volved. Peltason 1961 describes the plight of -
the judges of the lower federal courts upon
whom the most pressure was put in the early
implementation of Browm. -Orfield 1969a,b;
1975, although focusing pnmanly on the
legislative and executive branches, provides
information on their points of contact with the
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actions of the judiciary—information often
omitted in “‘cases’acccunts.)

111, 1.c. Schoo! Desegregation in the
North and West—De Facto Segregation.
Keyes v. School District No. I (referred to as the
Denver case) was the first non-Southern case to
come before the Court, It was also the first case
that clearly did not involve segregation man-
dated or permitted by state statute. De jure
versus de facto segregation -is" a’ distinction
popularly associated with desegregation cases.

_There continues to be the idea that segregation

as mandated by racially explicit state laws can

be and is distinct irom segregation which oc-
curs “naturally” or non-deliberately as a result

of fortuitous social factors such as residential
segregation. De facto segregation was thought
to be immune from legal action requiring
desegregation. (See, for example, Feldstein
and Mackler 1969 and Hyman and Newhouse
1%:34.) This distinction became embedded in
desegregation law with the Jefferson cases of
1966 and 1967 (Read 1975). At first sight, the
Denver case might seem to be a case of de facto
versus de jure segregation. The decision, in
fact, maintained the de jure-de facto distinc-
tion but included under the rubric of de jure
segregation that which results from the actions
of governmental officials (including both
education and non-education officials). The
Supreme Court’s decision” endorsed similar
lower court policies as enunciated in the Pon-
tiac case. These decisions decreased the num-
ber of cases which would be immune to court

action as a result of being de facto (as opposed

to de jure) segregation and there has yet tobe a
case in which the segregation has been found to
be purely de facto. Actions which are taken as
an indication of intent to segregate include the
manipulation or gerrymandering of attendance
zones to effect separatism, transfer policies
which result in segregation, and the selection of
school sites so as to maintain segregation of
students by skin color. Disproportionate
assignment of minority persons to schools dis-
proportionately attended by mmonty pupils
have also been considered evidence of viola-
tion of the law as is open enrollment, free
transfer, and optional attendance zones which
do not produce desegregation.

13

In the case of Swann v. Charlotte-Iecklen-
burg County Board of Education decided in
1971, the Court, in 'a much awaited decision,
ruled that although the current patterns of
segregation were not due to current actions of
the school board, they were the result of past
practices of segregation and thus had to be
remedied. Those awaiting the decision hoped

_for a clear statement on whether ‘“racial

balance™ (representation proportional to the
district population in each school) would-be
the standard for the extent of desegregation re-
quired. The decision, however, was equivocal..
Some read it to indicate that in certain cases (of

proven intent to’ segregate) racial balanceisex-

pected unless the district can show that it is not
at all practical. Others vead the decision to

mean that racial balance is not necessarily re-

quired. Perhaps even more significantly, the .
use of extensive crosstown busing was granted

as a permissible remedy.

Recently, the question of the extent of Courtk
demanded remedy has received the most in-
tense- interest: The erucial question concerns
the extent of the area which must be desegreg-
ated in the event that a violation is found. The

‘doctrine of equity law holds that the nature

and extent of the remedy are determined by
measuring-the violation and the extent of its
effects.-In. Keyes, the Court ruled that distriet-
wide remedies were appropriate even though
the segregative actions occurred only in one
part of the school system. The Court held that
scgregation in one part of the district had con-
sequences for other parts of the district and
thus that a district-wide remedy was appropri-
ate. o

The next landmark case was the Milliken v.
Bradley decision rendered by the Supreme
Court in 1974. The Supreme Court found that
the practice of utilizing neighborhood schools
where the residential patterns were definitely
segregated, that the particular locations chosen
for school construction, and that optional at-
tendance zones (which permitted segregated
patterns) had produced results from which it
could be inferred that there was intent to

. segregate. In other words, segregation found in

Detroit was judged to be de jure and therefore
the responsibility of school authorities to
remedy. On the other hand, in what has been
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" identified by some as a retreat in the forward

battle of the courts agalnst segregatlon, the
Supreme Court honored the -school district
lines which subdivide the metropolitan area of
Detroit and shifted .the burden of proof to the
plaintiffs to show that actions of the suburban
school- officials or of state education officials
were based upon intent to segregate, Reversing

the lower courts, the Supreme Court refused to-

demand an interdistrict remedy.* (The deci-
sion, however, did suggest that state respon-
sibility for desegregation might later become
more emphasized.)

(Read 1975 and Levin and Moise 1975 pro-

“vide reviews. Levin and "Moise specifically

focus upon: the 1970’s, Both articles also. in-
clude ' short sections "on:ithe segregation - of

‘Hispano-Americans. ' Flannery 1972 provides

explicit descriptions of actions considered to
shiow intent:.to-segregate:-Abrams . 1975:dis-

cusses violations in ‘the:Baston case. Chachkin:

1972, an- NAACP 'staff:-att.rney, argues for
metropolitan desegregation.)

HI. 1.d. School Finance Cases. One of the
grounds. upon which the Supreme Court ob-
jected to apartheid schooling was the denial:of
equal educational opportunity. The national
iimpetus to desegregate.schools was closelyztizd

‘to,.and to some extent overshadowed by,:the
'goal of equa! educational:opportunity (see:Sec-

tion Il and IV). Casesinvolving componentsof
equal educational opportunity other than
racial composition have been brought before
the courts as well. One-of these areas which-has
been linked to the question of inequitable

*It is interesting to note that there is some-element of

fairness arising in the popular response to the question of,

metropolitan. desegregation. Those making. policy de-

manding urban desegregation are viewed as sending their-

children to private schools or as living in suburban dis-
tricts untouched by the decisions. In a documentary on
busing televised by CBS on May 29, 1976, Edward -Ken-
nedy was shown talking_with_residents_of:a ‘Boston
neighborhood disrupted. by violence concerning:busing:
One of the residents.comments.could be overheard. He
was telling Kennedy. “Bus your.kids, Teddy. Bus your
kids.” Another exasile of this thinking is given in Taylor
1973:343, whichmdikesreference to “limousine liberals”,
the middle- and uppex-class individuals who look down at
working class prejuties and call for desegregation while
remaining ensconceit:in-their homogeneous suburbs.
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schooling for black children; partlcular+y-fhose——-———~—-
from. lower mcome famlhes, has to do. with

methods of school finance. Tlie current method
of school finance through. property’ taxes s
considered by some to be a structural means of
discrimination against minorities.

The concern focuses, upon. the great

‘differences that exist among school dlStl‘lClS in

per pupil expenditure. These differentials are '
linked to district wealth as measured- by. the =

value of property in the district.- Dlstncts with -

low property. value must tax at a hlgher rate-to
get comparabze tax revenues or settle forzlower
rates of per pupil expenditure. It is-argued that

"“dlfferentlals indistrict: wealth'produce‘:.""ff"“”'" =
differences in school ‘expenditures affecting the -
_efficiency and . effectiveness of the_schools

Poorer schools supposedly provtde fewer
socialiand economic benefits,

As- with other reforms undertaken :in -the
pursuit of equal opportunity, the concept:of
equlty in school finance reforms has undergone
a series of redefinitions and reorientations. In
some-of the intial cases which were:rejected:by
the courts, the argument was phrased in terms
of pupils’ educational needs, a-judicially-un-
manageable stafidard. Coons, et al. (1970) pro-

posed .an alternative standard or basis- for

remediation ‘of .interdistrict resource ine-

quality, “fiscal neutrality”, whereby the cor-

relation:between district' wedlth:and per-pupil

- expenditure would be’ eliminated:-Fiscal--
‘neutrality was-seen as a step in the.direction: of
-eliminating . mequallty in educatlon for ~poor

chlldren. :
The:best known court cases: cmnected with
schoolfinance are Serrano v. Priest ruled iupon
by the Callforma Supreme Courtzin:19717and.
San Antonio Indepena’enl -School . District: v,

"Rodriquez, the first “fiscal neutralrty" case to

reach the:United States Supreme Court.-In-Ser-
rano v. Priest, the California Supreme Court
accepted:the “fiscal neutrality™ approach as
standand.. The Supreme Comgt, ‘in. 1973,
however; reversed the lower court decision iin

- the case of San Antonio Independent School Dis-

trict v, Rodriquez, ruling that the'Texas method
of schoolfinance (largely basedzupon property
tax) did notwviolate the equal ‘protection clause
of the constitution. The majority opinion was
that the maethods of finance. .are in need of
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reform, but that reform should be undertaken
by lawmakers. State constitutions such as that
in California do, in some cases, provide for
“thorough and efficient” or “thorough and
uniform”™ education thus making ;"*fiscal
neutrality” approaches more appropriate than
property tax methods in meeting! the legal re-
quirements of the state.

Aside from analyses of the implications of
school finance reform litigation and legisla-
tion, there have also been efforts to show that
‘those who ae. affected By district poverty are
often poor:miwority students. Spratlen (1973),
for example, using data such as that provided

“in 'the. Hobson ‘report:'orn Washington, D.C.

schools attempts:to show color disparity in
terms of the greater econamic disadvantage to

inner city districtswhich have Righ proportions

of black students. (See Coons, et al. 1970 for
an alternative position—to which Spratlen
1973 objects.) Others dispute the assumption
that_poor districts necessarily have poor stu-
dents and that students will benefit from a
strict policy of fiscalmmeutrality. (See- Cohen
1974 and Levin 1974 for example.) Cohen in-
clude&conclusnons from Coleman, et al. (1966)
and Jencks, et al. (1972) which contradict
arguments given-in court that fiscal inputs are
related to educational:achievement and future
life chances. (SeesSection 1V.2.)

Background information and discussions of
the implications of the school finance reform
movement..are—presented -in—Pincus (1974);
Kirp (1973) discusses: background of early
school ‘finance cases. (See also Coons, et al.
1970 for evolution of the:fiscal neutrality ap-
proach.)

11, L.e. The Courts:and Second-Genera-

.tion Problems.:As the standards:for desegrega-

tion evolved, figures indicating the social-race
compositionsof ithe district’s schools became
the usual critesion for ascertaining compliance
with the law. At first, these.compositions were
xonsidered on:the basis:of schools as a whole;
mowever, it:soon became evident that there

=were methods:for intra-school+discrimination

which maintained separationuof the children
avithin the buildings. These:methods of intra-
achool segregation are in .a-sense “second-
.generation” problems. One ‘meethod is called

-
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tracking, - streaming, or ability grouping
whereby children of similar abilities or back-
ground are placed in the same class (often on
the basis of standardized I1Q tests). In the Hob-
son v. Hansen case, the plaintiff won. The deci-
sion rendered was that the tracking system
used in the District of Columbia schools was
unconstitutional because the method of student
classification or -assignment to tracks was
biased. The decision is not a ¢clews Prér oag,
however, as the circuit court, on appeal,
decided only that the type of tracking used in
the District schools was invalid. The invalidity
ofzall tracking 'systems was not enunciated. .

-Another second “generation probleém has'to

«do with the disproportionate -amount of
isuspensions. and. expulsions of black versus

whitestudents. In the Hawkms v. Coleman case

decided in 1974, the court found .that black

students in Dallas did suffer more frequent .

:suspensions, longer suspensions, and more cor-
‘poral punishment than the white students,
especially when black students constituted
minorities in their schools.

These second-generation:problems which
have sometimes been referred to under ‘the
rubric of “‘resegregation” have not been
definitively responded to by the courts. They,
along with questions concerning inter-district
mmedies, constitute some of the legal

.unknowns concerning court involvement in

school desegregation.
(See Section V.5 for further dlscussmn of
these methods of resegregation. See also Kirp

and Yudof 1974 for a description of relevant-

cases as well as Levin and Moise 1975 who dxs-
.cuss the problem of separating, ascertammg,
and verifying the educational utility of track-
ing versus the intent of the practice to segreg-
ate—as well as other complications of second
generation problems. One problem depends

St

upon the validity of the classification pro- -

cedures some of which, e.g., standardized in-
telligence tests, are also under fire. Flannery
1972 also provides a discussion of second
generation problems.)

111, 1.f. Private School Cases. In a sense,

private schools are a second generation

problem that has arisen in the course of at-
tempts to circumvent desegregation. Initial

.

20
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efforts to forestall desegregation on the part of
Southern legislatures included the tactic of
providing tuition grants directly and indirectly
to private institutions which were segregated.
Cases concerning such devices were brought to
court. One of the best known cases is Griffin v.
County School Bourd of Prince Edward County
which was decided in 1964. In 1959, the super-
visors of Prince Edward County, Virginia,
refused to levy taxes for schools. The public
schools did not open in the fal] of 1959 and re-
mained closed until the year of the case. Pri-
vate schools were established for white stu-
dents with support from the state via a tuition
plan. (See Orfield 1969b for a description of

the political context of the contested prac-—

tices.) These attempts.of the states to support
segregated private schools were ruled un-
constitutional.

The'a'question of whether private schools
may bar: individuals on the basis oi color with-
out violating the Civil Rights Act or the Con-
stitution has.also been debated. A recent case
on this question has been brought to the Fourth
Circuit Court of Appeals from eastern Virginia
where the district court ruled the discrimina-
tion a violation of the 1966 Civil Rights Act.

A means more effective than court decisions
for preventing private schools from formal
segregation.isfound in laws providing that tax-
" exemptions permitted to private schools and
for doners’ contributions are not allowed in the
case of segregated private schools. The 1974
,,;report (Volumz i11) of the U.S. Commission
on Civil Rights (1975), in reviewing civil rights
enforcement ‘practices, criticizes the Internal
Revenue Service administrators for their very
narrow interpretation of the law. (The Com-
mission report provides a thorough description
of IRS’s responsjbilities, data collection pro-
~cedures,.and.enforcement efforts.)

(See Kirp:and Yudof 1974 for description of
‘the various cases. Champagne 1973 also
describes some of-the cases, avoidance techni-
ques, and some early data on the spread of pri-
vate schools. See Section V. 2.b. for further in-
formation on private schools.

I11. 2. Legislation

Iil. 2.a. The Role of Congress and the
President in School Desegregation. The Brown
decision required massive efforts for imple-
mentation. In 1954, the task of gsishlishing ad-
ministrative and enforcement maciiicry and
the fleshing out of policy still lay ahead. Many
of these tasks were orzes appropriately taken up
by Congress and thezpresident in the event of

default on:the local #zvel. Until 1964, ‘the role
.of Congress-and the;gmesndent had been limited

20 situations such-as'the provision of federal

troops by President Eisenhower to stop Gover- ‘
nor Faubus.and. procfamations issued by, Presi- .
dent Kennedy in support of court ordered ac-

tion. In: 1964, President Johnson signed into
law the Civil Rights Act which provided an ex-

panded role for federal agencies in- encourag--_‘ _

ing and enforcing school.desegregation.

Congress and presidents working with Con-.
gress have relied primarily upon three:means -

of promoting ‘school desegregation: 1. laws
regulating the activity of federal agencies in
dispensing ~ funds;
ministrative machinery for review and enforce-
ment: and 3. allocation. of funds to . assist in
desegregation-related -pro’siems.

The employment of these measures has not
been uniform. As mentioned above, the courts

carried most of the burdens of lmplementmg :

school desegregation, especially in the first ten
years following the 1954 decision. With the

passage of the 1964 Civil:Rights Act, some of -

the resources of the Department of HEW and
the Justice- Departmentnwere: brought to bear
on school desegregation. Those mechanisms,
however, have been less:utilized:since. 1968-69
when the efforts of Congress.and the:President
turned to struggles over limiting the:roles of
HEW and the Justice Department in utilizing

the powers originally established in the- Civil

Rights Act of 1964,

A more diffuse influence. o Congressional
and Executive activity upon schoc1 desegrega-
tion has been suggested by Orfield (1975) Bus-

ing has attracted agreatdealaiipolitical atten-
#ien in the last:five years.'m‘:gregation has

2. establishment of ad-




~ “legitimacy of court ordérs.

become associated primar’ty <
portrayals constantly réiterated an:' . orced
by anti-busing congressmen and presicents. In-
stead of leaders serving to inspire the country
during a diffizult period of social and cultural
change, the late 1960's and 1970’s have seen an
emphasis upon negative aspects of those
changes. To some degree, the fears and nega-
tive views of particular segments of the popula-
tion have been championed in the public arena.
(See Section II for more on particular view-
points.) Instead of focusing upon positive out-

comes,.“forced busing’ has become a political -

focus encouraging the publlc to..question the
’Th'e’ primary
burden of implementing ° Brown “has* been
passed back to the courts. : ,

‘(For reference on specmc areas, see Section
M1 2.b:and I11. 2.c. For detailed descriptions
“of the Congressional role see Orﬁeld 19690,
1975.)

II1."2.b. Civil Righis Legislation and
School Desegregation. Federal agencies have
traditionally had a limited role in education as
compared to local and state governments. The
expansion of that role was strongly contested
in Congress especially by powerful Southern
Congressmen and Senators. The 1954 decision
by the Supreme Court meant that a number of
school systems were operating illegally yet
federal money continued to flow to those il-
legal systems. Efforts by Congressman Adam
Clayton Powell to amend appropriations so
that this support could no longer be supplied
were defeated time after time. Not until 1964
when ithe crest of national support for civil
_rights~was at its height was it possible to get a
restrictive provision through Congress. That
legislation, the Civil Rights Act of 1964, began
" what has been called the “administrative era”
— of school desegregation,

Some of the impartant aspects of the 1964
. Civil Rights Act inciude the following: Title
IV of the Act required the Commissioner of
HEW to make technical assistance available to
local school boards which were in the process

_of preparing school desegregation plans, Title

IV authorized the Attorney General to bring
desegregation suits on behalf of potential
plaintiffs who otherwise had no recourse to sue
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on their own behalf, tt  making availsble the
resources of the Dup.irtiment of Justice for
desagregation litigation.

Laying the groundwork for an enforcement
device which was quite effective, Title VI
proscribed discrimination in any program or
activity receiving federal financial -assistance,

- under threat of loss of funding. The act or- ‘
dered that: :

2

No person in the United States shall on the
grounds of race, ‘color, or national origin, be -~
" excluded from participation in, be 'denied
the benefits of, or be subjected to .dis- -

crimination under any program of actwnty,

receiving Federal ﬁnanclal assistance.
Title VI provided an impetus for the establish-
ment of offices within HEW charged with
determmmg compliance of school districts ap-
plying for federal funds.

The Act brought an expansion of HEW.
Prior to 1964, the Office of Education was
fairly powerless (see Kirp and Yudof 1974:
328). The process of preparing for enforcement
was difficult as was the development of
guidelines, given strong pressures from both
civil rights groups and local officials. At.one
point, one of the chief consultants, George
Foster (1965), resorted to writing.an unofficial
article in the Saturday Review as a means of

communicating what seemed to be developing ...

agency guidelines on standards.

Since most of the administrative ' machinery
of the American educational system is located
at state and local levels, the method of with-
holding funds was practically the only enforce-
ment mechanism that could be wielded by the
federal government. The threat of cenial of
funds was effective and brought about. much
faster compliance than 'the case-by-case
method:of the comrtiprocess. Orfield (1975:85)
points out that more black students attended
desegregated schools in the first year of
enforcement ofithe 1964 Civil Rights Act than
during the previous ten years. There were
drawbacks, however. In some cases, the
elimination of federal support meant the
elimination:of programs designed to help tixse
whom desegregation-was supposed to aid. The
method also opened the agency to political at-
tacks.

2
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After the height of effort in the mid 1960’s.
congressional and executive support for school
desegregation waned. Efforts to limit ad-
.ministrative enforcement activity have been
debated in Congress annually. since 1966.
Desegregation was an issue in the. 1968 Presi-
dential efection. When Nixon took office in
'1968, hesreversed the trend toward strict en-
forcement. The resouces were disengaged and
officials. were encouraged by Nixon and by
pressuresfrom some members of Congress not

to press: for enforcement. In Congress there -

continuedtito be efforts to limit-the conditions

‘under wiiich HEW could withhold or cut off
funds. The Justice Department’s prodesegrega--

tion 'stand was diverted and, in fact, the

Department was used in the service of those

desiring to delay desegregation. Justice law-
yers went.to the Supreme Court in the Alex-
ander v.:Holmes case to request a delay in the
desegregation order.

Enforcement procedures became hrghly ‘

politicized by Nixon (Orfield 1969a, b) and the
aura of ‘inevitability of desegregation which
had begun:to develop in the 1960’s dissipated.
Although the first statement in statutory law ot
any affirmative duty to desegregate appeared
in the 1974 education bill extending the Ele-
mentary :and Secondary Education Act, that
bill contained little in the way of measures to
promote:-desegregation. Its formulatron had
taken place in a heated struggle over the anti-
busing amendments which, if they hnd not been
defeated, ‘would have limited actions which

could be ordered by the courts. Those amend-

ments were only narrowly defeated.

- (For description of the development of the
administrative staff and procedures up through
the late 1960's, see Orfield 1969b. For critic-
isms of the enforcement procedures, see

. ‘SoutherniRegional Council 1969 and the U.S.-

Commission on Civil Rights reports especially
1975.) v

fIl. 2.c Federal aid to education.  In 1965,
Congress enacted the Elementary and Second-
ary Education Act (ESEA). The bill,a $1.3
billion- mzasure, was the first significant piece
of federal Begislation in the area of general aid
to educariom in the nation’s history.
Historicdily, the:Federal government has play-

‘resegregation.

.23
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ed a lrmrted role in educauon finance. The act
provrded a number of basic education -
programs -channeling” a good: deal of money
into public -schools serving, low-income: stu-
dents. These funds were rmportant sources of
revenue especrally durlng a penod in whtch per.

for delaymg and elrmmatlng fundmg to scgreg-

- ated districts passed-in the 1964 Civil: Rights -
Act, ESEA provided powerful mducements to

desegregate State -departments of educatron:_.,
expanded through: ESEA " funds : and became

more. dependent on federal funds (Campbell«”g' )

‘and" Layton1968):-: == e e
As referred .to above the: ﬁght m Congress

_over the extension of ESEA programs pro--

vided an.area for a terrific . struggle -over the -

future of desegregation: President. Nixon anda =

good number of senators and respresentatlves L
pushed strongly for anti-busing proposals to be
written into the extnesions. The bill was finally =
passed and slgned by Nixon's successor, Ford,

. in spite of its lack of stringent antrbusmg re-

qulrements

In addition to . preventmg the mcluslon of
strrngent anti-busing provisions, the civil rlghts
advocates in Congress did _manage to. secure '
some support for desegregatron The bill con-"
tained the first statement in statutory law of
any affirmatrve duty to desegregate. It also for--
bade gerrymanderlng for the purpose of
segregation. = -

The. antl-busmg antl-desegregatron forces
on the other hand, won some concessions from
or managed to neutralrze some of the foreward
momentum of the desegregation measures In
the past the school boards contmued to be lia-
ble to further court suits as new legal develop~ :
ments occured or as population shifts resulted -
in non-compliance with guldelmes The educa-
tion bill signed into law in 1974 made it possi-
ble for a presiding judge to declare a case
closed—in other words, to declare that all.
vestiges of de jure segregatron had been elimi- -
nated and, thus, that the court had no further
jurisdiction over the school board. Intentronal v
segregation would be liable to prosecution, but:
changes brought about - through- population
shift .would be ignored, thus allowing




To date, the efforts to curb busing as a
means of desegregation have not been suc-
cessful. The anti-desegregationists, however,
did manage to limit the courts and HEW en-
forcement practices by prohibiting the courts

and HEW' from requiring mid-year pupil .

transfer to effect desegregation. Further, the
procedure and the time period preceding the
cut-off of funds was lengthened. HEW was also

forbidden to order a school system to imple-

ment ‘a plan requiring “‘extensive” busing.
" Although this may not be binding upon HEW
. since HEW does not order the implementation
of any plan, it can be and has been cited by an

T 'HEW official'as a reason for fallure todemand -

compllance
‘Federal aid to education also played
another role in school desegregation. In-the
late sixties, when the courts had ordered im-
“mediate, massive desegregation in areas of the
South, Nixon promised to provide federal
money to aid in the transition. This was done in
the form of the Emergency School Assistance
Program (ESAP). Congress approved immedi-
ate dispersal of seventy-five million dollars
_through existing programs. Because of the
pressure for haste, applications were not
carefully s¢rutinized and, as a result, money
was not always spent on desegregation-related
costs. In fact, the money was more-or-less
given away which may have eased some of the
pain felt by segregationists over losing the bat-

tle against desegregation. Over two periods of

extension and struggle of the emergency
' program, it was shaped into a less amorphous
program with standards that did provide some
incentives for desegregation.

(See Eidenberg and Morey 1969 and
Meranto 1967 for detailed descriptions of
passage of the 1965 ESEA. See Orfield 1975
for brief descriptions of the passage of the ini-
tial ESEA and ESAP appropriations. A more
extended coverage of the 1974 Congressional
struggle over ESEA is given in Section VI of
Hillson, et al. 1969 who provide some early
examples of how educators conceptualized the
purpose of the federal money made available
to the districts. An evaluation study of ESAP is
presented in Crain 1973. Sece Campbell 1967
for a description of the then contemporary
conceptualization of federal entry into educa-

(]
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tion. Campbell and Layton 1968 provide a
brief analysis of the extent and impact of
federal entry. For evaluation of compliance of
districts receiving Title I ESEA funds with
program requirements, sce Southern Center for
Studies in Public Policy and the NAACP Legal - -
Defense and ‘Education Fund 1969 and Na- .
tional Advisory Council on the Education-of -
the Dlsadvantaged Children 1967; for a simi-
lary evalyation. of federally funded Indian

education programs see NAACP Legal -

Defense and Educa'non Fund l971 )

By 3. ClVll nghts Orgamzatlons and the

Genesis and lmplementatlon of
School Desegregatlon

Ellmlnatlon of intentional segregatlon ‘has -

proceeded as a result of voluntary. effort, im- - )
* plementation of court ordered desegregation,
and induced compliance wheréin districts were

threatened with loss of funds. The federal -
courts cannot bring suits, thus, it was left to
private citizens and voluntary groups to sue for
relief if the local authorities were resistant. In
order to gain their constitutional rights, pri-
vate citizens, with the support of some civil
rights group such as the NAACP Legal
Defense and Education Fund, brought. suit
against school officials. Private citizens and -
groups were relieved of the burden to any great
extent only during the short period when the
federal systems set up to effect desegregation
were being supported by the president and
Congress during the mid 1960’s. :
Two crucial aspects of. federal ~agency
pressure were the passage of legislation, the
1964 Civil Rights Act; and the establishment

of enforcement machlnery and guidelines

authorized by the act. The passage of the Civil
Rights Act with a powerful enforcer, Title VI,
had been pushed in Congress by Representa-
tive Adam Clayton Powell since the 1950%,
but always blocked by Southern segrega-
tionists. Federal money continued to go to sup-
port illegal systems. As late as early 1963,
President Kennedy saw no possibility that a Ti-
tle VI type provision could be passed. The
Civil Rights Movement,  with its sit-ins and
demonstrations +was, however, during that
period bringing black oppression ta.televisions
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‘and newspapers across the country. The local
white police reaction to the Birmingham
demonstration organized by Martin Luther
King, Jr., symbolized and gave meaning to the
black struggle in the South. Confrontation with
a clear symbolic portrayal of white oppression
on blacks crystalized national opinion for civil
rights and against Southern apartheid.
The three major direct action Civil Rights
- organizations, CORE, SCLC, and SNCC,
‘which had been formed in the 1940’s and
1950's expanded enormously. Besides the
demonstrations that garnered national support
for the Civil Rights Act, voluntary civil rights
. groups -also had influence. in helping..to

establish the, momentum for HEW. enforce-
ment pOllCleS The NAACP Legal Defense and

Education Fund joined together with AFSC
(the American Friends Service Committee) to
form a Task Force which helped spread infor-
mation to communities and put pressure on the
Office of Education (OE) to establish
meaningful guidelines. The Task Force,
SNCC, and other civil rights groups monitored

enforcement activities and encouraged OE.not- -~

to submit totally to the desires of local school
persons in the South.

In the late
oriented civil rights groups, such as CORE,
became more militant, rejecting.integration as
irrelevant. The remarks of leaders of these
groups and the riots that were occurring in
Watts, Detroit, and other larger cities pro-
vided a new symbolization of black hopes

which frightened whites. As a result, national

support for desegregation measures which had
‘been strong during the King era lessened.
(Adams and Burke 1970 provide an en-
cyclopedia-like description of. people,
organizations, and events involved in the Civil
Rights Movement. Positions of some of the
civil rights advocates are available in the
transcription of a national forum included in

~ Howe, et al. 1970. For examples of reports of,

enforcement activities and the misuse of
federal funds see Southern Center for Studies
in Public Policy and the NAACP Legal
Defense and Education Fund 1969; NAACP
LD and EF 1971; and Rodgers and Bullock

1960's, some of the action- -

‘I1L.-4. Role of Social Science Research - -

1972. The Southern Regional Council, a civil
rights research group funded by foundations,
also has provided a monitor:ng function as has
the U.S. Commission on Civil Rights. See
reports issued by the Southern Regional Coun-

cil, Inc. 1969, such as the “Special Report: The -

Federal Retreat in School Desegregation,”
which describe the general trends in enforce-
ment, the techniques utilized, and the
politicization of the process. Particular cases
are described in some detail. U.S. Commission
on Civil Rights reports may be obtained
through ERIC.)

in the Desegregatlon Process

There are two areas in whlch applled ‘

research on social problems has played a role
in the process of desegregation. The more
questioned has been the use of socnal science
data in court cases.
eleven in the Supreme Court’s Brown decision

cites evidence amassed by the psychologlst”v_“_‘ '
-Kenneth Clark and others which pointed to the

psychological harm rendered: black children
by the Plessy doctrine of separate but equal.
The role of this extra-legal evidence in court
cases continues to be debated. Clark has

_argued the importance of social science data in
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establishing the link between segregation .and

. inequality while others have denied it. (See, for

example, Clark’s 1959 response to Cahn 1955;
see also Van den Haag 1960 who denies the
importance of the Clark data.)

Probably the most frequent counter- argu-
ment is that the decision was based.on societal
norms suggested inthe Consututlon which for-
bid differential privileges regardless of
whether lack of access to the privileges has an
adverse effect. (For a discussion relevant to
this issue see Kirp and Yudof 1974:297-299.)

Judge Wisdom (1975) in reviewing the opi-

nions of others on the admissibility of social
scicnce evidence concludes that ‘courts pri-
marily use social science evidence to lend a
factual and scientific aura to a result sustaina-
ble on other bases. (See also Levin and Moise

1975.) He argues that in thinking about cases -

The - famous footnote °
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judges c'omn.wnly use assumptions similar to
hypotheses presented in sociological journals
which may or may not be explicitly researched.
Craven (1975:156) summarizes a similar point:

Just as a raconteur will seldom let the facts
interfere with a good story, judges seem to
have seldom allowed sociclogy to interfere
with a good theory—until the time of a new
idea has come. Sometimes it is a long time
coming; but when it arrives, it is then-woven
into the constitution fabric. -

Aside from the original Brown decision,
social science data as such have been admitted

-~ in- desegregation -cases-to-show- that -various. -
policies resulted .in segregated schools. It has

also been ‘admitted in the important area of

_ devising remedial measures. Pettigrew, for ex-

ample, has been called to testify in‘cases where
remedies have been protested because of the

- possibility of provoking “white flight.” Pet-

tigrew. (1972) has testified regarding his
research that the black-white ratio affects
educational achievement and that without
sufficient numbers of whites desegregation may
have negligible effects on black educational
achievement. Some courts reject this: informa-
tion on the basis of legal precedent which says

probable resistance shouid not prevent protec-

tion offered by the 14th amendment (see
Craven 1975).

Glazer, in the foreward to Kirp and Yudof
(1974), suggests that the “marriage” of lawand
social science'has occurred and w"i‘ll continue

necessarily involve questions of effect which

the courts are not accustomed to predicting.
The - role of social science in. court :cases,
however, is not yet firmly established. Some
jurors, as cited above, consider such data:to
constitute supporting evidence only, others
consider research as irrelevant to the legal
questions involved, and others as.contributing

“more to confusion than clarification. In any

event, individuals in the judiciary are:proba-
bly, at the least, affected by social science
research indirectly to the extent that findings
become “common knowledge.”

The second area in which 'social scrence
research has had a major’ lmpact upon
desegregation has been in assessing causes and
evaluating educational programs. ‘These
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studies have included extensive research such
as that undertaken by Coleman, et al. (1966) to
ascertain the major determinants of inequality
and evaluation research of, the remedial
_programs undertaken by the federal govern-
“ment, ‘particularly * ‘compensatory ‘education”

programs and the educational outcomes of
desegregation itself. The legltlmacy of thls use.
of social science is not questioned, but to some
degree the susceptibility of social science- find-
ings to political manipulation is. Research on
educational outcomes, for example, in what
have been called desegregated settlngs ‘do not
readily support the notion that slmple

-desegregation--will..improve. educatlonal out-......"

comes . for black children (see Section: VI)

These ﬁndlrgs along with other studles pur- s ‘

porting to show other factors as xnfluencmg

black outcomes, it is sometimes . suggested,.. y
_ have -provided a rationale for those who wish

to muffle efforts to desegregate the: North and
West as'well as the urban areas of the- South.
" Concerning such studies, particularly those
undertaken by Jensen (1969) and Jencks, et al.
(1972), Clark (1973:78) points out®
All of the more publicized social sclence
researchi dfid theorigs—and the acceleration
of concern of social science with problems
which have direct educational policy im-
plications—came in the wake of the-Brown
decision, and became part of the pohtlcal
controversy surrounding the desirability,
the methods, and the raté of publlc school
- desegregatlon

‘ Clark ‘goes on' to suggest that much of the

research and many of the theories ‘which
proliferated. in the post-Brown era did-not
focus upon the social science findings cited by .
the Court in Brown, but rather postulated other
reasons for the academic and psychological in-
feriority of black students. Some of these
emphases such as genetic inferiority would, of
course, have implications counter to Brown
and were in fact cited in some court cases as
reasons for opposing or disregarding the im-
plications of the Supreme Court decision.
Clark’s analysis places the desegregation
rescarch subsequent to Brown in political
relief. He 'is not the only author to suggest

_political motivations behind the support of

researchers pursuing determinants other than
discrimination. (see Edmonds, et al. 1973, for -
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example.) An early essay by Long (1955)
argued that the criteria for choice of
desegregation research should be derived con-
sistent with the spirit of Brown.,

Long’s article is interesting not only because
it points out the politically charged nature of
desegregation research at an early stage, but
also because it provides an argument that black
social scientists would be more likely to ask
questions appropriate to *Ye Supreme Court
mandate of elimination of apartheid schooling
than would white researchers. An assertion
which became popular especially in the late
1960’s was that social scientists, educators, and
program developers who were white were not
appropriate as students of or administrators of

programs and policies developed to alleviate

the problems of low-income, black, or other
minority individuals and groups. A strand of
this ideology is suggested by Long (1955:205)
in the following:
The orientation of Negro and white educa-
tors and social scientists. is doubtlessly
- somewhat different; one group accepting
and being motivated by the equalitarian
ideology, and the other accepting the
ideology with qualifications based upon
status considerations, expediencies and tra-
dition. ... There appears to be an inclina-
tion for Negro spokesman to under-estimate
the difficulties of change and for the white

“liberals”, including educators and social

scientists, to over-emphasize the difficulties.
Both Long and Clark, and of course many
others, recognize the importance of research
findings as .a medium of debate*in policy for-
mation. While some, however, would argue
that because of the social and political struc-
ture only a liniited number of questions are
oasked, others discuss the manner in which find-
ings feed back on policy. Cohen and Garet
(1975) explain the impact of research findings
‘not as impinging in a logical way on policy and
program development but rather as entering

into the general body of knowledge and beliefs’

upon which social policy is based. Long (1955)

_presents the same argument in terms of black-
white relations, arguing that research plays an
important role in the integrating and socializ-
ing relationships between blacks and whites.

Published descriptions of the conditions of
the potential recipients of social policies have

“played an important role i this area. Some of

these works became general reading as well,
communicating to the public at . large some of
the same images which were helping to form
the social policy from which programs would
be generated. Some publications in this tradi-
tion are Conant (1961) who focused upon the
problems faced by urban schools and Clark’s
(1965) Dark Ghetto which provided a descrip-
tion, often in the words of inhabitants of -
Harlem, of what life is like under im-
poverished conditions. Portraits vary .as to
what aspect of the problem they reveal. Riess-
man (1962) contains descriptions of the child
for whom compensatory education. programs
were devised while the observational field
studies of .Rosenfeld (1971) and Rist (1973),
for example, present in compelling form struc-
tural aspects of urban schools which doom
some students to failure.

Probably the greatest impact of social
science research on desegregation policy. has
come from the study reported in Coleman, et
al, (1966) and the subsequent analyses and
reanalyses of Coleman’s school and achieve-
ment data. Social scientists, especially na-

‘tionally known ones such as Moynihan (1969)

attribute the Coleman data with shaping con-
ceptualizations of equal education opportunity
and with affecting the course of desegregation
policy by destroying some widely. held beliefs
about why black children do poorly in school.
These arguments are reviewed in Sections I1.2.
and IV. Desegregation-related research has in
some cases supported or reinforced.certain vi-
sions of society while in others it has called into
question certain tenets or such world views (see -
Jencks, et al. 1972). The policy of compensato- -
ry education, for example, which emerged dur-.
ing the era of the War on Poverty provided the .
charter upon which a number of educational
programs such as Head Start and Follow
Through were undertaken by the:Government.
Adherence to that frame of reference has been
undermined, Cohen and Garet (1975) suggest,
by evaluation research on the early interven-
tion programs such as Head Start which are
counter to the predicted results. As a result,
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there is decreasing confidence in the previousiy
widely accepted importance attributed to early
intervention and to methods designed to
stimulate early conceptual development. The
assumptions upon which the policy rests have
been undercut and support for the programs
has decreased even though the programs are
politically popular and the next logical step
would be to expand them to all eligible
children. Whether a’covert policy has pro-
duced these findings or the findings have
affected policy is an issue under debate.

An interesting sideline to the role of
research in desegregation is the clash among
social science disciplines in the methodologies
and analytic approaches which have been high-
lighted. (See, for example, controversies con-
cerning Coleman’s analysis of the 1966 data re-
ferred to in S.. ‘ion 1V.) Government money
has gone to suprort a great deal of desegrega-
tion research which has stimulated the interests
and efforts of researchers from many fields
thus providing another arena for conflict: the
favorite methods and variables of different dis-
ciplines. This interplay has brought changing
emphasis in the research so that some of the
research questions have been reformu'zt=d.
The onslaught, for example, on the validi.s of
standardized intelligence tests as a means of
classifying students has raised questions con-
cerning the advisability of the use of standar-
died tests as the primary measures for assess-
ing educational outcome as affected by
desegregation and compensatory education
programs.

The use of social science reseaich in court
cases may have also had an interesting out-
come, that of encouraging what Rivlin (1973)
has referred to as “forensic social science”
wherein the traditional posture of objectivity
and impartiality on the part of the social scien-
tist is abandoned in favor of a very clearly
stated position for or against a particular
policy: The best case possible is made with the
notion in mind that another scholar or team of
scholars will undertake to demolish the case

‘with counter evidence. Rivlin cites as a clear
‘example, Guthrie, et al. (1971) and also sug-

gests that Jencks, et al. (1972) would fall into a

similar genre.
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(In addition to the above, see Cohen and
Giret 1975 for a critical assessment of the ac-
customed manner in which applied research,
particularly evaluation research, is viewed by
consumers anud researchers alike. They give
figures on the increase in federal spending on
evaluation of educational programs-—evalua-
tion following the government’s venture into
educational programming. For a general
description of evaluation in federal agencies,
se¢ Wholey, et al. 1970. Pettigrew 1972 pro-
vides an example of policy decisions based on
research.) :

1V. EXTENT AND CAUSES OF

EDUCATIONAL
QUALITY

Since the 1930's, psychologists have p.ostul-
ated that the social stigma attached ‘o being
black produced a negative self-concept. Clark
and Clark (1950), for cxample, demonstrated
that both black and white children preferred
white dolls over black dolls and associated
more positive character traits with white dolls.
In the 1954 Supreme Court decision, Clark’s
research was cited in support of the argument
that segregated schools are inherently unequal.
Schools segregated by force of law stigmatize
those who are restricted to certain schools.

Since the Brown decision, the conceptualiza-
tion of the consequences of segregation and of
equal education opportunity have undergone a
number of re-definitions. This section is ar-
ranged to reflect the sequenre of development
of different emphases in research and educa-
tional thinking.

INE-

IV. 1. Color Jsolation in Schools

Initially segregation, or the stigmatizing
purposive separation of black children from
whites, was considered to constitute a lack of
unequal education opportunity for black
children. Segregation was translated into a
judicially: manageable and sociologically
measurable concept by defining it as color
isolation or the physical separation of black
and white children in different schools. The
nuance of stigmatization in some sense was lost
and color isolation became a research focus,
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A large amount of material describing the
extent of color isolation in U. S, schools exists.
Much of this material might be placed in the
category of “progress reports’ or evaluations
of the degree of desegregation which has (not)
occurred in the public schools in a particular
area. (For examples see Clark 1962; Alex-
ander 1963; Gibson, et al. 1963; Rose 1964;
Walker, et al. 1967; Alabama Council on
Human Relations 1972; Clark 1972a,b; and
Hope 1975.) ‘

The most comprehensive documentation of
isolation was undertaken by a team headed by
James Coleman. The nationwide survey was
mandated by the 1964 Civil Rights Act, ap-
parently to document the lack «f availability of
equal educational opportunity. The project,
the second largest social science project in
history, involved the testing of over half a
million individuals and the gathering of data
from some 4,000 schools. Thie report, the
Equality of Educational Opportunity Report,
commonly known as the Coleman Report, was
submitted to Congress in 1966. (See Coleman,
et al. 1966 and Mosteller and Moynihan
1972.)

The Coleman report revealed that most
American school <hildren were in schools
where children of th:eir own color constituted a
large proportion of the student body. Eighty
percent of all first grade white students, for ex-
ample, were in such schools while sixty-five
per cent of all first grade black students were in
such schools;

A second large report, Racial Isolation in the
Public Schools, was the product of a study con-
ducted by the U. S. Commission on Civil
Rights (1967b), its mandate being to focus
upon segregation resulting from circumstances
other than’legal compulsion. Within this con-
straint, primary attention was given to the
cities and metropolitan areas. The findings of
this study were that national and regional
averages underestimated school segregation in
the metropolitan areas where two-thirds of the
black and two-thirds of the white population
then lived. On the basis of their study the
researchers concluded that color isolation in
city schools is intense regardless of the size of

the city and whether it is located in the North -

or South. Secondly, they concluded that the
problem is increuasing. Demographic trends
beginning some sixty years ago had resulted in
an increasing concentration of black people in
the central cities with whites more heavily
populating the suburban rings around the
cities. These trends were associated by the
authors of the report with the patterns of isola-
tion found in the schools:

The rich variety of the Nation's urban
population is being separated into distinct
groups, living increasingly in isolation from
each other. In metropolitan areas there is a
growing scparation between the poor and
the affluent, between the well educated and
the poorly educated, between Negroes and
whites. The racial, economic, and social
stratification of cities and suburbs is
reflected in similar stratification in city and
suburban school districts. (1967b:17)

It is a general consensus that residential
segregation in urban areas impedes school in-
tegration. This segregation occurs within the
central city as well as between cities and their
suburbs. Coleman (1975), on the basis of data
on trends - in school segregation between

1968-1973, suggests that while intra- or with- .

in-district segregation has decreased, inter- or
between-district segregation has increased.
The increase in between-district segregation is
associated with white migration to the suburbs,
a trend originally labeled ‘white flight”
because it was believed to be associated with
desegregation. The extent to which “white
flight” is a result of school desegregation is a
current source of research and debate. Given
the current dominant perspective regarding
school desegregation (that the presence of
whites is essential to attainment of: positive
gains for blacks), the trend of white flight has
important implications for policy formation.
(The debate over the causes of white flight
has been stimulated by Coleman, et al.’s n.d.
report on trends in school segregation,
1968-1973. Coleman attributes white flight to
school desegregation especially where blacks
constitute a large proportion of the population.
His ‘argument is contested in Green and Pet-
tigrew 1976 and Farley 1976. See also Ristand -
Orfield 1976 and Coleman 1976. See Section
V.2.e for further discussion of this topic.)
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IV. 2. School Facilities

Underlying the conviczion fiat segregated
black students were systemdaically denied
equal.-education opportusizy was the assump-
tiow it black schmolstmd - >omen facilities
thae- . white schools. Blacz ~yuu*!s were im-
agimed to be over-crowitic. “' pidated, as
hazvuig shorter terms. tesw. - €Xt ooks, fewer
and dess qualified teachers, & ourses, and
so forth. The implicir;oediz”t - 7 by some was
tkeat these restricted faciliti: - VW account for
black-white differences in : etion. Perhaps
as a result of the use of thesuiizsas the vehicle
of change, the notion of ficxlinies was trans-
lated into per pupil expendimui:. The expecta-
tion of differences in facilities:zhen, especially
as they applied to the Southern schools, was
that blacks were provided with inferior schools
as measured by funds allocated.

These assumptions were strongly challenged

"~by an important piece of government-spon-

sored research designed and reported upon by
Coleman, et al. (1966). The Coleman study
was a nationwide survey of segregated and
desegregated school facilities and student

. achievement. The data from the survey have

been analyzed and reanalyzed by groups such
as that formed at Harvard and funded by the
Carnegie Corporation (Mosteller and
Moynihan 1972). The data have had a major.
impact on conceptualizations of desegregation
and educational inequality.

The purpose of the survey was only vaguely
described in the 1964 Civil Rights Act. The
objectives which eventually evolved were: 1) to
provide a description of differences in educa-
tional outcomes for six different groups (in-
cluding black and white ‘students), 2) to
describe the resource inputs for six different
.groups, and 3) to examine the effects of various
inputs on achievement.

The findings of the study did support the ex-
istence of differences between blacks and
whites in educational outcomes. They did not,
however, support the belief that there were
marked differences between blacks and whites
in terms of school facilities. In the various

. regions of the country, the level of school

facilities of the black versus the white students

{ =

P Q2
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were found to be roughly eqeivalent.* The

physncal facilities, the formal murricula, and
most of % measurable chamaRteristios of
teaghers intndack andmwhite schegily warsessimi-
e

SSexumvirsty, the findimgs were stroaghy: commter
to receevid wisdom in that when family and
peer gsugz-characteristics were Seitd comstanc
shcool#fzzilities explained relativel; little of
the differences in achievement.{5"“trany to
popular-impression, differences'b®™iyen black
and white schools’ physical facm;{“ﬂ@;,fomal
curricula, and teacher characteriijes @as they
were:measured in the:study) were ~-rysmall.
The :=a=zall differences that did e.... between
schogim did not relate to the achicvement of
studeats in the school. Differences were in.the
directions expected, but the amount of
difference explained was practlcally negligi-
ble.

The Coleman study has been subjected to in-
tense criticisms as might be expected of a study
of such magnitude and importance. The critic-
i{sms which have been given most attention:
were primarily from researchers critical of the
research’ methods. The criticisms of the Cole-
man study have been placed into four catego-
ries by thé éditors of"a Harvard Educational
Review (1969) issue which was devoted to
further analysis and discussion of the EEO
data:

{I) Alleged flaws in the design of the study
(for example, a weak set of attitudc
questions).

(2) Difficulties in the execution of the

survey which may have -affected the
results (for example, the refusal of a
substantial number of school systems to
cooperate).

(3) Alleged shortcomings in the analysns of
the data (for example, the decision to
control for the child’s social class before
examining the influence of the school on
his achievement).

*There were differences between regions with the
South having less adequate facilities in general than other
regions. At that time, half of the black population waslo-
cated in the South.
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(4) Limitatiors.of & v4i#e.« Gadesn ar one
point in time as . WLt forecixting
- the sustained effess.. i % 2 Choatéss in
the educational sigieny (fe .2uzmple,

the effect of schnoi ime,m-m\)ma
(Sce Moynlhan 1969 for a dews nptmn i pizac-
tions to the Coleman rspsiet fro# the
“research, education, and we' ¢m teseilish-

ments.’")

The general impact of the  ‘ofii - -
with regard to school facilite: =me
shifted attention away from fa:’ .. 2a8 an.ex-
planation of differences betwss® ‘piesk and
white educational outcomes T dex-
amination of non-school fa: - - tg» expiain
these differences. Argumentsas  hsglecessity
for equal facilities, however.;! v& gnysimed.
The present controversy con-u.#jing. lasi of
equal financing among d*iux dwe to
differences in wealth of the di. :i¢ts fx e ex-
ample. (See Section I11.1.d.)

(There are numerous article snvibszing the
Coleman report. Two source:. e ‘Harvard
Educational Review 1969 and: Moszeller and
Moynihan 1972, the later produced by the
group at Harvard funded to reamlyzc thre data.
There have been further reamalysss directed to
some of the same and different.gi¢stions. The
U.S. Commission on Civil Rights™ [957bstudy
was based upon these data as'was zic Jencks, et
al. 1972 volume.)

1V. 3. Explanations of Unequal Esimasional
Gutcomes.

The Coleman survey may be remmmsed. as a
watershed in conceptualizations of umequal
education opportunity. The restarchk directed
explicit attention to both pupil.and school in-
put as well as outcomes and théir interrelation-
ships. Previously, it was implicitly assumed
that the factors affecting educational outcomes
were understood and that these included
school facilities and resources. WhentheiGole-
man report undercut this assusmmption.dhe:-point
of focus in conceptualization «if equall-edinca-
tion opportunity shified toward outcomes.
Equal educational opportunity came: to be
associated with eqnal- outcoriis rather-than
equal inputs.

The Coleman study had further implica-

tions. One of the basic explanatery ‘mechan-
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isms connecting segr: “ation and urequal
gducational outcomzs: that of inferior
facilities, was weakened BYsthe Coleman study.
According to the manne=-in Wwhich it was in-
terpreted, the Coleman :udy was taken to
mean that differences in sgnools could not ac-
count for black-white difierences in perfor-
mance on standardized tests. This notion that
school .did not have any- effect on these
differences spurred on those who would ex-
plain the gap in other ways.

In the survey, equality -of educational op-
portunity was measuréd:zn:terms of school in-

. puts, including racial composition. In analyz-

ing the effect of racial :composition upon
educational achievement,Coleman found that
minority students in majority-white desegreg-
ated schools did somewhat better than those in
non-majority-white schools, but that the
difference was not large. His findings were
considered, however, as indicating the impor-
tance of the social class of the student body.
These findings were interpreted by Moynihan
(1969:30) for-example as follows:

His report has been correctly interpreted to

be the most powerful social science case for

school integration that has ever been made.
According to the thinking derived, children
profited from being around peers of middle- or
upper-income. Since black children are. inor-
dinately lower-income, then it follows that
Gesegregation would be beneficial to them
because color desegregation would mean class
desegregation. Coleman’s summary of his
resmlts (quoted in Mosteller and Moynihan
19772:20, italics Coleman’s) are as follows:

Altogether, the sources of inequality of
educational opportunity appear to lie first in
the home itself and the cultural influences im-
mediately surrounding the home; then they lie
in the schools’ ineffectiveness 1o free achieve-
ment from the impact of the home, and in the
schools’ cultural homogeneity which perpetu-
ates the social influences of the home and its
environs.

This perspective was compatible with an |
emphasis that reached its peak in the 1960’s on
family background as a way to explain educa-
tional outcomes. Discussed under the label of
“cultural deprivation”, this idea . achieved a
considerable degree of support.




Arguing by analogy firom studies of children
who had very little adwlt stimulation such as
those locked in attics onthoused in understaffed
orphanages, the theory arose that lower-in-
come children did net get :proper adult
stimulation during periods of conceptual and.
verbal development. Research contrasting
lower-income living ccmditions and parentitg--
-styles with idealized mrmiddle- and upper-in-
come conditions.and styles found the former
lacking. The federal funds made available
through the 1965 Elementary und Secondary
Education Act were used to fund the develop-
ment of programs to conteract this.deprivation
for disadvantaged students. Because many
black children are products of lower-income
backgrounds, the ‘“disadvantaged” child was
often thought of as a black child. To some
degree, compensatory education, the rubric
under which counters to deprivation came to
be placed, was seen as an alternative to
desegregation. If compensatory education took
care of the gap between whites and blacks in -
educational outcomes, then why desegregate?

The cultural deprivation perspective was
opposed by a number of reform-minded educa-
tors and social scientists, :particularly
anthropologists, who objected to the basic con-
cept of cultural deprivation, arguing that
cultural.differences were being misinterpreted
as cultural deficits. These arguments are simi-,
lar to objections to the use of standardized tests
with minority students on the grounds that they
do not measure what the child has learned
from his life experiences and are thus biased
assessments of his ability. There have also been
attermnpts at altering educational programs so as
to make them more appropriate.for the multi-
cultural nature of the U. 'S. population.
Howewer, these.-programs, developed by
educators, have: not received the same
widesgread national attentien as have the find-
ings offColeman, et al. (1966) and Jencks, et al.
(1972). '

Along with the emphasis on family and
social class background as variables explaining
differences in educational :achievement, there
. was also a revival of interest in genetic ex-
planations of group differences. The major
researcher arguing this -position is Jensen
(1969).
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The outcomes of desegregation 7 uze.: to be
rescarched in earnest with regard 1 itssaffects
upon educational variables (see:Seci - »mi"¥V1). In
a sense, however, the thzoretical b:sis or con-
ceptual foundation had been underam. A num-
ber of alternative conceptualizati: ns sich as
culture conflict, deprivation, and sesmeric in-
feriority—with uncertain theoretic ; wation-
ships to desegregation—arose in th -#mce of
what had been a consensus in which »#grega-
tion constituted the major obstacle prevemting
access to equal educational opportunisiss. for
blacks.

. IV. 3.a. Cultural and Social Depsimation,
Deprivation has been used to refer to:a variety
of characteristics. Gordon and W¥ilk<rson
(1966) define deprivation as a comrplex of
characteristics: low economic status, low social
status, low educational achievement, tenuous
or no employment, limited participation in
community organizations, and limited ready

.potential for upward mobility. People: con-
:sidered to be handicapped by this depressed
- social and economic status have been referred

toin the literature by terms such as culturally
deprived, socioeconomically deprived, educa-
tionally disadvantaged, and the like. The large
body of literature that exists on the disadvan-
taged was developed by researchers who
broadly regarded the deprived as bearers of
cultural attitudes and behaviors substandard
to those dominant in the broader communities
they inhabit. o

The “theory” of cultural deprivation, which
reached its peak of acceptance in the middle
and late 1960's, was based on the belief tha
lower-income as opposed to middle- and up-
per-income children tended to be exposed to
insufficient stimulation which stunted their
cognitive and verbal development. The
children of the socially and economimglfy
deprived, it was argued, come to schoo! difzad-
vantaged in that their parents’ culture failed:tw-
provide them with the expericnces that amz
“normal™ to the .majority of school children.
Primarily because of this condition, minority
children were thought to show dispropor=
tionately high rates of social:maladjustment,
behavioral disturbance, physical disability,
mental subnormality, and -particularly.
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ucademu. r&mrd.uion The culturally deprivc.d

motivation, JJIL a lLarﬁmng-oncnted \.alue
system. Exampiss of research interpreted to
support this orizszatiansxre numerous. Lessor,
Fifer, and Clar:::196%)mnd Fort, Watts, :and
Lessor (1969) rownd thar children ot various
ethnic groups ditfiered cmitests of verbal ability,
reasoning, andzzumerical and spacial concep-
tualization. They Delievedithat a lack of visual
and verbal stimubi and lack of attention from
parents in low-income homes led to dificits in
visual, auditorv. linguistic, and mnemuwnic
abilities (sce, for example, C. Deutsch 1967).
Jensen (1968) found that bhasic learning

. abilities correlated highly with 1Q scores for

middle-class but not for lower-class students,
leading him to postulate that basic abilities

coupled with environmental advantages en-

couraged the type of conceptual development
which the school requires. ’

A great dea! of the deprivazion literature
concerns language acquisition. r huas been sug-
gested that chikdren from:disadvantaged back-
grounds, in wcomparison: with middle-class
ciiildren, are less verbally proficient. Bloom,
Mavis, and Hess (1965), Gordon and Wilker-
swn (1966), and Osser (1973) provide summ-
aries of the research. An early study by Pringle,
Keilmer, and Tanner (1958) found differences
im quantitatively measured language functions
which consistently indicated that children
raised in their own homes were superior to
children who were raised in institutions. In-
terpretation of these results suggested that
children raised in conditioms.of inadequate ex-
posure to language would:fail to fully develop
linguistically. Fusther studies looked at the
relationship- between economic group:-status
and language:development. (For an eaidy ex-
ample, see. Irwin 1948) These stmfezsstound
that more chileresn with what was aomsidered
retarded speech:idevelopment were from lower
socioeconomic.groupsithan from upperciasses.
In a series:of stmiies. MWernstein developed the
hypothesis thag:the :lamguage of dower-class
youth was characterizedt by a restricted form:
which confinedineirthimkKing. In contrast, up~
per-class youth=tended ‘to develop a 'more
elaborative lamguage which allowed greater

“freedom in communication (Bernstein 196l)

-ur elaboranbn of these ideas, see M. Deutsch
{ 1967b).
The cancenr of linguistic deprivativn . wsid

associated rescarch has beencriticized bwvirbose

who argme. for example, that the: summermzg
-esearch i severely biased becamse iime
researchers. seem to lack awareness -of “tize
saciolinmustic factors affecting their resulss
and to b ignemant of the fact that what:they
regard as limzuistic errors are actually
manifestazions of rules "used in alternative:
dialects of :‘English. (See Labov 1970;.Cazden,
John, andl Hymes 1972; Keddie 1973; and
Cole and: Scritmer 1974.)

Other research has looked at how depriva-
tion affects cognitive and social development

of children (see,:for example,-Riessman: 1962

Ausubel 1964, and Deutsch and Brown 1964).
Rosen (1956) and ‘Katz (1967). reprssemning
another line of research, looked at meavatusi:
among different social class groups.

Educamional policies associated with; and

reSullmz:from the research in.culturalideprivar

“tion werzreflected in the general devclopmem‘
were pnmanly constructed 'to fulﬁll _dem:lcn-
cies in child backgrounds. While some ilater
resecarch has attempted to disprowve. or
redefine:basic assumptions of cultural depriva-
tion, there has also been a growing body oficri-
ticisms of the appropriateness of.compensatory
education programs. (Wolf and Wolf 1962,
Baratz and Baratz 1970, D. Cohen 1972).
(Further desicription of compensatory -educa-
tion is incimded in Section V. 5.¢.)

(At a more global level, cultural andisocial
deprivatiom theories have their counterpartin
the conceptiof “culture of poverty.™ SeeRuchs
1969, Leacock 1969, Harris 1975 for further
references and critiques. of these wiews:as:ap-
plied to minerity groups in the.United States.)

lV; 3.b. Genetic Inferiority. Following the

Supreme Court’s school desegregutionidecision

ir' 1954, there was-a revival of razist dumtmines

pasiting* bamtogically based. infexfority e tthe
alleged g=metic intellectual imferioriny of

blacks, Imferior educational ¢utcomes: for
black chibdren, the argument went, resulted
from genes, not segregation.
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What “tus been -cferred o as a “scientific
racist” pessition was subeguently developed by
severai wsocial soremtists who looked at
differences-between pertormznces on 1.Q. tests
by black: versus.whites (4. Coleman 1972).
The bulkaf this resezrch foezmd blacks lower in
1.Q. than: whites. Sluney 5 0%56) The Testing of
Negro Inselligence rzpreseras the culmination
of this type of resesruds avhieeh. concluded that
the presence. of somres: e - differences be-
tween blacks and. sneges determined in-
telligence: .1est resuits. These early studies
assumed that intelligzme=was a fixed capacity
which was distinguishable: from educational
achievemrent. This busic;genetic difference was
cited as one reason jorthetailure ofthe com-
pensatory-cducational iprograms.-of the 1960’s.

Pettigrew (1964):provides.a guodireview of
thezearly research au.1.Q. and:gensetic racial
differenc:.. Davy (1'973) reviews ‘the later
research, particularly focusinz upon Jensen's
views. Jensen (1969, 1973) remains:the prim-
ary proponent of genetic differemces between
whites and ‘blacks which-have-educational im-
plications. Criticisns: of the:genetic:inferiarity
position are numerous. Forexample, see Light
and Smith (1969). and Brace, et al. 1971..

IV. 3.c. Bizsei: Assessment an& Negative
Labeling. The:wmizural deprivationsss tended
to .compare the tparenting styles cand .com-
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with idealized ~am=ions of middle-md upper
class styles. {Ltnguistic characreristics e
social renavivyr patterns of lowes=incem:z
children: similaaler weppe-ussessedi against pat--
terns mamitestentow mmiliite - and upper-incomze.
children. This izresndier=e on:a deficit view-af
minomity:pattermswlizemed ivergences: from mid:
dlesciass. norm. weres consideredi =rrors ‘heas:
decrmased somewinr nr:the: area ofl westing ever
the: st few wears ™rmmarily the smeumen{s
agaenst standardizz:i;ussts: is that they.are i
vilidl with minomey. ditildren owimg tw dis-
sim#larities.in" expeomnee.  Standmvdtized: tests
are ‘normed omrichiidren whose .experiences

-vary:systematically fronr-those of sxany black

children::thus the comrzent of questions.and the
types.of testing situatiizms, for exampie, tend to
be:sinappropriate “forrminority children. (See
Cole and.Scribner 1974 for references on this
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subject including others by Cole:and his associ-
ates. Early articles on biases in testing refer to
the cpncept of “‘culture fair’ tests. See Anatasi
196%. As others have argued and Cole’s work
deswmnstrates, this concept is not very
memnmgful.)

- Ttz biases in these tests have come under

‘pamscular attack in situations where such tests
ar===sed in classification procedures. Jane
Mez=-zr's work has been important in this
rezard. She explored school and agency
ckessification procedures for children based on
stamdardized intelligence tests, and found that
tizergrocedures resulted in labeling as mentally
rezezded ‘a disproportionately large number of
Chizanos and blacks. She -argued that current
classsfication procedures violate the rights of
chilérren to be evaluated within a culturally ap-
propriate normative framework, their-right to
be.assessed as multi-dimensional beings; their
rightto be fully educated, their right to'be free
of stigmatizing labels, and their right to
cultural identity—and—Tespect. (Se¢” Mercer
1974;:see also Section VI. 1. a.)

Faulty assessment has also been linked to
another explanation of poor performance by
minority children. Research during the:last ten
years indicates that differing expectations of
students are held by teachers and communi-
cated perhaps unconsciously to the students.

‘Pevelopment of thought and research-in how

‘ crexpectations influence student:perfor-
-‘nrance was originally stimulated by Riwsenthal
-and..Jacobson's 1968 study. Pygmulion: in the
‘Elassroom, The basic assumptiomofitheir-study
was that one person's expectation for:another’s
behavior could come to serve as.a self-fulfill-

ing -prophecy (1968:174). Carried out in a

-putilic. elementary school in grades | through
6. mtiis study tested the hypothesis by
mamEpulating teachers’ expectations for-their
students' achievement to see it those: expecta-
times would be fulfilled. The manipulation,
andfiztierefore the influence on teacher expecta-
tiorrss. was created by claiming.that a general
adize=vement test had been developed to iden-
tify late intellectual “bloomers.” Children
wer accordingly labeled on a random: basis
andthe results given to the teachers. At:ithe end
of:zzyear, achievement test data.offered some
evidence that the children labéled as late

e —
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-bloomers showed better performance than they
-had previously. The authors concluded that
‘the results could be explained by the self-

fulfilling: prophecy effects of teacher expecta-

itions. They reasoned that:the expectations:cre-

ated about these “special™ children caused the

:teachers:to somehow treat them differentl, se:

that they really did do better by the end ¢ the
year.

The controveitsy which followed publicution
of this finding was given impetus by the serious
implications ofithe findings that teachers:nzight
be' responsible:ifor maintaining different ‘stu-
dent performanxe:levels. Even more seriously,
since minoritystudents frequently:have been at
a disadvantagezmrmeetingzmainstream cultural
and academic standards because they had
different culturz tackgrounds, they were often
placed:inthe “slow™ category. Through time, a
cycle of:being solabeled and performingup to
that label could.form a:basis for contimued:
minority group existence:since membexs-of'the
group would not have the chance o enter
mainstream culture.

“The seriousness of Rosenthal and Jacabsen’s
findings were, and are generally suill con-
sidered convincing- Numermas repliztions,
however, have nattproduced conclusere sup-

-port for the argument.:shus diminishing::he $o-

tency of their resuits.

Thorndike (1968), White (1969), & ophy
and Good (1970, 1974),:and Fleming:and Amt—
tonen (1971) all provide.good reviews of thi:
area of research. Fimm{'972) bot*- reviews..this:
research and placessitiiniihe.gesiecal consg=atr oz
other work in biased: assessmemiz,

IV. 3.d. CiiltnraliDifferemees. There-is ..

sinall body of" litezature addrzssed: o the.
effects of school iresponse ‘to wultural. and.
linguistic differences:i(not:deficits) onzeduca-
tional inequality. Sumulated by a .growing
awareness of problems:ifaced by ethnic,
especially black,.studentssin public: schools,
research in this-area has:facused:on:the com-
patibility betweentire cultaral patterns:learnedl
at home and those:regwired and:expected ‘at.
school. It is assumed Wit <mperiemce. affects:
learning and e if fhweroitsp-disjunctions be-
tween the studengiswentbity -andithat-reflected in
the content taughtimr schoeil occur; learning

may be made more difficult:than if the content
was more closely imatched ito the learner’s
remfity. Underlying bacic differences between
the:child’s home and school experiences
would, in other words, be in conflict resulting
im depressed academic achievement and:poor
periormance in schwol. Some ofi the research
here. for examppite, focuses on stylessof behavior
expected and rewarded .in the students’ home
siiuation, comparing it with those=xpected:and
~valued in:school. For example, the: black child
may learn to undertake responsibility for his
-swn care and thar of youmger siblings;
‘however, the skKills ‘and value. orientations
swhich comprise this:ability:are disregarded’ina
school where the: teacher regulates and often
severely reswricts inter-personal activities:zas.a
rmeans of directing students’ attention toward
zacademic: achievement. Other escarch com-
pares learninz syles and =seciolinguisticrpat-
terns, finding:Zn some cases that:patterns ex-
pected. in the school violate:patterns expected
.at home. These:areas of “cultural conflict™. it is
-argued,lead to-misinterpretations on:the-parts
.of ‘both minority students:zmd their teachers.
{Many of these :siudies; ame the: work :of
.anthropologists, ¢.g.. Fuchs: 1569, Rosenfeld
1971, Valentine 1971, and G4llimaore, et -al.
1974. For a position paper in tiis arca see
Johnson 1973.)

The: cultural difference wodel whicr ex-
plains lower educarimmal outussmesof lower-in:-
com=and minority ciildrenussingziie concept
of culture conflict was:criticized v Mallentine
(U971, 1972) who .arguest. that. cmltural
differences would become siraply-a-euphemism
for cultural deficits..or deprivation.-and: that
reducators would:simply useiizas;arationaliza-
tion for failure to succeed:wwith: minority

-ichildren. Valentine argued :tisut:most ‘black:

;Americans tend ‘to-be bicultuxal; that is, they
--are able to negotiate white matsstream institu-
tions as well as black institutions: Valentine
argues, thus, that’biack Amerians.as welkas
other minority groups are perfastiy.capabls of
learning. alternative :culfural jpatte@ns-1o -use.
whenthe need arises. An-emexgentgposition-is
‘that culture.camfTict is not:suliictentmomproduce
rpoor-achievemrent in schoolz&mustailso be:ac-
~companied by:isome. form:ofi:ontimeing:nega-
rtive. 1astitutional ' respomge to .cultural
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differences. Recently; Gallimore, et al. (1974),
in a study of minority high school students,
have added to the conceptualization by
describing what they term a “culture of con-
flict”. A culture of conflict is a pattern of im-
teraction which arises in cases where teachers
and students of different backgrounds
negatively respond to onc another so that pat-
terns of behavior ure developed which would
not occur in cither culture. Teachers treat
children in a way they would never consider
treating children of their own group and
similarly students treat teachers in ways:they
would ncver treat adults in their own com-
munity.

V. REMEDIAL EFFORTS AND
COUNTER FORCES IN IMPLE-
MENTATION

The major actors and events determining
the course of school desegregation policy have:
not been local officials, educators, or parents
involved.in the schools on a day-to-day basis.
These individuals, however, have borne the
brunt of“the responsibility for thezimplementa-
tion of desegregation. In manyways, the de-
mands exceeded the ability of locl systems:to
respond constructively to the changes re-
quired.

Initially, school desegregation-was assaci-
ated with a strong ideological ‘focus onzthe
egalitarian principles of American:society. The
ideological basis, however. did: not over-
shadow the cultural basis for white. resistance
to desegregation in the South. (See Section
11.1) As a result of strong local mesistance to
desegregation, the courts and federal agencies
were forced:to devise measurable:standards. by
which to assess compliance. In:the process of
this translation, some of the ideological: fimme:
motivating the changes was lost. Local-officizidx
were told to implement specific plans narrowiy.

focused upon achieving a certain degree of’

mixture by social race. Not :able to argue:ithe
plans on educational merits'nor in terms:af.an
ideological:position acceptable to theirzconsti--

tuents, the officials could only present: the:
plans as directives from higher and not always

valued government sources, which, ifnot:im--
plemented. would resuit in the.loss of funds:er
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the application of otim=r sanctions. (See Strout

and Sroufe [96% who outline the difltemma
faced by schoo! admimistrazors.)

In the short rum. dizsegregation hastended to
separate commumities into pro- -and. anti-
desegregation factiams which exert a great deal
of.creative energy. mot in devising constuuctive
means of achieviapg desegregation, but in:coun-
tering one another and the latest emergenmt

.government policy . Piece by piece, the mary

changes required in:ie process of adaptation
of the school districtzmd the schools have been
developed on the kol level in response to
specific pressure fmam external sources of
power rather tham:in.accord with aperspective

that is ideologically meaningful on:the local

kevel.
In: the absence of @ meaningful ideolegical

tsasis, perhaps parents. both black and. wihite:

wibo are dissatisfied and discouraged! wiitnithe
public schools. Iave turned to alternatives
associated with more coherent idenlogies.
White parents:seeking to :avoid desegregated
schoolsihavetbeen respansible . fortite .codmtion
andi wxpansiom of aliemmarive Driwate-sciools.
emphasizimz comse: vative walmes, Hlack
waremts, on:ahe other hand, @nd senre-white
parents (alshwough for different reasons; fave
swppaented. & mosmment to medistribmre -comirol
ssver school (decEsons, emphasizingrthe rwle of
tdie comm unity it Sraping fits schomis,

Rchool «<ksegrzmmmion on the &aral (evel,
e, has tended :to:feza:matterof reactiv/a and
-atfifustment torpolicy <irisions forgediat w fhigh-

-er ievel. The weactine nature of the itocal

response is alse reflected ‘in educamonal

developmenss: whiich kave come about a1 the:

9.

wake of dessgmepatiom efforts, The -various
programs ‘umy be seen primarily ‘2 aimed at
adiustmenis 1o theuncrmsed :diversity -k stu-
drmmEs-now.atienderirsame:schoobs. Jxmmany
cames, dtie ‘emerEemt ‘programs hame smerely
been methodsitomallow the :continumtinnref the
StES REQ.
V.1. Methails @f District: Desegregation.
Early methods »f implementasian: of
desegregation inclmaed “skillful districting”,
pupil pliacement: gmovisions for freedtam of

choice:in: school etéfollment,. some. busimg: to
disperse: heawy cmarentrations -of’ imaority

6
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populatiems, pairing of schools to shift away
from neighborhood schools, and implementa-
tion of-the Pupil Assignment Act (Day, et al.
1963). These procedures, however, only
slightly reduced school segregation and were

not widely practiced, particularly in the South, ‘

Clark (1972a) in another review of ecarlier
methods of implementing desegregation
describes a number of “educational programs,
plans. and gimmicks” offered in the 1960's to
entice blacks to accept substitutes for serious

and effective public school desegregation.

Compensatory education and voucher
programs.are two plans he discusses.

Thoere is a large body of literature on cur-
rent school desegregation programs, most of
which is descriptive. A summary of current im-
plementation plans is provided by the U.S.
Commission on Civil Rights (1961, 1967a) and
Bram (1¢63). Most of the other references
descxibe ttesegregation practices in particular
schools amd school districts, such as that of
Henderick (1968) which is a detailed history
and . cuzent description of the Riverside,
‘California. desegregation plan. Turner (1962)
provides.a similar report for New York City.
Many of these studies evaluate procedures
used to obtain racial balance in schools, as well
as .describe the current conditions in school
systems. Camp, et al. (1969), for example,
describes 'the Portland, Oregon, “‘Suburban
Transfer Program”. These descriptive studies
vary in detail and comprehensiveness. In the
following sections of this outline, desegrega-
tion techniques implemented in some of these
areas are further detailed.

A great deal of the energy devoted to imple-
menting school desegregation in many districts
has involved devising plans:. whereby -the

degree of :mixing required by the courts or

HEW will be realized. The types of remedy
which have become prominent at different
periods represent the increasing demand of the
courts -for massive as opposed to token
desegregation and the shift of judicial attention
from rural Southern districts to urban districts
including those in the North and the West.

(Aside from the descriptive materials men- "

-tioned above there are also some sources which
were intended to serve as guides to desegrega-

tion implementation. Suchman, et al. 1958 is..

such a reference as is Wey and Corey 1959.
Representing newer works of this sort is Orns-
tein's 1974 analysis. This book outlines
organizational approaches for distributing
decision-making authority and power in the
community for school desegregation,
especially in metropolitan areas.j

V. 1a. Open Enroliment and Freedom of
Choice. Early attempts during the 1950’s to
desegregate the schools were often circum-
vented by laws and state constitutional amend-
ments which had the effect of actually delaying
the desegregation process. The most common
device was pupil assignment laws which gave
local schools the power to establish criteria for
assigning students to schools. By manipulating
the various requirements, local officials were
able to preserve segregation (Orfield,
1969b:18).

Open enrollment and freedom of choice
plans were methods of desegregation
developed in the 1960's. Under these plans, no
student was forced to transfer out of hi:.
neighborhood or local school to another, but
individual students were given the opportunity

‘to make transfers {(both within and sometimes

outside their district lines) if they wished to do
so. The courts were not impressed with the
results of such plans although it is possible to
see both hypothetical advantages and disad-
vantages. Mizel (1968), for example, presents
two views. The first view is favorable, but notes
that much more time is needed for freedom of
choice to start operating effectively. Unlike
quota transfer plans, open enrollment plans do
not deny black (or white) parents their
democratic right to choose a school. The other
view argues against open enrollment plans on
the basis that general psychological and social
restraints make the black’s freedom to choose
more theoretical than real. For example, Or-
field (1969b:137), mentions a study by the
Office of Education which identified twenty-
five practical difficulties of free choice. One
such difficulty concerned the method of mak-
ing application forms for freedom of choice

-available to black parents. Usually these forms

were given to the children to take home to be
filled out. However, in some cases, black

-*teachers were pressured by school officials to -
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mark black students’ choices for primarily
black schools; parents were-often afraid to take
back to the school principal a request to
transfer a child to a white school. (Also see

" Crockett 1957; Weinstein and Geisel 1962;

Day, et al. 1963; and Binderman 1972.)

. There is a general consensus in the literature
that open enrollment and. freedom of choice
plans are not a successful approach to school
desegregation (Saint Louis Board of Education
1969; Binderman 1972; and McAdams 1974).
Later, attempts were made to make freedom of
choice workable, ‘using such things as

assurances from the courts and school officials .
. that guidelines directing. school superinten-

dents to assign free choice students to the
nearest school with available space would be
enforced. Compliance with these ‘guidelines
became an administrative nightmare and pro-

. voked considerable local opposition (Orfield °
".1969b 138) ‘

V. 1.b. Rezomng Especially. in smaller
cities or areas which have relatively small sec-
tions of high density black populations,
desegregation has been achieved by some of the
same methods originally used to preserve
segregation, such as strategic site selection for
schools. Other frequently used methods have

-included changing and enlarging the atten-

dance areas of school districts.

Pairing, one such device, involves merglng
the attendance areas of two or more schools
serving the same area. The concept was in-
troduced in 1948 in Princeton, New Jersey,

where two elementary school student popula-

:ions were merged; students in grades K-5 were

B assigned to one school and students in grades

6-8, to the other. Swanson (1965) presents a

" detailed report of the introduction of the
“Princeton Plan” in New York City, with

special emphasis on resulting political

~ ramifications. .-

In some cases where schools have been or-

‘dered to achieve racial balance contiguous at-
tendance areas have been impossible given
residential segregation. In these cases, satellit- -
- ing may be used where a quota of students are
-sent to a school in an area not contiguous with

therr own.
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. In communities which have a larger number
of schools, ‘‘central schools™ have been
established. This is essentially an- extended
form of pairing, where a whole district is made
a single attendance zone and all students in one
or. two grades are placed \in a single large
school. Englewood, N.J., Berkeley, Cal., and
Teaneck, N.J. all implemented this type of
program to accomplish desegregation. A re-
lated idea is that of “educational  parks.”

‘Several desegregated schools, serving a total

student population of 5,000 to 30,000 would
be grouped together to allow efficient use of

staff and resouces, provnde a wide 1 range of ad- -

mmrstratlve -and- auxrllary servtces "and offer
expanded educational opportunmes beyond ,
the flnancnaL.capabrlltles ‘of the 'smaller
schools. A number of educational advantages
to such parks have been discussed. (See Fischer
1967 and Keppel '1967.) With ‘regard to.
desegregation, educational parks, by combln-_
ing.smaller schools, would have the effect of

substituting desegregated parks for segregated

neighborhood schools. .

(A general report by the U. S Commrssron
on Civil Rights on racial isolation 1967b pro-
vides brief descriptions of several educational
park proposals in East Orange, N.I., New York
City, Berkeley; Cal., Pittsburg, Pa., and Albu-
querque, N.M. as well as some discussion of
the advantages of this plan. This reference also
includes a comprehensive .bibliography. A
number of papers which further: evaluate the
potential of educational parks are combined in
a special report by the U.S. Commlssron on
Civil Rights 1967a.)

-V, L. Busing. In large urban’ Cistricts
where residential segregation is extre. s, it is

often impossible to obtain any degree of mix-
ing withoui transportmg some children out of

" their neighiorhoods to other schools Wlth',

court pressure on urban areas such as Boston
and Detroit to desegregate, the means. of
transportation, buses, have acquired an ascen-
dancy in the 1970's as a symbol of desegrega-
tion. In the Swann v. Charlotte-Mecklenburg
Board of FEducation decision of 1971, the
Supreme Court upheld the constrtutlonalrty of
busing ‘as one means by which a dual school
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system could be dismantled. The court cau-
tioned, however, that the decision did not ap-

well, indicating that the busing controversy is
being used as an excuse to avoid facing the real

ply to using busing in deé facto Segregation
based on neighborhood patterns and that when
busing was employed, time and distance of bus-

ing should be carcfully considered as well as

the age of students to be bused. Despite these
assurances, busing has become an emotional,

political, and social symbol for many favoring.
~ neighborhood schools (Hermalin and Farley

1973). This is reflected by the massive, grow-
ing amount of literature concerning busing.
Mills (1973) presents one of the most com-
prehensive reviews of the busing issue in an
edited collection which includes important ar-
ticles on the background and legal history of
busing, the debate on the effectiveness and im-
plications of busing, and several case studies of
particular busing plans.: Also see Durham
(1973). Rist (1974a), Mathews (1975) and Or-
field (1975) for overviews of the busing issue.
The primary points of discussion in busing
are its effectiveness in achieving equal educa-
tion opportunity for black children and its ulti-
mate social cost in terms of neighborhood dis-
ruption. In a detailed article, Armor (1972a)
concludes that busing does not lead to im-
proved grades, aspirations, and attitudes for
black children. Pettigrew, et al. (1973) in an
cxtensive reply to Armor and other opponents
of mandatory busing, point out that, although
the evidence is incomplete, busing does achieve
legal desegregation and desegregated schools
may improve the academic performance of
black pupils .and lead to increcased college
enrollment for black students (see Section V1

for a more detailed discussion of these ques-.

tions). Popular objections to busing tend to
focus upon the element of being “‘forced™ to

“send children to a particular school and the

prospect of loss of neighborhood unity through
the loss of neighborhood schools which serve
as a force in preserving neighborhood tradi-
tions.

Busing is obviously just one factor in the
complex issue of school descgregation.
Although there is a great deal of discussion
about busing. some suggest that busing is ac-
tually a phony issuc. (Sec Askew 1972 and
Durham 1973.) Harvey and Holmes (1972)
and Green, et al. (1972) stress this point as
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issués, the development of a pluralistic society.
Others, such as the NAACP Legal Defense

'Fund, have put what they consider the real

issue underlying the busing controversy in
more direct terms. One of the 1973 articles is
entitled, *“It’s Not the Busing. It’s the Niggers.”

V. 1Ld. Multi-district Desegregation. Col-
eman (1975) in some of his latest analyses of
trends in school desegregation, points out that
although segregation within districts has to
some extent been alleviated, segregation be-
tween districts has accelerated. This pattern
results in part from the demographic trends of
black settiement in the inner cities with white
migration to the suburban areas. For a number
of reasons, the question of the meaningfulness
of desegregating districts which are mostly
black has been raised. This has focused atten-
tion upon the issue of metropolitan desegrega-
tion or desegregation across the school district
lines which subdivide metropolis areas.

The most important court cases of the
1970's have concerned issues in urban
desegregation one of which is metropolitan
desegregation. The 1974 Milliken v. Bradley
Supreme Court decision included this issue. In
that case, the judges did not require desegrega-
tion across district lines, but the ultimate posi-
tion of the courts is not yet clear. (See Section
IH.1.c.)

Popular support tfor multi-district
desegregation is not high. As Gittell (1976)
points out, consolidation of school districts has
been a strong trend in the last twenty-five

_years. Contrary to these trends, however, con-

solidation of metropolitan districts has had a
different history. State laws have been passed -
to allow more local input on consolidation
decisions with the results that many referen-
dums are turned down by local votes.
Spokespeople against metropolitan desegrega-
tion have also at times included black leaders
who argue that black control of city districts
will be lost. o :

On the other hand, the push toward
metropolitan desegregation is.occurring at the
same time as a push toward metropolitaniza-
tion of services in general. There have been a
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number of educators, for example, who haue

advocated the metropolitanization of educa-

tional services for a variety of reasons.:Baztle
(1973), for example, advocates cooperative.ar-
rangements hotween city and suburban school
districts whiczz can potentially/timeak down cur-
rent financizl and ethnic boundaries between
the.city and suburb. With this-plan, the finan-
cial ‘base of the school system, the property

.area. is broader and more equally shared ‘be-

tween schools. As another examrie. Levine
(1973) farvher describes the adwatages and
disadvantages of the approach.

(For a detailed analysis ofrpossiyfie patierns:
of thezimplementation of metropaifivun schools,
see Ornstein 1974. For overviews of other
problems- in metropolitanization. :see Scott
1972 and Glazer 1974. Also see Section V.3.
on community control, a traditional pattern of
school.control that metropolitanization coun-
ters.)

V. 2. Community and Indéiafizal Resistance

Community-level resistance to disegrega-
tion has been provoked by the :spread of
beliefs,:some grounded in fact and others:not,
about-the harmful effects.of desegregatian on

white school children. White parents have ex-

pressed fear and anxiety :@bout sending their
children to schools in certain neighborhoods;
they have balked at the idea of their chiidren
atiending lower status schools. They‘have com-
plained about the breakup .of friendship
graups, the:distance traveled o get to school,
amd:the denial of their *“rights” to Jive:in a:cer-
tain'neighborhood and benefit frwm its schools.
Other more extremist gromps ‘have resisted
desegregation on the grounds that interracial

“contact will lead ‘to ‘imterracial marriage-:and

the-evential degradation of 'the white race..
Beliefin the validity:of these concerns: has

spawned public, somesiimes” violent,
. demonstrations, harrassmentast black families.

a large increase in the number of private
schools dedicated to segregzation, and move-

“ment by white middle- and upper-income

families to suburban school districts—all of

which-have succeeded in slowing-the forward -

momentum of the desegregation process.
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V. 2.3. Demonstrations, Protests, Harass-
ment. Local resistance to school desegregation
has included vanous forms of protest,
demonstrations, and acts of violence against
potential desegregators. School boycotts,
picket lines, and protest marches which some-
times result in riots, assaults, and the destruc- -
tion of hated symbols of desegregation such as
school buses continue to be expressions of’
community resistance.

Local resistance to school desegregatlon has
also included more seemingly premeditated
forms of violence which in some cases-have

resulted in the loss of life. Acts.of terronsm to .

prevent black children from attendmg white
schools were undertaken by unorganized white

. resisters and. groups such as the Ku Klux Klan,:

a secret society-which expenenced ‘a revnval;
when segregated  institutions began to come

under serious threat from civil nghts actnvuy m; . :

the early 1960’s. :
‘Materials on these’ methods of resnstance to
desegregation tend- to be. mcorporated

- general accounts of early desegregatlon in the:

South (e.g.; -Orfield 1969b) or in the ‘general c-
counts of  the civil rights movement in' the

- 1950’s ‘and 1969’s. ‘Accounts written"for-

general audiences also exist. Coles’ (1967) ac-
count of the experiences of black children in
the Deep South during theearly period of
desegregation is probably the best-known. It
includes sections describing and analyzing the
varions forms -of harassment encountered by
black children and their familics. (For other
examples, see Braden’s 1958 descripticn of
community resistance to residential descgrega-
tion in Louisville in the early 1950’s. Chesler

1967 includes verbatim accounts of the ex-

periences of early black‘schodl"'deseg‘reg'ato'rs )

Some research is'also- available concerning
the role of community groups in desegregation
implementation and the factors related to the
degree of resistance . which develops Anearly
study by Vander Zanden (1958) looked par-
ticularly at the Kinds of resistance and the.con- -
ditions under which it occurred. He' proposed a..
number of generallzauons and hypotheses in-
cluding the followmg 1) the explouatlon of
racial and desegregation issues for polmcal
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purposes tends to be associated with an in-
crease in resistance; 2) disagreement, competi-
tion, or conflict between levels or agencies of
government over the policy or procedure to be
pursued toward desegregation tends to inten-
sify mass resistance; and 3) the prevalent
“educative programs” designed to facilitate
adult acceptance of desegregation, which oper-
ate through parent-teacher associations and
civic groups, has tended to be at best a minor

factor determining the incidence or severity of

disturbances attendant upon desegregation.
Some of Vander Zander's generalizations

have been supported ifi later work. Kirby, et al. -

(1973) investigated the schdol desegregation
issue in ninety-one Northern and Western
cities between 1963 and 1969. The study in-
vestigated such questions as the identity of
power holders in decision-making, participants
in desegregation-related decisions, and factors

“affecting conflict. The conclusions drawn were

that the most important actors in desegregation
were the civic elite; including mayors,
businessmen, and school superintendents; the
desegregation issue was not settled in the
streets; and white citizen groups opposed to
desegregation were rather ineffective as were
pro-desegregation groups. Reporting the find-

ings of the study with regard to community -

unrest, Kirby and Crain (1974) draw the con-
clusions that cities with militant black popula-
tions and school boards with a high level of in-

ternal conflict are more likely to have

desegregation-related disturbances. Further
information along these lines is included in
Crain (1968). _

(See also Dentler’s 1965 article which looks
at the various elements of community
organization which influence desegregation,
whether by impeding or facilitating action on
the issue. Also see Killian and Crigg 1965 and
Rogers 1967 for other general evaluations and
descriptions of community disturbance pat-
terns.)

V. 2.b. Private Schools. Particularly follow-
ing the Supreme Court’s decision and the 1964
Civil Rights Act, there has been a rapid in-
crease in the number of private schools,
especially in the South (Leceson 1966, 1967;

Palmer 1971). In Mississippi, for example, be-
tween 1964 and 1971, the number of private
schools jumped from under- twenty to two
hundred thirty-six. Many of these private
schools which appear to have been started pri-
marily as acts of resistance to desegregation
have now become known as “segregation
academies” by their detractors.

Some of the early efforts to'avoid desegrega-
tion involved an attempt to-create state-sup-
ported segregated private schools. The
methods used - whereby extensive state grants
and loans were made to private schools or tui-
tion grants were made to students who could
then choose private schools were later
declared illegal. (See Section III.1.f.)
Although lacking state support, such private
schools continue to exist, sometimes with the
assistance of voluntary organizations such as
churches which sponsor such schools.

(At this point, there is only a limited amount
of literautre concerning the private school
movement. There are two articles, however,
that do emphasize the growing importance of -
private schools in relation to desegregation.
One by Brown and Provizer 1972 'is a case
study of two segregation academies in a county
in Georgia, The other by Terjon 1972, presents
an overview of the role of segregated private
schools and some initial data on the number of
such institutions.)

V. 2.¢. White Flight. There are a number
of references which deal with the relationship
between school desegregation and population
movements in. and out of school attendance
areas (Pettigrew and Cramer 1959; Farley
1976; Orfield 1976). In some cases, this type of
population movement ultimately leads to what
has been called resegregation or the re-
establishment of segregated patterns. A term
that has become associated with certain types
of population movement, “white flight™, refers
to what was originally believed to be a white
response to desegregation. . Leacock, et al.
(1959), for example, defined white flight as
“panic moving™ where there was a quick sale
and turnover of housing from whites to blacks,
This movement was primarily thought to be in-
itiated by desegregation,
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Reporting the major findings of his larger
work, Trends in School Segregation, 1968-1973
(Coleman, et al. n.d.), Coleman (1975) sug-
gests-that desegregation of central city schools
has accclerated the process of residential
scgregation between the city and the suburbs by
increasing the extent of white flight. Where
school district boundaries are basically coter-

‘minious with city-county municipal units, such

residential segregation is reflected in school
enrollment figures. Coleman finds that the pat-
terns of mass exodus have occurred during the
year of school descgregation in a number-of
citics, especially in the larger cities where there
is a higher proportion of black students. Green
and Pettigrew (1976) arc highly critical of Col-
eman’s research methodology which, they
claim, has biased his results. Other articles by
Mumford (1973), Farley (1976), Orfield.
(1976), and Rist and Orficld (1976) substanti-
ate Green and Pettigrew’s claim and look more
closely at the nature of white filight, par-
ticularly questioning whether white flight is in-
itiated and supported by forced school
descgregation, or is primarily an independent
occurrence which results from: (1) a general
trend toward declining enrollments primarily
in cities but also in many suburbs, (2) the pat-
tern of white out-migration from cities which
developed primarily as a result of lack of hous-
ing long before the school desegregation issue
was a dominant social pressure, or (3) special
local circumstances which occur
simultaneously with desegregation, such as the
closing of an industry. Regardless of its causes,
whether they be social, cconomic, or political,
white flight is scen as an important issue to deal
with in educational planning (Rist and Orficld
1976). As described above, the presence of an
ample number of whites in a descgregating dis-
trict has achicved the position of a high priority
concern for some who argue that whites arc
necessary both in terms ol financial resouces
and their cffect on black achievement scorcs,
(See Section 1V.)

V. 3. Community Control and Decentraliza-
tion

Issues of decentralization and community
control became increasingly important in the

4
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mid 1960’s. Although the two issues derive
from different perspectives, they both seem to
have gained momentum as a rsult of court-or-
dered desegregation.

Proponents of decentralization are most

_often white parents who feel that their control

2

of schools has been usurped by large
bureaucratic bodies which are more respon-
sive, especially with regard to desegregation,
to the demands of federal ofticials than to local
citizens. This group advocates wne dissolution
of the massive bureaucracies and the return of
control to !:ea! units. The’ neighborhood
school symbolizes the decentralization issue.
Although it is conceded that such schools do
promote a closer school-community bond, they
have been attacked on the grounds that they
maintain de facto segregation. (See Fischer
1964, Dodson 1965, Burt and. Alexander
1969, and Somerville 1969.) Since the
neighborhood school concept is counter to.cur-
rent trends in desegregation, especially multi-
district desegregation, a great deal of conflict
has been generated at the community level by
proponents of this approach.

Comntunity control, on the other hand,
tends to be a position espoused by blacks
frustrated by the slow pace of descgregation
and the failure of expected positive outcomes
for their children. For blacks who have come
to believe that present school systems are fun-
damentally racist in their social and cultural
organization, community control is seen as a
means of transferring control of schools to
black groups who will be more responsive to
the needs of black children. Other blacks have
focused on the educational importance of con-
trol. They are concerned with the negative psy-
chological consequences for blacks of*lack of
control oveér important institutions which
affect their lives. They cite Coleman, et al.’s
(1966) finding that increases in black
children's sense of control over their environ-
ment promotes higher academic achicvement
as evidence of the need for black control of
schools. With community control. the focus of
the black perspective on education oppor-
tunities shifts from improved achievement to
improved seclf-respect as a means of stimulat-
ing achicvement gains.
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» (For more information on these topics, see
Altschuler 1970 for a discussion of community

legality of community control, and D. Cohen
1969 for information on both decentralization
and commun;.: control as well as a discussion
of the general confusion produced by conflict-
ing research results which question whether
either approach to school reorganization will
produce more positive educational outcomes,

V. 4. The Role of School Personnel in Dis-

'lncl Desegregation

Admlnrstrators, school board members,
principals, and teachers often fear the imple-
mentation of desegregation because it is dis-
ruptive. It often requires complicated atten-
dance plans, student andteacher transfers as
well as provisions and facilities for new stu-
dents in a school. Although these participants
in the desegruzgation process could provide a
strong voice of support which might calm
parental fears about and promote a smooth
transition to desegregated schools, they have
usually not done so. Political reasons for this
failure are discussed in the two subsections
which follow,

Teacher organizations have also been
relatively inactive in desegregation although

‘some have come to the aid of black teachers

who tended to be drsplaced when desegrega-
tion occurred.

VY. 4a. School Boards and Administrators.

Kirp '1970 for discussion of the

creases bureaucracy, and the erosion “¢f ad-
ministrative control of classroom actnvmes in

the face of increased: teacher mllltancy have .

been cited as further reasons for. loss of local -
administrative  power,
Goodman 1968 and Guthrle and Skene 1973 )
This lack of power seems to have been~further
accentuated by the -threat of- desegregauon .
Desegregation is disruptive to school officials

because it undermines the power base from
which they operate, ‘School supermtendents,
who normally have some control over educa-'

tional pohcy have no power to prevent court-f o

ordered desegregations. Supermtendents also
have - no- educational basis for:- advocatmg__,
desegregatlon since the’ research ﬁndmgs on”
academic outcomes are inconclusive. At the
same time, traditional backers: of the school

board (those most actively lnvolved and those

who provide the schools’ financlal base) most
often white middle-income parents are often
opposed to or at least divided over. the issue of
desegregated schools,” At the same time the
board, entrusted with the task ofrmplementmg
desegregation at the district level;"
counter pressures from other local interests.

. Groups, including civil rlghts groups,. who‘

Local school boards have been involved in -

desegregation struggles for a long period of
time. During the 1950's, school boards tried to
forestall the desegration forces by upgrading
black schools:-Later, local boards in other
areas affected by increasing residential
segregation ‘also made attempts to avert the
court’s attention by developing-plans for some
desegregation of schools. (See, for example,
Stout and Sroufe 1968.)

Many have argued that local school boards
have !itle real power as a result of the in-

creased politicalization of education which, in-

many cases, has placed the educational deci-
sion-making process in the hands of state
legislators, Also, the censolidation of school
districts, which limits parental access and in-

favor desegregation: may also represent a new .
community force with which the school board
must contend, This withdrawal of traditional -
support, coupled with the confrontation with
new interest groups, is seen as a dlfﬁculty :

which may prevent the board from taklng any .
decisive action, thus |ncreasmg the possrbrllty .

of conflict, )

One proposed solutron to the board s dilem-
ma has been to set up citizen advrsory commit-.
tees and hold public meetings'to symbolize
community partncnpatlon and’ legmmlzatlon of
decisions on desegregation implv+  “*ation. It
has been suggested, however, that ¢ . groups
are effective only when they i...ude in-
dividuals who are influential in the com-
munity.

(For an interesting case study of one school
board’s attempt to develop a provrslonal,.
desegregation plan, see Stout and Sroufe 1968;
for the effect of school board .drssentlon on
conflict over desegregation, see Vander

:Zanden 1958, and Kirby and Crain 1974; for
‘the influence of community leaders on local
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faces‘“ B
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~ desegregation, see King and Mayer 1972. and

Kirby and Crain 1974.)

V. 4.b. Teachers. Soon after the 1964 Civil
Rights Act ordered large-scale and immediate
descgregation of public schools, it became ap-
parent that faculty desegregation would not
proceed at the same rate as desegregation of
student bodies, An immeuiate consequence of

‘desegregation was a reduction in the number of

black teachers and administrators. Typically,
whenever black students were transfered to
white schools, black teachers were dismissed or

" transfered to crowded black schools. When

whole schools were closed (which most fre-
quently happened to black schools ostensibly

- because their facilities were not as good as

those in white schools), teachers, principals,
and other staff members were often left without
jobs. In some states school districts changed
certification policies, failed to renew contracts,
and harassed teachers who were black or who
advocated civil rights, This practice enabled
the districts to hire more conservative white
teachers. In other places, black teachers were
assigned to desegregated schools in some
“special” capacity, such as black student coun-
selor or special education teacher, which kept
them isolated from contact with most of the
predominantly white students. These tactics

also reduced job opportunities for black grad-

uates in education. (For more information, see
National Commission on Professional Rights
and Responsibilities of the National Education
Association 1965, Ozmon 1965, and Egerton
1967.)

Since 1970, more strict policies for teacher
assignments have been established at the insis-
tence of black leaders and the National Educa-
tion Association. Although it is scanty, some
research now exists which indicates_the_posi-
tive effects that black teacners, principals, and
other staff members can have in desegregated
schools. For information on the positive out-
comes of black teachers and staff as role
models for black children, see Lamanna 1965;
for positive effects on black achievement
scores, see Spady 1973; for positive effects on

‘educational attainment, sece Darkenwald 1975;
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for the effect on reducing violence and dis-
cipline, see Pettigrew 1975. '

There is some literature concerned with the
role of teacher organizations in desegregation.
Once article by Myers (1966) suggests that the
American Federation of Teachers (AFT),
through its locals, can plan a valuable role in
desegragation if its members recognize that
desegregatior: is a part of a larger school
reform and educational improvement move-
ment. However, a look at the literature on
teacher groups suggests they have taken a
‘imited and sometimes negative stand on
sciiool desegregation. _

Groff (1962) and Dewing (1968) present
overviews of AFT and NEA (National Educa-
tion Association) policy regarding. school
desegregation since the 1930’s..They suggest
that because of their size and collective nature,
these organizations are often forced to take a
moderate position with regard to controversial
issues like desegregation. On the other hand, as
carly as 1954 NEA was involved in protecting
the rights ¢ black teachers who lost their jobs
as a consequence of desegregation. Initially
NEA provided counseling and advice as well
as limited financial assistance to displaced
teachers. In 1965 they organized a drive to
raise one million dollars to help with legal fees
made necessary by school administrative at-
tempts to block the hiring and rehiring of black
teachers in newly desegregated districts. (See
Commission on Professional Rights and
Responsibilities of the National Education
Association 1965.) '

One reference notes specifically how a local
teacher organization can affect segregation.
Sobel (1973:2; cites an incident where teachers
blocked the implementation of a research
program which would have substantially in-
creased documentary evidence of the value of
imegrated education: “Tuey did so because
they were fearful that the project might reveal
racism among some of the teaching staff and
possibly lead to dismissal, loss of tenure, com-
munity favor, or something similar. Sobel also
suggests that the developing pattern of teacher
organization and teacher militancy may be
linked to white resistance to social race mixing,
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- representing one of the more covert deterrents

to desegregation which runs through society.

V. 5. Educational Programs and Practices
Related to Desegregation

Relative to the elaborate preparation that
went into designing busing plans and redraw-
ing + district lines to achieve desegregated
schools, changes in the educational system it-
self as a result of desegregation have. been
slight. A -number of reasons have been sug-

gested for.this, Limitations on the school’s

ability to change may stem from lack of com-
munity committment to desegregation which
results in refusals to vote bond issues to finance
programs for meeting the individual needs of

new students in the schools (M. Deutsch.

1967a) as well as from resistance by school
personnel to innovations which threaten exist-

‘ing and familiar patterns of the social

organization of the school, such as means of
controlling and grouping pupils and status
relationships among staff members (Willover,
et al. 1973, Baratz 1975). Eddy (1975) in one

of the few anthropological “studies- of - the -
.desegregation process, found that a new educa-
‘tional program,

introduced simultaneously
with desegregation, helped to re-establish tra-

_ ditional social status positions. According to

Eddy’s analysis, the program provided.a vehi-
cle for establishing black-white faculty rela-
tionships where black teachers were placed in a
position of lesser autonomy relative to whites.
Following the initial period of faculty
desegregation, once the relationships were

-established, the program was more-or-less dis-

continued.

Education programs utilized and practices
emergent in desegregated schools can be seen
primarily as approaches to handling probl,lems
resulting from increased diversity amon} the
student body. These approaches reflect
assumptioas about the basis of the diversity
and the value placed on assimilative versus

pluralistic models of American society. (See

Section 11.4.)

Tracking and ability grouping are methods
of dealing with perceived differences in learn-
ing ability. Separation of children according to

criteria such as scores on standardized tests .

results in over-representation of black children -
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in lower groups. Because of this segregative '

effect, “racially identifiable” classes have been
frowned. upon by federal agencies and the -
courts in' some cases have found tracking
systems to be in violation of the Constltutron
(See Section I1l.1.e.) ,

Another phenomenon encountered in
desegregated schools involves the expulsron of
black students by various formal and informal

* means such as suspensions. These students, re-_

ferred to as ‘‘pushouts” in the lrterature
describing " such ‘patterns, “are seen “in- the.
schools as behavior-and- drsclpllnary problems

Another - approach compensatory educa-.
tion, involves : the provision : of - remedial -

programs desrgned to-aid students drsadvan-~

taged: by their 'home environments. These .
programs were orrgrnally developed to correct
“cultural deprlvatlon which was posrted asa
cause of depressed educational outcomes for
minority and lower- income children. Federal
support for these programs provrded through
the 1965 Elementaryand Secondary Educa-
tion Act provided a stimulus for the’ develop-

“ment -of - this- approach.-Forvarious: reasons,

support for compensatory education is.waning.
Another way. of- conceptuallzmg‘ mproved

education and rncreased educatronal oppor-- e

tunity for: mrnorrty students in desegregated
schools has been 'to focus' upon; diversifying
education rather’ than homogenrzmg the. stu--
dents. Differences in students are concelved as -
differences in cultural bzfckgrounds One ofthe
goals stated in the Mlnnesota State Board of
Education Guldelme “for example “contained”
the following definition of: inter- cultural'»
education, as a goal of its system ST
. ..that educatronal process. . by whrch all
individuals gain a knowledge, respect; and’
appreciation for the language ‘patterns,
history, heritage, culture, Values and con-
tributions to mankind of ‘minority groups.
with special emphasis on Black-Americans,
Spanish-surnamed - Amerlcans, American-
Indians and Orientals, so as to enable all in-
dividuals to" live 'better in" a plurahstrc ‘
society (1971:52). g
These approaches vary in their emphases on
the degree to which all students are supposed
to become multi-cultural and the emphasis
* ‘placed on mutual respect. Ethnic studles was

L
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an early emphasis in this approach. Although

. this trend has captured the attention of many

educators (see Stent, et al. 1973, for example)
it has not received the attention on the national
level that the shortcomings of compensatory
education and’ desegregation programs have.
A characteristic of the programs which have
been utilized, is that they tend to be based on

‘remedies directed primarily to the individual

student ‘Remedies focused upon alteration of

" the social order of the school as a result of

- ‘many . factors tend to be less" frequent and

~ample of such’a proposed remedy and one

unadopted on a large scale. An interesting ex-

- which- is based upon a theoretical orientation,

is referred to by Cohen (1972a).  This remedy

“harks back 1o one of the initial components of -

the argument against segregation presented in
Brown. There has been some research which
suggests that one reason why school desegrega-
tion has not produced uniformly positive out-

" comes for black children is that the social stig=

ma of being black is oftenimeinforced in the
classroom, although social-race mixing has oc-

curred. Katz and'Benjamin:{1960) and Cohen

(19722a) found that when:black and white stu-
dents -were asked to pesform tasks in a
laboratory setting, a pattemm of white domi-
nance emerged. They ielieved this pattern to
be a result of higher expectations, held by both

" blacks and whites, for members of the higher

status group (factors other than social race
were controlled). Cohen- -describes a training

process investigated in the laboratory whereby °

black and white students’ expectations about
the task-performing ability of blacks are
raised, thus producing a situation in which
blacks and whites may interact on an “equal
status” basis. Cohen cautions that achievement
differences can also provide a basis for a status
order in classrooms because achievement is
highly rewarded in school. This achieve-
mentbased order may often be confoundcd
with the social-race status order, thus making
cqual status contact between blacks and whites
and to achicve in a traditional school setting.

V. S.a. Tracking and Ability Grouping.
The educational value of a heterogeneous mix-
ture of students by ability versus a
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‘ homogeneous mixture (referred to as “ability

grouping” or “tracking”) has been a subject of
debate. A good hlstory of research on -the
effects of groupmg is provided by ‘Goldberg, et
al. (1966), where studies-and discussion on the
subject since the- 1920s are. :traced. This

- research, centering upon the issue of whether

_students of 'like ability should be. grouped

together . for. mstructlonal purposes is in-
concluswe _

More recently, the questlon of groupmg has o
become: .entangled ~with desegregatlon issues

*since_ mlnonty- and. lower-mcome children
~tend to be placed in lower tracts. A" pair of arti- S
cles by Weberand. Pearl (1966) illustrate this "~ -

trend. Weber argued that' groupmg can. be ad-
mmrstratwely justified: to further the progress
of students ofdrffermg ab|l|ty and achievement
along -a umform currrculum Pearl ‘argued

_ agamst grouplng, stressmg that slower groups

frequently are' minority. or economically peor
student .groups. This " “academically” based
separation then maintains segregation. ﬁxreen
(1973) also argues against grouping via saek-

‘ing and inadequate testing procedures. Shesays

that grouping reinforces the effects of yemssaf
discriminatory treatment in the educatiom-sft
black children by tracking them in-sepanate:

“and unequal classrooms. (For further informa-

tion see Lacey 1966 and Johnson 1969.)

. There has been some court action concern-
ing tracking (see Section III.l.e.). The aspect
of tracking isolated by the courts as illegal has

_been the biased nature of assessment  pro-
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cedures such as standardized tésts. In a rare
observational study, Rist (1973) found rigid
within-class ability grouping in the St.. Louis
classes he followed for two and a half years.
Because of the longitudinal nature of the study
and dependence upon observation, he was pre-
sent to note the processes involved in forming
and maintaining the groups. He concludes that
the groups were initially established by the
teacher on the basis of social class charac-
teristics. If such subtle processes are
widespread, court action may prove ineffective
toward such methods of isolation and dis-

" criminatory treatment,
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‘Y. 8.b. Pushouts. In this form of resegrega-
tion, a disproportionate number of minority
students are expelled, suspended, or en-
couraged by informal means to leave school.
Especially. in the South, black students have
~ suffered an unusually high number of school
suspensions and expulsions since court-or-
dered desegregation.

One of the most extensive evaluations of this
phenomenon is presented in a report by the
Southern Regional Council and the Robert F.
Kennedy Memorial (1973). The report surveys
rules, regulations, practices, and disciplinary
methods used in Southern schools to push
blacks out of schools. One finding was that the
expulsion rate for black studesws was far

greater than that for non-minority students.—.--

There aresalso ainumber of city-specificzgndies
regarding gpushauts, such as those of Tlarke
(1973) .antl: Maller (1975). Clarke's=study
closely meanalyzed the findings of a.New
Orleans Pacish:Superinténdent's Task Foree:on
Suspensiass:for-'1972, Clarke defined the:ex-
tent of pmfouts by a group-to-group:com-
parison of suspensions, finding ‘indications of
what he considered blatant racism.
Recognition of pushouts as a desegregation-
related problem has generated some
oraganizatic 1al response. Miller (1975) for
example, describes the Massachusetts Ad-
vocacy Center’s School Desegregation Project
which provides representation to individual
students in administrative hearings to assure
that they were. accorded due process and to
monitor student discipline practices during the
implementation of the desegregation order,
(For an additional source see Yudof l975
Demarest and Jorden 1975 present a detailed
discussion of the legal aspects of suspensions.)

V. 5.c. Compensatory Education. Com-
pensatory education programs burgeomtd in
the mid-sixties under the impetus of the
theoretical notion of social and cultural

" deprivation of poor pcoples in the United

States. (Sec Section 1V, 3.a. for a review of the
literature delineating this concept.) This sec-
tion identifies some of the principal literature
on the kinds of programs developed under the

1
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compensatory education umbrella and subse-
quent responses to ‘these programs.

The most comprenensive early review of the
different kinds of: compensatory -education
programs in the U.S. from pre=-school:through
college'sis found in Gordon and Wilkerson
(1966). They delineate seven categories ‘of
emphases in the diverse range of remedies

_associated with the educational problems of

disadvantaged youth. These include: .
(1 readmg and language development,
(2) extra-curricular innovation,
(3) counseling and guidance,
(4) parental involvement, and
(5) community lnvolvement

The launching of Project Head: Staze in the _
summezrof 1965 by the Office ofEconaaric Op-
portumity ..as .a part of President “Lyndon
Johnson’s'War on Povernty represented massive
national involvement.inzcompensatory educa-
tion. Early intervention'was a major-premise to
Head Start” programs:. Elkind (1969:32)
phrases the orientation:as: follows:

If disadvantaged children were to-:profit

from what the schools had to offer, it was

argued, then they need a “Head Start” i
order to catch up with mlddle class
- children————

Payne, et al..(1973) present a critical review of
the programmatic facets of Head Start imple-
mentation that encompasses paraprofessionals’
roles, téachers’ qualifications, lunch and snack
provisions—nutritional quality and children’s
food in-take, transportation for children-and
parents, and parent and community involve-
ment. Their review delineates three. distinct
types of Head Start programs: 1) full year/part
day, 2) full year/full day, and 3) summer. They
further provide a chronology of:events in the
development of Head Start, its move from the
aegis of the Office of Economic:@pportunity to
HEW'’s Office of Child Development, and the
shift in focus to day care centers during the

 Nixon administration, Payne, et al. describe -

Head Start programs and include an overview
of the critical literature on Head Start, includ-
ing the Westinghouse-Ohio Report, a study
whose design was hotly debated, and whose
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“‘report on the lack of intellectual achlevement

of previous Head Start enrollees did much to

+ discredit this form of compensatory education
~in popular eyes. (For another-critical ‘evalua-

tion, see Whlte et-al. 1973. See also Smith and

~Bissell 1970.) The Payne book also presents a
" number of proposals for ‘“corrective’ practices
for Head Start type programs, lncludlng ama- -

jor component on “Teaching Parents How to

_Téach.” Basically, the Payne recommendations

viewstlieymechanisss.of parent and community
actiominvolvement:of Head Start as in keeping;
with- OEQO’s “*commaunity -action”- orientatiom:

- rather thanzakingzazcriticaliview of programss
.on the:basissofitheir- underlying assumptions:

about:the:culture ofithe children.

‘ As:délineated:-in: Gordon: and Wilkersos:
" (1966)zand_awmore’ recent selected survey,.

Compensatorx=Eitucation Programs, Ages 2 to:&
edited: by. JulianzC..Stanley (1973), the initiai:

- impetus:of Head:Staxt’s early intervention was:
“expanded through:the initial Elementary and

Secondary Education. Act of 1965 and later:
acts to:provide-on-going intensified programs:
'of remédial and special educational services'to
children from homes designated as disadvan-
taged. This expansion included initiation of
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1969 about the:lack of significant difference
between Head -Start. and .non- -Head' Start
children on tests of language development and
the Stanford Achlevement .tests.. There. are:
those who have found little: ev1dence through
test scores that compensatory education: has
had a positive . ‘impact“on the’ intellectual
achlevement of so-called d|sadvantaged school
chlldren sufﬁclent to Justlfy the*large fnanclal
input to the programs. : s
'Other critics have spoken from' a dlfferent .
perspective. For. ‘example, Baratznand Baratz -
(1970) criticize early |nterventlon programsf

for the ethnocentrnc;udgments encompassed in-- ~

the goals-of these. programs.to: -alter: the. black . -

child’s home environment lnclud.mg changlng'—“'

patterns of child-réaring: in.the=home; and
replacing the chrld s language and .cognitive .
skills. These. goals and _their: lmplementatron -
procedures stem, accordlng to:the Baratzes,

from an:ignorance of black cultare’ and ‘deny
1mportant strengths w1thm that euiture that are

hood programs:. Stanley (1973) sums up a more.

fundamental “issue-" that" crltlcs such -as- the*ﬂw

Baratzes label “lntellectual ‘racism,”, an issue
that_is often ignored_in- the criticisms’ of those

Follow Through Programs.in elementary
schools and Upward Bound for high school
students. D. Cohen (l972) contrasts the suc-
cess of Upward Bound programs by their selec-
tion of promising (and motivated) partlclpants
late in high school and the program’s concrete
goal of nearly guaranteed college matricula-
tion for its:graduates to the largely undifferen-
tiated goals and undifferentiated clientele of
other compensatory education programs. He
further-identifies and criticizes what he sees as
common assumptions .about the impact. of
schooling performance:on -adult success in the
job and social world, and about education as
an adequate eradicant of -poverty via upward
job mobility that underlie ‘a diversity of
specific compensatory education pro-
jects/goals. “The assumption he questions is:
“that there has been plenty of room at the top
and that schooling was the appropriate escala-
tor” (D. Cohen 1972-153),
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A range of other criticisms have put com-
pensatory education in disfavor since the
Westinghouse Report’s initial evaluation in

who have argued- agalnst compensatory educa-

- tion on the basis of test scores: o
“compensatory education,’ ‘._ as presently
understood, is counterproductive. It-seems
to stem, on the one hand, from the kinds of

motivations Winschel (1970) ‘describes—

prejudice, do-goodness, conscience-salving, = -

and maintenance of the statuSiquo—‘—an‘d, on
‘the other hand, from a reluctance :to tackle
the larger project of revamping:our:entire
educational structure (Stanley :1973: 205)
The differences beiween these two- sets of
¢ritics, in other words, seem to l|e in the degree
to which an assimilative versus a pluralistic
model of American society is held. (See Sec-.
tion 11.4.) In any event, support for compen-
satory education has been seriously’eroded.

V. 5.d. Multi-cultural Approaches.
Emergent in the late 1960’s was a trend. to

_replace the heavy emphasis on compensatory

education—eschewed for its negative connota-
tions—with ethnic and cultural heritage
programs in elementary and secondary public
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schools. In recommending. passage of the
Emergency School Aid and Quality Integrated
Education bill, the House committee (as
quoted in Giles 1974:6) iterated the goal of
this shift in emphasis by its' conclussn- that:

children with differing languages and .

cultures must be allowed to.learn and
respect the language and culture-of the
group to which-they belong. All:children
will benefit from an opportunity to.learn
~about the diverse cultural heritage:of their
" classmates. ‘
A heterogeneous school environment as prere-
quisite for achieving equality of educational
opportunity was thereby set forth not-only as a
matter of the composition of schoolzpopula-
tions by social race, but integration.and:quality
education were explicitly expanded inzdefini-
tion to encompass the curriculum-as.well.
The impetus for multi-cultural:approaches
in school curricula, however, predates:federal
statute recognition. Its developmental. direc-
tions can be viewed in a diverse range of cur-

riculum and teacher resource guides initiated -
from thé mid-sixties on by individual school

systems (see Daheim 1965, and New York City
Board of Education 1968 for early examples)
in response to majority student needs/pressures
for relevant course content or to state cur-
riculum reform ‘mandates. This trend’ largely
inenlved what became referred to as ‘‘ethnic

studies.” (For example, see:the Penrsylvania -

State Department. of Public Instruction’s
booklet. by iHaller: 1970, designed to answer
socialistudies teachers’ questions about imple-
menting new state:regulations that require in-
tegrating ‘“‘major contributions made by
Negroes and other racial and ethnic groups”
into all state public school courses on United
States and Pennsylvania history.)

A major division in approaches to cur-
riculum integration has to do with the degree
to which ‘ethnic studies” is set apart from
other coursss. One philosophy stated in a 1970
survey by Education U.S.A. as that advocated
by nearly all educators holds that:

the ultimate and ideal way to handle

material on blacks and other ethnic groups

is to weave it into the regular curriculum as
an integral part of everything that is taught
from kindergarten to grade 12 (National

School Public Relations Association
1970:4).
The survey also reported descriptive infor-
mation about curriculum projects in selected
U.S. cities.that follow a second philosophy in
implementing a multi-cultural approach:

separate courses on ecthnic' groups, such as

African heritage classes in .schools, or high

school courses—required or elective—ranging

from Afro-American history to Swahili to

Latin American and Asian studies.

A more recent and evaluative look at school
district curriculum guides and programs’ that
follow these two philosophies operative in the
ethnic' studies’ field is presented in . Giles
(1974). In reviewing Afro-American studies -
programs from a number of school districts, he
noted variations as.to whether there.are separ-
ate black studies courses for black students
only, separate courses for minority studies for
white students, and so forth. He labels and
criticizes three distinct orientations to black
studies: contributionism, black identify, and a
thematic approach. o
" Controversy ‘discernable in the literature
over ethnic studv approaches to education
reflects some of the major controversies in-
herent in the differences between general
perspectives on desegrégation (see Section T'h).
and argued in the question of the causes of
educational failure (see Section IV). A year-
book published by the:National Council forithe
Social :Studies on teaching ethnic studies.pro-
vides a good example of the underlying thentes:
as manifest in critiques by proponents of ethnic
study - approaches. One contributor to the
volume edited by Banks (1973), Larry Cuban,
focuses on the teacher as the most important
variable in achieving multi-cultural perspec-
tives and addresses questions of teacher at-
titudes, behavior, and strategies as well _as
academic training, Anthropologist Mildred
Dickeman locates what she. calls the racist
design of schools in their function to perpetu-

" ate American middle-class economic goals that

pit personal individual success against family
and kinship loyalties in which ethnic her:tage is
rooted. Thus, she cautions that ethnic studies
which emphasize culture hero “success” stories
may undercut the very ethnic identity they aim
to reaffirm, Contributor Barbara Sizemore
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contends that curriculum revision and teacher
recruitment alone are band-aid approaches.
Multi-cultural learning must involve a restruc-
turing of schools so that they become institu-
tions for education rather than indoctrination.
At present, multi-cultural approaches are in a
formative period. The criticisms given in the
1973 volume referred to above indicate that
with regard to ethnic studies, one of the earliest
manifestations, multi-cultural approaches
were still in 1973 a subject of debate as to what
constitute their essential characteristics.

A second basic multi-cultural approach
which has to some extent augmented or
replaced the ethnic studies emphasis (Giles
1974:146) concerns more basic elements of the
learning-teaching matrix. To some extent
based upon and respondent to cultural
differences (see Section 1V.3.d.), these ap-
proaches consider alternative learning styles
that tend to vary with ethnic backgroud.
Bitingual programs represent one direction of
such an approach. A legal precident for
bilingual programs was set in 1968 by the
Bilinqual Education Act—Title V.11 of the
Elementary and Secondary Education Act.

Francesco Cordasco, with Diego
Castellanos (Banks 1973), -presents an over-
view of this legislation in the context ~of
methodological issues involved in educating
Puerto Rican children who enter the public
school system from homes in' which Spanish is
the spoken language. Education for such
children, these authors state, must begin with
the languare of the child:

While learning to read and write his mother

tongue [Spanish], the child needs careful

training in learning, understanding, and
speaking English as a Second Language

(ESL) through an aural-oral approach

before learning to recad and write it.

(1973:231)

Thus, “bilingual education™ is defined as in-
struction in fwo languages. The alternative to
using both English and Spanish as media of in-
struction of the school’s curriculum for Puerto
Rican children has been, according to Cor-
dasco and Castellanos, “functional illiteracy™
in both languages (Banks 1973:228). However,
these authors follow the impetus of other
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multi-cultural approaches already resiewed in
maintaining that: ‘

...the_.instructural use of the=fpanish

language in the classroom is not sufEgient in

itself ‘to improve the education «ifi these
children and that a new curriculuns@ust be
devised with cultural as well as language re-
quirements. A truly effective program of
bilingual education should engsmpass
bicultural education:as well. It.sisuld in-
clude:systematic: curricular covemges of the
history and heritage:of Puerto Rirp: In fact,
such inclusions often are as:impowcant. for
the student’s effective developsment=:as .the
use of the Spanish language is fordevelop-
ing his cognitive skills, or as the:learning of

English as a second language is for-his socio-

economic survival (1973:234),

The methodological issues delineated by
“bilingual education” approaches are-also evi-
denced in the questions raised by educators
and linguists about the distinct and systematic
characteristics of English spoken by Afro-
American childnan which:is called by various

terms; Non:Standard Negro English; “‘Black -

English” (Aarons;zetzal, 1969;Dillard::1:973).
Identification of:the:structure -of thissspoken
language .is viewed by many as :az:key to
developing “processes of teaching readiing-to

‘Hiack children.

V. 5.e. Staff Adjustment. Although there
are a few studies of the social processes which
occur in the establishment of behaviowal. pat-
terns in newly desegregated schools:(Pexerson
11975, Eddy 1975), thextopic:has primarily!been
a concern of program:.developers seeking to
assist .teachers in the transition. Five ap-
proaches are discernable in these desegrega-
tion training programs. .

One such approach places major emphasis
upon increasing personnel sensitivity toward
the ethnic student's problems, Frequently
programs centered around such topics are pre-
sented at summer institutes or in the form of in-
service courses. An example of such an in-
stitute is described by Ficlder and Dychman
(1967). This institute was held for a selected
group of teachers and community members to
develop skills, techniques, and understandings
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necessary to solve problems incident to
desegregation. (Also see Banaka, et al. 1971.)

A second approach. includes curriculum
~guides and teacher guide books for ‘multi-
ethnic classrooms. An example . of such 2
- handbook is-one developed by the- federally
funded Far'West Laboratory for Education
Research and'Development to acquaint school
personnel with data relevant to black people in
the U.S. (Forbes n.d.). Other handbooks of this
type are oriented toward human relations. (See
Oklahoma State Department of Education
1971 and Arnez 1973.)

The third approach advocates establlshment
of special teaching and counselor positions to
help in desegregation. Smith (1971), for exam-
ple, details how a guidance counselor model
could be revised to be more influential for
black students. (Also see Kaplan and Coleman
1963, and Brvsiom and Mowu 1973.)

A fourth approach seeks to analyze student
behavior in such a way as to help teachers and
counselers deal with multi-racial classes. For
example, Noar 1966 provides a guide for
" beginning teachers” who 'will be’ involved in
desegregation Other references following this.

mode are ‘Willie 1964, Klopf and Bowman -

1966, Burger 1968, and Vontress 1969.

" A final approach reflecting’ perhaps the
“human potential movement” is psychology in-
cluded sensitivity training through directed
small group interaction. Westphal 1970, for
example, describes such training sessions used
in. Minneapolis to make city personnel more
aware of attitudes that can frustrate equal op-
portunity programs. krvine and Brierley 1973
describe another series of sessions or
workshops which were conducted to assist
teams of public school teachers and principals,
involving both blacks and whites, in interper-
sonal relations. For other examples see
Caliguir 1970, T. Clark 1970, Levine and
Mares 1970, and Lowe 1973,

VI. RESEARCH ON OUTCOMES
OF DESEGREGATION

‘ Beginning in the late 1950, interest in the
effects of desegregatlon on public school led

"

0

social scientists to undertake many varied
studies of social race mixing in the educational
system. Some of these studies, ‘which will be
discussed in this sectlon are directed at: in- -

‘vestigating the consequences for children and

staff of mixing blacks and whltes in schools and
classrooms.

Research on social . race mlxmg, or
desegregation, in schools usually focuses on’
differences between students in Segregated and
desegregated situations. One problem in com-
paring findings from these studies lies in the

fact that “desegregated” schiool settings have . -

been defined by a range of black-white ratios.

‘Pettigrew (1969) has argued that _desegregated‘ ;

schools may vary widely in the quality of inter-
racial contact that takes place within them.
When the schoal climate is charactérized by a
high degree of interracial acceptance, more
positive outcomes may be expected. There are
other problems as well. Some studies compare
desegregated schools while others compare
classrooms. The circumstances under which
desegregation takes place, such as school atten-

dance’plans, changing residential patternsand

ability grouping are also important. ‘These are:
significant differences which are sometimes ig-
nored in lnterpretmg research results,

The outcomes variables, or the . conse-
quences of : desegregatlon, can ‘be grouped .
under three major headings: educatlonal psy-
Chologrcal and social outcomes. These: head-
ings reflect the partlcular orientations of the

social scientists who have done'the majority of . %
the work on desegregation outcomes ‘Because

many studies “have. been narrowly focused;
there has been little attempt to mtegrate the
findings from these -diverse approaches;
however, the findings under each contribute to
a general understanding of the consequences of
desegregation. The outcome variables, too,

~have been variously defined and will be

described in the subsections which follow,
To date, most of the research has focused on
the early grades and has been conducted in the
North where neighborhood: or natural
desegregation (changes in school populations
as a result of changing residential patterns),
rather than desegregation which requires
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large-scale transfer of pupils, is the rule. This
- research has been carried by white investiga-
" tors, Most of the studies also have been cross-
sectlonal in design, meanlng that they compare

black- and white children - across . schools of

differing: racial percentages. -There has been
‘less. emphasis on_ longitudinal studies which
would allow a_look at the effects of sustained -
- change as students proceed through desegreg- -
~ ated schools. Both types of studies, however,
. often fail ‘or are unable to match students in
h comparlson groups by characterlstlcs such as
family background, school quality, or achieve-
‘ment scores upon entering  the’ desegregated_'

situation in order that'observed differences be-

tween segregated and desegregated blacks may =

be: explained by other variations—such as
school quality. Case ‘studies, though not

" necessarily representative, would' provide

more information on the process of desegrega-
tion and the subsequent establishment of social
patterns than do cross- sectional or
longitudinal studies based on limited

__knowledge of the cultural context.

After nearly ‘two decades, desegregatlon
research remains at the descriptive level in the
sense that it has mainly documented what has

happened as a result of desegregation, Studies

have" demonstrated patterns of black-white

differences on outcome variables, but attempts ‘

at generalizing black-white patterns have not
been “particularly successful. Non-slgnlficant
or mixed findings for research hypotheses, the
wide range of background and ' extraneous
variables which are hard to measure but which
may theoretically be considered influential, as
well as differences in sample populations, tests
administered, variables studied ‘and con-
trolled, measures used for eliciting informa-
tion, and procedures used in analyzing data
limit the comparability of research efforts.

There has generally been a lack of theoretical -

development in the field of desegregation
research and, as a result, little is understood
about why desegregation has such different
results in different situations.

™ T6* conclude, findings from the desegrega-
tion research-to date suggest that social race
mixing alone has little consistent effect on

black-white outcomes. Such different results
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indicate a need to look at a multiplicity of fac-
tors rather than’ lsolated varlables when in-
vestigating desegregatlon outcomes ’

Reviews of the research on outcomes of
desegregation are- presented in Welnburg
(1968) and St. John (1975) -St. John s work is
especlally good for its appendlces which list
studies under each.of the outcome varlables by
location, target populatlon mstruments, con- .

“trols, and tests used -as well-as summaries ‘of
: comparlsons made anid results obtairied. Wein-

* burg reviews a'large number of unpubllshed.f‘ B

-works: Volume 39 (No. 2, 1975)ofthejournal

Law and Contemporary. Problems include short

recent overviews of the research on these out-

come varlables »
VL L Educational Outcom'ésf

By far the greatest: amount of desegregatlon

. research time and money has been spent on in-

vestigating the question:. ‘What effects does
social’race mixing have on educanonal SUCCeSS..
for black and. white children? The- most am-,
bltlous work on_educational’ outcomes is the

national survey conducted by James Coleman

and associates (Coleman et al. 1966) entltled »
Equallty of Educational Opportunity Survey
(EEOS). This survey was commlssloned ‘by the
U.S. Congress as a provision of the 1964 Civil
Rights Act and was deslgned to lnvestlgate the
availability of educational opportunitiés in .

* public education to. lnd|v1duals by social race,

color, religion, and natlonal origin:” The -
research involved. studylng 570, 000 school
children and 60,000 teachers at 4, 000 schools.

_Although psychological and social outcomes

were investigated as part of this research, the

~ primary emphasis was on the. explanatlon of

r—

differences in educational outcomes. In in-
terpreting their task, the researchers defined
educational outcomes rather narrowly as
academic achievement and investigated the
effects of family background, school cur-
riculum and facilities, and teacher and student
body characteristics on academlc achievement
test scores. : :

Most studies of educatlonal effects, both
before and after theColeman .survey, have also
focused on achievement scores. A few studies
investigate academic attainment (amount of

2
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b
education completed) and subsequent occupa-
tional attainment as indicators of educational
success.

Staff displacement and changes in the
educational system as a result of desegregation,
which might also be considered outcomes of
desegregation, have been included in Section
V. -

V1. 1.a. Academic Achievement,
Academic achievement is the variable most
often used to measure-the effect of desegrega-
tion on students’ educational success.
Academic. achievement in desegregation
research has usually been assessed by compar-
ing standardized 1Q or achievement test scores
(verbal and math achievement scores are
sometimes evaluated separately or they may be
tumped as an indication of general ability) for
blacks in segregated versus desegregated
schools, for blacks in desegregated schools
with national test score norms, or by compar-

ing the extent of the gap between black and °
white scores for students in the two types of

schools.

'A number of cautions are advised when in-
terpreting the results of research on desegrega-
tion and academic achievement. First, chang-
ing social and political climates manifest by
such things as changing social-race composi-
tion of neighborhoods and changing desegrega-
tion policies since 1954 (when comparative
data on black-white differences on standar-
dized test scores were first published) makes
cross-study comparisons tenuous. In the earlier
studies (those before 1966), for example,
achievement was sometimes measured by
grades as well as by test scores. Increases in
black achievement scores for desegregated
pupils were more frequently reported during
that period. The use of grades as measures of
achievement was soon discouraged because it
was felt that teachers’ perceptions of academic
standards and evaluation as well as the content
of the material they taught differed so greatly
both within and between schools as to severely
bias grades. These early - results may also
reflect the fact that most blacks in desegre-
gated schools during that period were there by

choice as a result of neighborhood desegrega--

>3

tion and that most “desegregated” schools had
only a few token blacks and remained pre-
dominantly white. These conditions no longer
exist in many parts of the country where court
decisions of the 1960's and early 1970’s have
required desegregation programs which insure
racial balance through the requirement of dis-
trict-wide desegregation or large-scale busing.
From the mid 1960's to the present, achieve-
ment and IQ test scores raiher than grades
have been used as the criterion for measuring
academic growth because they were believed to
represent an objective measure of children’s
progress in school. Recently problems associ-
ated with the use of these tests have been
pointed out, and the assumption that they are
“objective” measures has been challenged,
Since test scores are sometimes used to assign
students to classrooms,';as with ability group-
ings, or associated with selection of students
for schools where special programs are offered
as incentives to desegregation, blacks and
whites of unusually high ability may be con-
centrated in certain “‘desegregated” situations.
If these situationsare included as cases in the
sample studied, achievement score changes
will reflect selection processes rather than
desegregation effects. Secondly, a number of
studies have shown that these standardized
tests are biased in favor of white middle-in-
come children because the material covered by
the tests is more likely to be familiar to those
children than to minority group children-(see
Section 1V. 3.c for more information on this
argument). Others have suggested that achieve-
ment scores measure conceptual abilities
which are developed through the interaction of
parents with their children before they enter
school rather than skills which the school itself
is trying to teach and for which the school
should be held accountable (see, for example,
Shaycoft 1967). The importance of the ques-
tion of how well achievement scores measure
what is learned in schools has been recently
underscored by the fact that desegregated
blacks tend to do better than segregated blacks
on math, but not verbal achievement scores.
(For reports of studies which investigate these
and other important variables with regard to
achievement and desegregation, see Denmark




1970, St. John and Lewis 1971, and Mayer, et
al. 1974.) Since math skills are learned pri-
marily in school, math tests may more. ac-

_curately reflect the effect of school conditions

" on achievement. These potentially con-
taiminating 'situations must ‘be carefully con-
trolled. and ‘the limitations of the measures
used must be considered in evaluating reported

changes in .academic achievement with
¢ desegregation.

In general, studies have: :shown ‘that black

students’ scores do"not 'seem’ ‘to: be adversely

- affected by the desegregated:situation and may
improve substantlally in certain circumstances.

However, the achievement gap between black

and white students remains and tends to in-
creasc with grade level. Ovevall, findings are
mixed ‘on ‘the question of whether or not
desegregation significantly improves the scores
of black students. No adverse effects on whites’
achievement scores have been reported except
in cases where they attend predominantly
black schools. However, changing background
‘characteristics of the white populatlon in pre-

dominantly black schools as a“result of in-

creased pressure to desegregate all public -

schools has not been carefully studied.
Surprisingly, little rescarch effort has been
expended on investigating ‘the black-white
ratio most favorable to improved black scores.
Coleman, et al:'s data (1966) suggested that
school social-class differences accounted for
the effects of percentage white on achievement
scores, but the U.S. Commission on Civil
Rights' (1967b) reported that when both
family, school, and social class were con-
trolled, blacks in majority white classrooms
did significantly better. In an attempt to
resolve this' apparent contradiction, Cohen,
Pettigrew, and Riley (1972) reanalyzed the
EEOS data and found that the effect of school-
social-class was shared with the:effect of racial
composition, and the two could:not be disen-
tangled. Jencks and Brown (1975), in another
reanalysis of EEOS, compared achievement
test scores for first and sixth graders while con-
.trolling for racial composition. Findings sug-
gested that the highest gains for both biacks
and whites occurred in sthools which were
51% to 75% white. However, blacks
registered some gains in all schools where they
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. education, a few researchers.have mvestrgated
‘the relatronshlp between . attendance ‘at

" median years ‘of "education’ for’ desegregated

. Recently several researchers have suggested

- desegregated schools, thus restricting’ their ac-.
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comprised between 10% and 75% of the
population. ' e

Other factors whlch have recently been in- - :
vestigated for thelr effects on achrevement-\ :
scores include procedures for. achrevrng 2
desegregation (Armor 1972a and Pettrgrew et .
al. 1973) and the quality- of teachers. (see, for.
example, St John 1971, and Hanushek l972)

"VI. 1.b. Educatlonal Attamment In
evaluating  the effects . of desegregatlon on.

desegregated versus segregated schools and the:
number- of years students stay. in:. schools
(educatlonal attainment). Like:those reported
for the effects of desegregatcd on academic - :

~achievement, findings on educational  attain-

ment are inconclusive. There is some evrdence
to suggest that desegregated blacks and par-
ticularly those who enter desegregated schools
at an carly age are hkely to attain more years .
of education than those who stay segregated, -
but there remains a substantial gap between

black versus white students (see for example
Crain 1971 and Hanushck 1972).. '

that whatever gains some black students in
desegregated schools. are makrng in educa-~ _
tional attainment are more than offset by the -
increased number of black students who drop-
out, are pushed out or are expelled from

cess to many jobs (see, for example, Watson -

1975 and Armor 1972b). (For other factors

which affect dropout and pushout rates for
blacks, see Section VI. 3. Also see Section V.
5.b.) Results from the Coleman Survey indi-
cate that high school dropout rates and college
attendance are not related to social race when
family background and test scores are con-
trolled; however the research was conducted .
before large-scale desegregation was under-

way. Othersthave called into question the im-

portance of number of years of formal educa-

tion.

The perceived link between educational at- S
tainment and occupational attainment has been R
one of the factors underlying interest in how s
long children stay in school. This beliet that
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formmal educational attainment is a good pre-
dictor of income level or occupation was
brought under suspicion by a highly publicized

.analysis of the Coleman data by Jencks, et al.

(1972). That study demonstrates the difficulty
in trying to establish a direct relationship be-
tween years in school and eventual income
level, Jencks, et al. argued that equalizing
educational attainment will not alleviate the
economic inequality existing between blacks
and whites in the United States today. These
findings and their interpretation have been
subjected to much criticism including the fact
that some high-paying jobs require little for-
mal education, while at the same time some
very low-paying jobs, such as teaching, require
considerable education. Despite the criticisms,
the Jencks, et al. position has served to weaken
the beliefs of those who support education as a
means of reducing inequility and stratification
in America.

V1. 2. Psychological Outcomes

Though not as extensively researched as
educational outcomes, the psychological
effects of school desegregation have always
been consideved important. The 1954 Brown
decision was supported in part by reports of a

number of social scientists who indicated in

their findings that school segregation produced
a detrimental psychological effect on black
children. Concern over the psychological costs
of desegregation is still being voiced, par-
ticularly in regard to token blacks or whites in

- “desegregated” schools (see, for example, Rist

1976).
As has been characteristic of work on other
outcomes, attempts at integrating the material

““on psychological effects has been-hampered by

differences in research design and the biases of
researchers working in the field. Some have
stressed improving aspects of personality as
ends in themselves because they improve the
state of black mental health, while others have

focused on personality factors as they affect

educational outcomes. Very little work has
emphasized the role of peer groups on psy-
chological outcomes. Theoretical issues such
as the relationship among various intraper-
sonal characteristics and the extent to which

~

social and educational conditions determine
psychological outcomes remain unresolved.

The section has been divided into five por-
tions which cover the major aspects of per-
sonality investigated in relation to desegrega-
tion. For a good recent review of what is
known about the psychological impact of
desegregation, see Epps 1975S.

VI. 2.a. Orientation Toward Achieve.
ment. An early study which provided the basis
for much of the later work on desegregation
and achievement orientation was conducted by
Rosen. Writing in 1959, he hypothesized that
different social. mobility rates for black and
white adults could be explained by dissimilar
orientations toward achievement. These
different orientations were thought to come
about as a result of differing socialization pat-
terns in the home. Rosen broke down what he
called the “achievement syndrome” into three
elements: motivation or inclination to achieve,
values which guide preferences and goals, and
educational and occupational aspirations.
Rosen found that blacks scored as high or
higher than whites on educational aspirations
and that both placed a high value on achieve-
ment, but blacks scored much lower on
motivation to achieve. Rosen concluded that
the reality of segregation for blacks had not en-
couraged - the development of behavior pat-
terns which would lead to achievement of
desired goals. :

This framework for conceptualizing the
relationship between psychological-and social
factors which contribute to ‘‘success” was
characteristic of much. of the work which
followed on the impact of desegregation on
orientation toward achievement in schools. It
was repeatedly found that most-black parents-
aspired to the same or highef level of attain-
ment for their children as did white parents
(see, for example, Krysta, Chesler, and White
1967 and Smith, Flory, Bashshur, and Shan-
non 1967). The fact that black children seldom
achieved those high goals was explained by the
fact that black parents had been denied the op-
portunity to compete in the white-dominated
sector of society, had not developed the
behavioral mechanisms for success in the white
world, and thercfore could not train their
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children in them (see, for example, Katz
1967a).

In spite of the fact that differences in
academic motivation were thought to exist be-
tween blacks and whites, the element of
achicvement orientation which has received
the most attention with regard to desegregation
is the different levels of educational and oc-
cupational aspirations of blacks and whites.
Most studies of aspirations have been done on
high school students through the use of ques-
tionnaires which ask about plans and expecta-
tions for the future. Findings have shown that
black students in segregated schools tend to
have higher aspirations than those in desegreg-
ated schools (see, for example, Armor 1972a,
Bachman 1970). Blacks were found to be more
likely to want to attend college but less likely

" to have taken steps to prepare themselves for

college (see, for example, Coleman, et al.
1966). There is also evidence to suggest that
blacis define their life chances in terms of the
more restricted range of opportunities which

~ have traditionally been available in the black

community—such as aitending black univer-

sities and training for jobs such as teachers,

doctors, and ministers (see, for example, Falk
and Cosby 1974).

The fact that aspirations seem to be higher
for segregated blacks has led some researchers

_ to hypothesize that the desegregated black stu-

dent lowers his aspirations to a more realistic
level because direct contact with whites pro-
vides him with a better understanding of the
competition he muat face to get through school
successfully and to acquire a job. Some argue
that reduced and more realistic aspirations
should increase the academic motivation of
black students (see, for example, Katz 1967a).
It has been argued, on the other hand that con-
tact with whites in a desegregated school
demoralizes black students, thus reducing
aspirations as well as motivation (see, for ex-
ample, Bachman 1970). Tests of these hy-
potheses are inconclusive (see, for example,
Hall and Wiant 1973, Veroff and Peele 1969).
Still another approach to dealing with the ap-
parent negative effect of desegregation on
aspirations has been to link aspirations with an
individual’s sense of control uver his environ-
ment. Coleman, et al. (1966) found that sense

S1

of control was greater for desegregated blacks.
This finding has led some researchers to argue
that increased sense of control compensates for
lowered aspirations_in motivating achieve-
ment. Increased satisfaction with school as ex-
pressed by desegregated blacks is another posi-
tive outcome which has been associated with
increased academic motivation (see, for exam-
ple, Williams and Venditti 1969). -

VI. 2.b. Self-Concept. The study of how
self-concept is affected by desegreation has
been carried .out under a number of names in-
cluding self-confidence, self-image, and self-
esteem. Self-concept as used here encompasses
all of these and the concept is usually defined
as the feelings one has about self which come
about as a result-of interaction with others,

Since the 1930’s, psychologists have postul-
ated that the social -stigma attached to being
black produced a low self-concept. Seward
(1956) argued that skin color was an integral
part of the concept of self. Studies of the
development of racial awareness in children
suggest that from the ages of three to seven,
children are learning labels and affective con-
notations associated with social race groups
(see Goodman 1964, Proshansky and Newton
1968). Clark and Clark (1947) demonstrated
that both black and white children preferred
white dolls over black .dolls and that more
positive character traits were associated with
the white dolls. A large number of studies since
that time have confirmed the Clarks’ finding
and have demonstrated the range of negative
connotations which both whites and blacks
associate with black skin color. (See, for exam-
ple, Williams 1966; Williams, Best, Wood and
Filler 1973, and Redisch and Weissback 1974;

for-a study -of the- resultant--anxiety- which - -

black- feel, see McDonald.1970.)-A few recent
st have suggested that this tendency to
assu..ate black skin color and negative charac-
teristics may no longer be as pronounced
among either blacks or whites (see, for exam-
ple, Brigham 1974). The need for elimination
of the debilitating effects of segregation on
self-concept was: cited as evidence favoring
desegregation in the 1954 Brown decision. It
was hoped that desegregation of schools would
improve black self-concepts.

6
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Although some studies have indicated that
direct contact between blacks and whites does
increase self-concept and produce better cross-
color understanding (see, for example, Coles
1963, 1967; Busk, Ford and Schulman 1973;
and for positive results among adults, see Pet-
tigrew 1969a). The composite findings show no
significant differences in self-concept as a
result of des. jregation. St. John (1975) charts
ten studies on self-concept which indicate that
black sclf-concept decrcases as percentage
white in the classroom increases. (See
especially Rosenberg and Simons 1970.) Cole-
man, et al. (1966) found that self-concept fell
as a result of desegregation while sense of con-
trol over environment rose. McPartland's
(1968) reanalysis of Coleman’s data confirmed
the finding and, as was thic case with orienta-
tion toward achievement, sense of environmen-
tal control was posited as a positive outcome of
desegregation which might compensate for
lowered self-concept. It is also argued that the
advantages of direct black-white contact on
self-concept may be offset for blacks by fear of
tailure, perception of a very wide gap between
ability levels, or feelings that probability of
success in school is low because whites seem to
perform better and have access to more status-

‘rewarding activities.

Since self-concept is defined in terms of an
individual’s feeling about his status relative to
those with whom he has contact, it seems likely
that certain people will cxert more influence
on self-concept than others. Some researchers
have begun to focus on how different reference
groups or ‘“‘audiences,” such as parents,
neighborhood peers, and teachers and class-
mates with which a child particularly identifies
or associates contribute to self-concept out-
comes.-Epps (1975) aruges that societal status
is superseded by status within a small reference
group, especially for young children, and that
they. do not become aware of the stigma at-
tached to being black until they confront
whites at school, where whites receive more in-
stitutional rewards. A. Cohen (1968) argues
that. self-concept is dependent on a person’s
perception of how important he is to those
around him. Thus, the perception that whites
do better in school leads those blacks who do
not have the skills to compete academically to

5

turn to non-academic reference groups in
which they can enjoy the rewards of impor-
tance and high status. In an interesting study,
Shaw (1974) shows that black and white
children differ with regard to aspects of self-
concept. Blacks, for example, see themselves as
more hostile and more independent than
whites although overall black-white self-con-
cept scores are not significantly affected by
desegregation of the schools. Denmark (1970)
reports that self-concepts of black males im-
prove more than those for black females in a
desegregated situation. She suggests this find-
ing may be due to the fact that males can
achieve higher status positions in the school, as

“in sports, which are not available to girls (see

also Yarrow, Campbell and Yarrow 1958 for
more on the special hardships encountered by
desegregated girls).

V1. 2.c. Anxiety. From the outset, many
social scientists have worried about the emo-
tional strain which black children entering
newly desegregated schools might feel. Cer-
tainly there were reasons for concern: black
students would be entering schools as strangers
and as perceived inferiors. St. John (1975)
summarizes seven articles which report the
relation of school desegregation to measured
anxiety. Although a dominant concern of psy-
chologists is the possible increase of emotional
stress in black children with desegregation, St.
John points out the rather inconclusive results
of the studies. There generally is no significant
relation between increaszd anxiety and
desegregation which has been isolated (for ex-
amples of studies on anxiety and desegrega-
tion, see Mahan and Mahan 1971).

Studies by Coles (1967), Nash (1968), and

. Chesler. and Segal (1970).document the fear. . ..

and rejection which early black desegregators
felt, especially in the South. Coles’ findings
suggest, however, that these initially stressful
conditions were not permanently damaging
psychologically to most of the children in-
volved, Other studies have suggested that
blacks are more anxious than whites about
being accepted by peers and teachers at school
(for brief summaries of the literature of these
and other factors related to anxiety and
desegregation, see O'Reilly 1970, Chapter 3).
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Katz 1967a has suggested that the circum-
stances surrounding desegregation as well as
treatment of black students in desegregated
schools are particularly important in deter-
mining anxiety levels. He fears that once anx-
iety is produced as a result of feelings of rejec-
tion when blacks cannot compete in the white-
dominated school, the motivation levels and
thus the achievement levels of black children
will further decline (for more on aspirations
and motivations, see Subsection 2.a. above).

V1. 3. Social Qutcomes

+ Desegregation has been supported by some
blacks and other Civil Rights advocates as a
means of alleviating gross discrimination
against black minority group members in the
United States. One of the original concerns of
social scientists and others who advocated
desegregated schools was the reduction of the
social stigma attached to being black.

Although there have been myriad smali-scale

studies of children’s attitudes about and
preferences for same- vs. cioss-color associa-
tion (stigma has been operationalized as racial
attitudes), the question of whether or not cross-
color contact in desegregated schools has pro-
duced the desired social outcome of reducing
the stigma associated with being black remains
equivocal. The findings are that racial at-
titudes are affected by desegregation but the
direction of the change is unclear. Results of
studies such as those by Yarrow, Campbell,
and Yarrow (1958), Coles (1967), and Chesler
and Segal (1970) suggest that prejudice is
reduced while Dentler and Elkins' study
(1967) finds that prejudice increascs in a
desegregated setting. St. John (1975) com-
pared studies on social outcomes by grade
level, research design, behavior vs. attitude
studies, type of desegregation plan, and in-
dividual student characteristics and found only
one consistent pattern in the findings: there is a
general preference for same-color members as
friends and work partners.

Pettigrew (1969b) has underscored the im-
portance of the amount and type of interracial
contact which takes places in a dcsegregated
school. He argues that desired descgregated
outcomes can occur only in school settings
where interracial acceptance is espoused. In an
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attempt to explain the circumstances which
contribute to positive interracial settings, re-
cent attention has shifted away from a narrow
view of the social outcomes as being changes in
students’ prejudicial attitudes about desegrega-
tion and toward investigation of a variety of in-
dicators of the social milieu, including beliefs
and preferences concerning interracial contact
as well as behaviors which mark it. All partici-
pants in a school are seen as contributing to the

social milieu through the attitudes they have .

about desegregation, different types of stu-
dents, and the education process.

Some researchers (Leacock 1969, E. Cohen
1972b, for example) have drawn attention to
the importance of the larger context for
evaluating social outcomes. Community at-
titudes toward the school would be one such
factor. Another researcher along a similar line,
recently commented that the traditional
classroom structure dominated by the teacher
and stressing individual achievement may
work against the development of close inter-
personal relationshins among students in
general, thus limiting opportunity for positive
social interaction which might reduce pre-
judice (Coleman 1976). In several instances,
case studigs, have been used to investigate
social milieu in desegregated schools (see, for
example, Fuchs 1969 and Kimball and Wagley
1974; for the the same type of study on pre-
dominantly black schools, see Eddy 1967,
Leacock 1969, and Rist 1973). These studies
provide valuable information on how particu-
lar social milieu, especially the behavioral
aspects, influence outcomes.

The subsections which follow are organized
in terms of three principal indicators of inter-
racial social milieu: cross-color beliefs, cross-
color acceptance, and cross-color interaction
patterns.

V1. 3.a. Cross-Color Beliefs. The study of
cross-color beliefs has centered on the
development of racial awareness, ¢xpectations
of social race differences, and beliets about ap-
propriate interaction between blacks and
whites. Very early studies established the fact
that children recognize differences between
blacks and whites, associate more negative
traits with biacks than with whites and realize
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these distinctions as early as the age of three or
four (see, for example, Criswell 1937, Clark
and Clark 1947, and Goodman 1964). More
recent studies suggest that these conclusions
are still valid (see, for example, Porter 1971)
and provide little new information.

Although the nature of the link has recently
been questioned (see Sartain 1966), parents are
generally believed to have an important in-
fluence on children’s beliefs (see, for example,
Clark 1955 and Proshansky and Newton
1967). Adult beliefs about desegregation have
undergone reversals. Campbell and Hatchett
(1976), for example, report that in 1964 the
majority of whites in the U.S. were opposed to
desegregation. By 1970 most whites favored it,
baut by 1974 only one-third of whites inter-
viewed favored desegregation. The data on
blacks shows that the majority has always
favored desegregation although the percentage
in favor had declined by 1974.

Peer groups have also been thought to have

a significant effect on beliefs. (See, for exam-_

ple, work by Crockett 1957 and Alexander and
Campbell 1964 for the effect of peer groups on

decisions by blacks to atterd predominantly

white schools.) Peer group factors, however,
have not been carefully studied. Similarly, the
changing influence of parents and peers on
beliefs during the course of the school career
has not been systematically studied (St. John
1975).

VL 3.b. Cross-Color Acceptunce. Research
on outcomes of cross-color acceptance usually
involves the investigation of chunges in the ex-
tent of prejudiced, biased, or stereotypic at-
titudes as a result of desegregation. In response
to the early findings of racial stereotyping and

" ‘awareness among young children (Clark and

Clark 1947, Goodman 1964), the reduction of
racial prejudice became a highly valued out-
come of the desegregation of schools.
However, it has been researched in only a
limited manner.

Although some cositend that attitudes medi-
ate behavior (see, for example, Carithers
1970), the extent to which verbally expressed
racial prejudice, such as the association of
negative character traits to black dolls, is im-

5

portant to actual interracial behavior has
never been empirically determined. A number
of studies suggest that there is very little cor-
respondence (see, for example, Porter 1971).

Sartain (1966) found no clear connection
between parental and child attitudes, but there
was a close correlation between children’s at-
titudes and the attitudes children reported for
their parents. This finding suggests the need to
look at perceptions of cross-color attitudes
rather than self-designated attitudes as a
measure of social outcomes. Evidence far this
need is provided by McDowell (1967) who
found that black willingness to establish cross-
color relationships was directly related to anti-
cipation of a positive reaction by whites to the
association. . :

Although a number of studies have shown
that the extent of prejudicial attitudes varies
with family background and individual
characteristics such as sex, social class, and
lightness of skin color, (see, for example, Gott-
lieb and TenHouten 1965, Porter 1971, and
Lewis and St. John 1974), most researchers
continue to assume that same-color children,
especially whites, hold similar negative at-
titudes and then proceed to measure these at-
titudes without controlling for relevant back-
ground factors.

Generally, the findings on cross-color ac-
ceptance are mixed. For evidence of less racial
acceptance after.desegregation, see Campbell
(1958), Armor (1972a2), and Green and
Gerard (1974); for evidence of better inter-
racial attitudes see Gardner, et al. 1970,
Sacndeva 1273. One trend in the findings is
that blacks tend to become more tolerant of
whites while whites become less tolerant of
blacks in the desegregated school (see, for ex-

- ample, Chesler and Segal 1970, and Herman "~~~ ™7

1970).

Some researcher have tried to identify cir-
cumstances which engender reduced levels of
prejudice. Koslin, et al. (1972) found that in-
terracial attitudes were more favorable when
classrooms were composed of approximately
egual numbers of black and white students.
Although black and white friendship choices
were still less than- would be expected by
chance, there was significantly less racial

9.
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polarization in the classroom and more cross-
color friendships were noted. There is some in-
dication that length of time in a desegregated
school encourages a positive outcome (McPar-
land 1968). This finding lends support to those
who argue that desegregation in the early
grades is essential because racial prejudice is
not yet firmly established and change can be
more easily effected. This trend is further sub-
stantiated by research indicating that blacks
and whites who live in desegregated residential
areas and who have attended desegregated
schools have very low prejudice levels (see, for
example, Crain 1968). '
Considering the likelihood of its importance
to black-white relations in schools, the ques-
tion of cross-color acceptance of teachers by

What evidence there is suggests that black stu-
dents feel closer to and -are more accepting of
black teachers and that the presence of black
teachers and other staff members in the school
may reduce black drop-out rates and aliena-
tion (sce. for example, Riccio and Barner
1973. Darkenwald 1975 and Erickson 1975):

VI. 3.c. Cross-Color Interaction Patterns.
The data on cross-color interaction in

desegregated situations come almost ex-
clusively from sociometric tests of association.
These tests ask children to name their friends
or schoolmates with whom they prefer to work
or play. Although these tests do not measure
actual behavior, choice of work or play mates
is considered an indication of a predisposition
to interact with particular individuals. The use
of sociometric tests has been questioned on a
number of grounds; some have argued that it is
similar beliefs or perceived ability to ac-

‘complish a task and not race which influences

friendship choices (see. for ecxample
Hendricks, et al. 1973). Another problem with
the use of sociometric tests has been the failure
in some cases to correct for the probability of
same-group preference as racial percentages in
the classroom change (St. John 1975). Com-
paratively few researchers have studied in-
teraction patterns by. direct observation of
children. in schools. Studies of cross-color
behavior are different from other studies of

60

55

desegregation outcomes in the sense that pat-
terns cannot be compared between segregated
and desegregated schools but only in schools
where black and white children have contact
with each other.

The picture of desegregation outcomes is no
less clouded by a look at the findings on in-
teraction patterns. Generally, interracial
associations are few (see for example Silverman
and Shaw 1973). Results are variable depend-
ing on the racial percentages in the classroom:
as the percentage of the minority group in-
creases, sociometric tests show more cross-col-
or choices but same-color preference or racial
polarization remains pronounced (see for ex-
ample Fox 1966; Koslin, et al. 1972; and St.

. d L f
students has been only slightly researched. "“JOhn and Lewis 1975). This genoral trend o

color-restricted friendship choices, par-
ticularly as minorities become more isolated in
the classroom, seems important to” other
desegregation outcomes. For ‘example,
Webster and Kroger (1966) reported that more
cross-color friendships were associated with
higher self-concept, while Coleman, et al.
(1966) and St. John and Lewis (1975) report a
relationship between more crosssrace friend-
ships and higher academic achievément.

In studies of actual observed behavior, there
seems to be more informal and spontaneous in-
terracnal association in - elementary schools
than in hlgh schools where black-white associa-
tions occur only in the context of formal
classroom or extracurricular activities (Dwyer
1958, St. John 1964). Kimball and Wagley
(1974) found that blacks and whites in high
schools developed parallel systems of ex-
tracurricular activities while Gottlieb and
TenHouten (1965) suggest that the amount and
the- type of black -participation-in-schocl ac-- -
tivities depends on the social race composition
of the school: when blacks-are in a small
minority, they generally do not participate in
school activities; as percentage black increases,
separate systems develop; and where blacks
constitute a majority as a result of white flight,
blacks assume roles in all activities. Others
have noted the effects of teacher attitudes and
classroom procedures on black-white
behavior, suggesting the need for attention to
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producing social climates which will en-
courage positive interaction (see for example
Crain 1973, Frenk 1973, King and Mayer
1973, Cusick 1974, and Gay 1974).

Investigating the aspects of the social cli-
mate produced when blacks and whites in-
teract in a laboratory setting, Katz and Ben-
jamin (1960) and E. Cohen (1972a) found that
black-white interaction was often charac-
terized by white dominance, suggesting that
social status differences discouraged blacks
from interacting with whites. They theorized
that this situation could be improved by
establishing “equal status” relationships be-
tween members of the two groups. A positive
change in interaction style was affected by
training which raised expectations for black
performance. Although more difficult to im-
plement in the classroom, measures such as this
point to ways in which teachers can effect posi-
tive interaction results among their studeats
(for information on similar studies emphasiz-
ing cooperative behaviors, see Roper 1971
and Silverthorne, et al. 1974).

VI. 4. A Curious Discrepancy

As initially conceived, one of the purposes
of school desegregation was the elimination of

--the-.stigmatization of black children. Stig-

matization was seen as a social process involv-
ing the restriction of black children to low-
status schools. Most researchers. who have
chosen to study the outcomes of desegregation,
however, have tended to conceptualize their
task as studying the effects of cross-color
schoolmates upon the individual. Group-level
outcomes have received much less attention,

~As a result, little is known concerning the

degree to which the social stigma of bemg
black is reinforced in desegregated schools.
The manner in which social race is responded
to in the social order established in desegreg-
ated schools is also unknown. Sociometric and
observational studies such as that of Kimball
and Wagley (1974) suggest that in many
desegregated schools black and white students
tend to form separate activity systems and
social networks. It isalso evident from court
cases on tracking and suspensions, that an inor-
dinate number of black children wind up in

lower tracks and are ejected from schools -
suggesting the operation of certain stratifica- -
tion processes. E. Cohen (1972a, 1975), one of
the few researchers concerned with desegreg-
ated situations who has developed and refined
the concept of stigmatization to any extent, has
provided both laboratory data and a theoreti-
cal context which suggest that these sccial pro-
cesses deserve attcnation. (Sez also Pettigrew
1975.)

A number of researchers have drawn atten-
tion to the importance of social processes in the
structuring of learning in schools, although not
particularly in desegregated schools. Willover,
et al. (1973), for example, notes ihe connection
between teachers’ perceptions of the type of
student body and the form of control' or
classroom management they employ. He sug-
gests that the greater the perceived problem
posed by the students, the more likely the
teacher will be to impose custodial manage-
ment on some student or on whole classrooms.
In doing so the teacher is also responding to
the feelings of the principal, other teachers,
and the community‘:concerning control pro-

cedures. Early\studles which focused on

academic standards %5 'a measure of change
resulting from desegregation, found that
teachers' ideas about the academic standards
of their schools were lowered after desegrega-
tion (see, for example, Wey and Corey 1959).
Studies of expectations have shown that
teachers do perceive certain groups of students
more negatively than others and treat them
differently (see, for example, Rist 1973).
Leacock (1969) reports that. teachers of mid-
dle-income students tend to blame themselves
when students perform poorly, while teachers

of lower-class students blame the students.

These ﬁndmgs suggest that black students may
be exposed to management techniques which
differ from those imposed on whites, with-
resulting differences in educational outcomes.
(For a related study on the effects of different
social situations on the handling of discipline
problems, see Nicholas, Virgo, and Watten-
berg 1965.)

Leacock suggests that the way in which the
teacher structures student involvement will
determine what is learned. Her suggestion is
borne out by the work of Talbert (1970) and

G1



Rist (1973) who show how teachers can ex-
clude children as participants in learning
through interaction rates-and seating arrange-
ments. Leacock herself finds that the techni-
ques used by some teachers implicitly reinforce

stereotypes which the white society has tradi- -

tionally applied to blacks.

The possibility of reestablishment of segreg-
ated patterns in the classrcom and the social
mechanisms which channel learning would
seem to be appropriate questions for
rescarchers interested in investigating the out-
comes of desegregation and explaining
differences in educational opportunities (out-
comes). In some ways it seems curious that so
little attention has been devoted to these aras.
Clark (1973) has suggested that attention to
explanations of educational outcomes for
blacks in terms of depressed conditions rather
than social stigmatization, has developed for
political or social reasons. A more mundane
reason niight also be suggested. Certain
research methodologies have tended to pre-
dominate in the study of desegregation ou:-
comes and in the study of factors affecting
educational outcomes. These methods of
survey and testing suggest that the social and
cultural context of desegregation is thoroughly
understood and that the crucial variables have
been identified or at least suggested by a theo-
ry. On the contrary, desegregation research hag
been characterized instead by a lack of basi$
cither in theory on in grounded information on
which to develop informed research questions.
This lopsided perspective has included
relatively few intensive studies and relatively
little attention to theoretical frameworks.
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THE PROCESS OF INTERRACIAL SCHOOLING:
AN ASSESSMENT OF CONCEPTUAL FRAME-
WORKS AND METHODOLOGICAL ORIENTATIONS

Thomas W. Collins
George W. Noblit

Memphis State University
Memphis, Tennessee

INTRODUCTION

The process of interracial education has
been and continues to be a subject of much

‘controversy, and underlines the political

nature of the history of public education in this
country. The scientific research, reasoned
debate and emotional diatribes render judg-
ments of the process that are highly diverse in
substance not only between the modes of ex-
pression, but also within them. This creates
some difficulty in any attemipt to review and
synthesize the literature. All too often such at-
tempts, while cognizant of this, do not attempt
to systematically account for these diversities.
This literaturc attempts to incorporate an
analysis and possible explanation(s) of ihe
diversity through an investigation of Ll rela-
tionship of research methodology and concep-
tual framework employed in the analysis of the
process of interracial education. Thus, it will
be possible to gain some understanding of how
methodology and explanation interact. This
would seem to be significant to all those who
are to fund research, conducu research and/or
read research findings. If there seems to be
more or less systematic patterns emerging from
this endeavor, then all three audiences may be
able to better organize their thoughts relative
to school interracial processes as well as
understand some of the limitations that may
impinge upon the existent literature and the
findings reprcsented(';" and research that is
necded. :

1

ORGANIZATION OF THE
LITERATURE REVIEW

The review of literature is organized into
nine ‘‘issue” areas that were inductively
derived. They are:

Law and Politics
Community Concerns
School Administration
Ordazr and Discipline
Curriculum and Instruction
Faculty
Co-Curricular Activities
Extraschool Factors

. Consequences for Students

N S A ol ol

Each of these areas will be discussed
separately with the exception of co-curricular
activities for which there was little literature
available. Co-curricular activities will be dis-
cussed as part of the concluding remarks.

It is undeniable that these categories do not
encompass all of the issues that exist or have
been suggested. However, the attempt was to
organize the mass of literature into the most
parsimonious scheme possible without grossly
misrepresenting, hopefully, both the themes in
the literatures and the authors’ intentions. It
should be noted that this review is not an ex-
haustive one.* The vast amount of literature
precluded any such attempt. Meyer Weinberg
(1970}, however, has organized an exhaustive
bibliography worthy of perusal by those con-
cerned with interracial education.

*The bibliography includes all references cited in text
plus some additional references that are important to dis-
cussion herein, but were nnt cited in the text.
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Within each issue arca we have attempted to
abstract the predominant themes and/or con-

-cerns. It should be emphasized that only what

scemed to be the major themes will be
reviewed. Minor or underlying themes could
not even be outlined in a review of limited
length. Further, it is evident that the concerns
with the process of interracial cducation are
not easily broken down into discrete themes.
Muany authors are trying to represent it
holistically, and with some success.
Nevertheless, the themes and the concerns do
scem to be discretc cnough to allow this
review. This, of course, may violate some of .
the intentions of the authors at the time of their
writing or their present thinking. It is hoped
that this is rare, and that the authors will be
tolerant with the attempt to achieve the goals
of this revicew.

To cxplore the hypothesis that research
mcthodology and conceptual framework are
related, it was first nccessary to create decision
rules about what constitutes -what type of
research methodology. It appears that three
methodologies exist: commentary, quantitative
research and qualitative research. Yet, distinc-
tions even between these three .were often
difficuit. The linc between <riamentary and
some cxpressions of qualitative research is
sometimes fuzzy. as is the linc between quan-
titative and qualitative research that usc obser-
vational techniques that count behaviors. The
decisions in both situations are based on how
the material was treated by the authors. If the
author seemed to view the study as qualitative,
it was trcated as such.

The conceptual frameworks are as induc-
tively derived from cach issue area of the
fiterature. Some issuc areas have more variety
in conceptual frameworks than others. The
conclusion will attempt to cxamine the im-
plications of this pattern.

LAW AND POLITICS

There are many excellent summary reviews——

of the Federal Court dccisions covering the
years since Brown v. Board of Education (Jones
1974; Kirp 1968; C. V. Smith 1975). Perhaps
the best analysis is put forth by Read (1975:10)

where he divides the past two decades into four
historical periods. They are as follows:
The first period covers the time frame be-
tween Brown Il in 1955 and the James
Meridith affair in 1963. It is characterized
by a serics of pitched judicial battles over
token desegregation. The second period,
covering the years between 1963 and 1967,
is typified by the struggles of the lower
federal courts, without the Supreme Court”
guidance, to evolve desegregation standards
and to break down entrenched local resis-
tance. The third period, from 1968 through
1972, is the period of judicial revolution in
the Deep South; federal courts, stung by
Supreme Court impaticnce, issued decrees
mandating massive integration. The fourth
period, from the Supreme Court’s holding in
Swann v. Charlotte-Meckleburg Board of
Education in 1971 to date, is characterized
by confusion over the future of integration,
attempts to move integration activity from
the South to the ghettos and barrios of the
East and West, and litigation over a host of
second=generation integration problems.
During the second period (1963-67),
pushed by the Civil Rights movement, Con-
gress passed the first meaningful legisiation in
the cause of equal education and reform; the’
Civil Rights Act of 1964. In particular, Title
V1 enabled a social revolution to begin by
holding that discriminatory school programs
conld no longer be supported with federal dol-
lars. The full power of this Act was not ap-
parent until the following year when the Ele-
mentary and Sccondary Education Act of 1965
was passed by Congress making larger amounts
of federal funding available to Southern school
districts. Batten (1970) states Title V1 shifted
the burden of dismantling the dual school
system of the Sout™ from the federal judiciary
*» the federal buieaucracy. The Office of

‘Education in HEW sent their representatives

out to districts to revie v compliance with the
HEW Guidelines and recommended federal
fund cut-offs where necessary. Thus, local civil

__rights groups were ablc to reccive an immedi-

ate review of their complaints on discrimina-
tion rather than procced through the long and
expensive court litigation of earlier ycars.
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Ultimately the power of Title V1 was focused
on the districts which formerly maintained
duul (de jure) systems (Craven 1970; Orfield
1969).

Massive desegregation became a fact of life
for all Southern districts during the period be-
tween 1968-72. The Supreme Court was impa-
tient when it handed down its decision on
Green v. County School Board in May, 1968
(roughly one month after Dr. Martin Luther
King's assassination and the subsequent wide-
scale rioting in many urban centers). Green
ended “freedom-of-choice” plans as a method
of desegregation. This method had only pro-
duced token attendance of blacks in formally
all-white schools. Emphasis was now placed on
percentages of racial-mixing in Southern
schools and plans had to be impiecmented im-
mediately. Thus, the public school districts of
the South capitualted to the courts and integr-
ated their system.

From 1972 to the present, the major con-
cern has been placed on student assignments
for racial mixing. In 1971, in Swann v.
Charlotte-Mecklenburg, the Supreme Court
authorized altering of attendance zones. For
the first time, busing became an “accepted tool
of education polity.” Local district plans could
no longer be limited to walk-in schools. There
were other means (e.g. pairing and grouping of
attendance zones) but as Foster (1973) points
out, most of them had failed. Busing was the
new remeu for the cities; North and South.

Perhaps the most controversial option of all
desegregation plans is busing. The literature on
busing is extensive. There are excellent case
studies and analyses of particular aspects of
busing experiences written on Greenville and
Greensburo (Bagwell 1972), Memphis (Egcr-
ton 1972), Centerline (LaPorte, Becker, Willie
1965), Louisville (Perly 1975), Pontiac
(Efthim 1971), Inglewood (Bonacich and
Goodman 1972), Charlottesviile, Providence
and Sacramento (Holden 1974). Cottle (1975)
details the legal ploys used to prevent racial-
mixing in Boston. The politics of desegregation
at the community level comparing eight North-
ern cities and seven Southern cities is provided
by Crain (1968). The various political
maneuvering, the factionalism and policy ad-
justments are detailed in most of the studies.
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Social scientists have also contributed a
number of studies on the impact of busing on
the student. Perhaps David Armor’s (1972)
work is the most widely cited in the literature.
He attempted to assess the effects of busing on
academic achievement, aspirations, self-con-
cept, race-relations and educational oppor-
tunities in five different cities fro!n Riverside,
California to White Plains, New York. He con-
cludes that mandatory busing for purposes of
improving student achievement and interracial
harmony is not effective and should not be
adopted. Although this policy recommenda-
tion warmed the hearts of the anti-integration
forces, it was rejected out of hand by the pro-
integration forces. Thomas Pettigrew et al.
(1973) produced an extensive criticism of Ar-
mor’s work. In their rebuttal, Pettigrew et ah.
assailed Arntor’s standards for judgment (i.e.,
busing is successful if it leads to increased
achievement in one year) and its methodologi-
cal weaknesses. Also, they assert that the study
simply ignored busing programs which have
been reported as successful.

Weinberg (1975) carried out a comprehen-
sive review of the relationship of desegregation
and academic achievement. He concludes
there can be gains in achievement of racial
minorities if the following characteristics are
present during desegregation:

I. arelative absence of interracial hostility
among students,

2. teachers and administrators who under-
stand and accept minorir’ students, en-

in-service training programs,

3. the majority of students in a given
classroom are from middle and/or up-
per socioeconomic classes, .

4. desegregation at the classroom as well
as at the school level, praticularly in
elementary schools,

5. no rigid ability grouping or tracking,
particularly in elementary schools,

6. an absence of racial conflict in the com-
munity over desegregation, and

7. younger children are involved (though
this last conclusion should be con-
sidered very tentative),
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‘Summary

There remains a great deal of confusion as
to how the courts have arrived at the decisions
in desegregation cases. Taylor et al. (1976)
summarizes the legal principles that govern
courts. In spite of the insistence of masses of
sociological and educational studies since
Brown, they conclude most court orders are
based on constitutional considerations and
such matters as the stability of desegregation
plans rather than sociological theory.

The legal and political literature is essen-
tially commentary and qualitative, and there is
little variation in conceptual framework by
mode of expression. Yet some qQuantitative and
qualitative research is called for that complies
what the judges consider crzdible evidence and
viable remedies. Thus, the legal/political pro-
cess of school desegregation may become more
lucid. e

COMMUNITY CONCERNS

Coleman (1976) and Coleman et al. (1975)
raises the issue of school segregation by dis-
tricts resulting from desegregation within dis-
tricts. Compiling data from both. large and
small districts across the U.S., he concludes
school-descgregation is a casual factor in white
flight. However, other research does not sup-
port this position. Everett Cataldo et al. (1975)
in their Florida study found the rejection rate
(children leaving a newly desegregated school)
to be less than four percent. In another well-
researched study in Baltimore, Stinchcombe et
al. (1969) determined that once a school is
dcsegregated the proportion of blacks will rise
each year at a steady rate of seven percent per
year. The critical change, or what they refer to
as the “tipping ~oint.,"” is linked to supply and

demand of housing rather than racial balance

in the schools. Whites simply have more alter-
natives than do blacks which intensifies the
need for black housing. Once a neighborhood
is open to blacks they tend to fill up all availa-
ble housing. Rossell (1975a; 1975b) makes a
similar conclusion about linkage of flight to
housing needs. Orfield (1975). in addition to
housing, lists several more factors influencing
the rate of racial transition of the cities (e.g.,
urban riots, increasing crime and violence, ris-

ing city taxation_rates, decline in central city
services). But as Rossell adds, “it is not enough
to say white flight is not increased by school
desegregation. We need to know how to stop
flight altogether™ (1975a: 689).

» The black community. and some of its
leadership appear to be having second
thoughts about desegregation. Blacks find their
children burdened with abnormally high
suspension rates relative to that of whites (Bell
1972) rigid tracking systems, and quite often,
tokenism rather than a reasonable racial ratio
or “‘critical mass" (Pettigrew 1975; Rist 1974,
1976). Black spokesmen such as Charles
Hamilton (1968) and Shirley Chisholm (1975)
see busing and other desegregation plans as a
reduction in resources and control of
minorities communities. It is difficult for
parents to participate {e.g., PTA meetings) in
their child’s education when he or she is bused
out of the neighborhood. Moreover, it is im-
possible for black parents to make alliance
with black teachers to promote better schools.
As Hamilton (quoted in Ravitch 1976)
testified against busing before a Congressional
Committee, “blacks need more economic and
political self-sufficiency more than they need
racially balanced schools.”

Perhaps the best recent community study to
be produced by an anthropologist emphasizing
formal education involvement is Ogbu’'s
(1974) work in Stockton, California. It is a
mufltiethnic situation where each group must
negotiate with the power of the school. He sees
community historical factors influencing
education in terms of performance of children
in school. In a sense it is an adaptation to the
realities of the economic conditions of the
community (i.e., life chances in an unstable job
market). Thus, Ogbu argues, there is a loss of
desire to perform or compete effectively in
school work. The school system coutribttes to
this stiuation by defining problems in psy-
chological and clinical terms. He concludes,
by saying the schools have not changed their
treatment of subordinate minorities; the basic
orientations are still determined by the ideas
and policies of the dominant group.

There is a trend in 1he titerature to question
the continuing benefits of desegregation for
black children. Ravitch (1976) presents one of
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the best commentaries on the changing at-
titudes among black schools. In districts such
as Atlanta where the blacks now control city
government and the school administration,
there is no interest indiluting its base of politi-
cal power by busing children out to suburban
districts. Decentralization of large districts is
encouraged by Solomon (1970) to increase the
local control by black parents. And Glasser
(1969) states it is workable. The chaos created
in the experiment in the Ocean Hill-
Brownsville area of New York was not caused
by local community control but resulted from
efforts to undermine community control. In-
deed this experiment demonstrates the poten-
tial of the black community to organize (Wein-
burg 1971). But first, greater equality must be
achieved in financing to insure the effective-
ness of the smaller districts (Singleton 1975).
The entire argument of community control
is best summarized by Kenneth Clark (quoted
in Weinburg 1971) where he states the issue of
control is *‘a demand for school accountability
by parents to whom the schools have never ac-
counted, particularly those parents of low
status groups in northern cities.” Ultimately
the issue may best be resolved by an ailiance
between teachers and parents (Hunt 1976).

Summary

In sum, the literature on community con-
cerns is extensive, particularly on busing and
white flight. The quantita‘ive studies are
restricted to the areas of anticipated events
such as scheduled busing programs in which at-
titudes of parents and changes in student per-
formance can be measured. Many studies are
longitudinal analyzing the community conflict,
factionalism, decision making, the position or
role of elites. There are a number of studies of
conflicts generated by community involvement
or protests in the administration of the schools
where the data are gathered post hoc through
interviews of critical informants. The nature of
the issues secems to restrict these studies to
qualitative analysis. Some attempts to quantify
conflict might be interesting but would not
scem to be particularly promising. Recent
commentary indicates a general need for

studies of black communities where real politi-

cal power has been achieved through
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demographic changes in large cities (e.s.,
Atlanta; Newark). It has been noted, for ex;am-
ple, that the civil rights lawyers are no longer
in touch with the changing attitudes of blacks
in these new situations.

SCHOOL ADMINISTRATION

Dilemma

One of the &d:uc+ional issues most oftén
raised in the pi+.. . 7esegregation concerns
the responsivenes. . ' .ducators to make deci-
sions necessary to successfully implement
change. While school administrators have
acted to initiate programs to rectify the segre-
gated aspects of inner-city life, it is argued that
these ameliorative curriculums have only rein-
forced inequality (Berlowitz 1974; Rist 1972).
Lower-class ghetto children have previously
been educated in neighborhood schools, iso-
lated from the larger, more predominant
cultural patterns, yet expected to achieve ac-
cording to the standards set forth by the ma-
jority system (Levine 1972). Inasmuch as
segregated black neighborhood schools often
had equal teaching staffs and materials when
conrpared to similar white schools (Coleman
1966), the overall quality of resources devoted
to education of minority children and white
children was (and is) greatly in favor of the lat-
ter (Berlowitz 1974 Clignet 1974). As a result,
says Stewart (1965), cfforts to desegregate
schools to provide equal education have initi-
ated modified programs to suit disadvantaged
children and often are perceived to do injustice
to advantaged children. When whites speculate
that the quality of education for their children
is declining, they have often opposed busing to
achieve equal education (Cataldo, Giles and
Gatlin 1975). Administrators are thus caught
in controversy hetween white parents, who per-
ccive education as declining in quality, and
minority communities, who view their educa-
tion as innately inferior.

Response

If, as Rist (1973) maintains, education is a
form of secular religion, then-administrators,
teachers and counsclors act as priests. The
failure of some admikistrators, teachers, etc. to
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respond to crisis in the schoo!l environment in-
dicates that they are well satisfied with the
“faith” of the educational institution and that
problems encountered are due to individual at-
tribute: und in protesting students and sur-
rounding communities. In fact, many school
personnel maintain that there are not any
problems (Winecoff and Kelly 1971). Also,

principals and teachers in minority schools’

often isolate themselves from their students by
opening social distance and classifying ethnic
minorities with stereotypes, and are thus
blinded to real issues in the schools which
affect both students and the community. If
problems are recognized, they are often viewed
as political by school boards (Ziegler-and Boss
1974) especially if civil rights activity in the
locale is high. Nevertheless, community in-
volvement appears to be the major catalyst in
revising school policy (Fuchs 1966; Ziegler
and Boss 1974). When school boards do res-
pond to community demands for change, con-
sensus in the literature seems to suggest that the
principal is the most important person in the
school hierarchy regarding successful transi-
tion of the educational process. In the midst of
schoo! controversy, the principal is often the

“'man in the middie (Turbowitz 197!; Levy

1970) and may be defined as saviour or
scapegoat, depending on the community
perspective. Abney (1974) reports that black
principals are often demoted to assistant posi-
tions or back to classroom teaching as
desegregation is accomplished. When race is
the issue, Cottle (1970) states that the black
principal is abused and outraged in every event
and is handicapped in administrative decision
making by constant criticism. Although black
administrators are singled out for criticisig,
especially by whites, many principals are under
fire for statements or procedures defined as
racist by the local community. Fuchs in Pickets
at the Gates (1966) cites a case study in which a
white principal inflamed the surrounding
parent population by giving a letter of instruc-
tion to incoming teachers warning them of cer-
tain class-linked student characteristics which
would have to be compensated for. In this case,
the school board backed the parents and the
principal, dazed by the controversy, amended
his remarks.
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A very major concern of school administra-
tors is the application of discipline in maintain-
ing a proper educational environment. As Rist
(1972) points out, the greatest consideration

-—given-is-net-whethertouse violefce, but when

to use it. Principals, teachers, counselors and
custodians are involved in the cycle of the

- school milieu in which a crisis atmosphere

determines the learning experience which, in
turn, atfects the response of teachers and the
principal, providing the general social themes
of the school (Rist 1972). Administrators, act-
ing under the assumption that disruption is bad
and what s being disrupted is good, leave
things alone until schoo! problems reach crisis
proportions (Red! 1975). This cautious stance
is often cited in the literature (Stewart 1965;
Fish 1970; Bailey 1971; Shreck, Harper and
Goroff 1975). Inability or unwillingness to
take innovative action to rectify violent school
situations may be a function of the position of
administrators in the institution of education.
As Reimer (1970) states, administrators are
prisoners of their own institutions, barely ac-
complishing educational missions before turn-
ing around and bowing to them. Reverence for
the efficiency of education is not confined to
principals and board members, however. Gui-
dance personnel routinely advise lower-class
children to take educational courses which are
assumed to be beneficial and interesting, but
actually are class related (Rist 1973). Coun-
selors give their advice to students assuming
that they are acting in humane, egalitarian
ways which the code of educational standards
calls for. Actually, counselors channel lower-
class students into dead-end courses, thus
limiting their job futures (Smith 1971). As
Boney, Dunn and Bass (1971) point out,
socialization of the lower-class student affects
the counseling relationship, but Smith (1971)
would reply that the middle-class socialization
of the counselor would be more of a determi-
nant factor in the implications for career direc-
tion of the youth. Counselors may be insi: -
mental in determining career patterns, but the
economic dead end resulting from class-linked
or subsidiary occupational choices would ex-
plain a high degree of dissatisfaction on the
part of communities with educational out-
comes. The obvious controversy over benefits
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of education thus falls back into the laps of
principals, superintendents and schocl boards,

Change

Insofar as the school administration is un-
willing to deal with controversy without great
public pressure, response to that pressure and
action fur constructive change usually can oc-
cur through an activist principal, especially
when bolstered by staft support (Fish 1970;
Orfield 1975; Goldsborough 1971; Levine
1972; Bailey 1971). Much of the literature in-
dicates that an activist principal is able to elicit

_greater Support through community involve-

ment, establishment of open channels of com-
munication with the client public, students and
teachers, and by evolving strategies of crisis
prevention rather than intervention (Bailey
1971; Schreck, Harper and Goroff 1975;
Stewart 1965: Goldsborough 1971; Orfield
1975). Any large scale system-wide attempt at
change must be accompanied by adequate
sources of information for all administrators
concerned. The failure of the Clark Plan in
Washington was apparently partly due to the
ignorance of many teachers, administrators
and members of the community of the changes,
technique. .~d goals of the plan (Cuban 1970).
Thus, the .nool administrators should pass
down the line enough information to elicit sup-
port and adequate understanding of changes
implemented.

Some literature suggests, however, that
commitment to change on the part of ad-
ministrators is insufficient without concomi-
tant cultural/structural changes within the
schoo! system (Fuchs 1969; Hillson 1967;
Stewart 1965). As Rist (1972) suggests,
American edycation is structured to perpetuate
social and economic inequalities found within
society. Berlowitz (1974) agrees that schools
reinforce inequality through inferior teaching
staffs. Educators, imbued with the ethos of
middle-class America, develop controlling at-
titudes and methods of thought; |ntend|ng to
impress upon all the myths of educational and
occupational opportunity (Bergen 1968).
School process then may be viewed as cultural
imperialism, with ghetto children as the
population to be colonized. Learning is, thus,
organized to maintain the established order,

5o

85

and poverty and addiction as well as disruptive
violence are viewed as individual failings, not
structural defects (Carnoy 1974). The drift of
these arguments would indicate that as long as
schools act ;.5 a sorting device for society, ad-
ministrative efforts at educational change on a
large scale are probably doomed. Problems of
schooling are problems contained in the
greater contexr of Amerivan—society amd™—
despite the efforts of active administrators, the
literature suggests that little permianent change
will be produced from efforts within the cur-
rent system (Sexton 1968).

Summary

The research on the administration of
desegregated schools has mostly concentrated
upon examining the role of the professional in
the context of disruptive school environments.
Some descriptions of administrative process in
non-crisis settings would seem to help set the
stage for an understanding of the relationship
of administrative procedures and crisis. But

particularlyritwould-seem-thara-major-arcaof
needed research concerns the perceived
powerlessness of adriinistrators, particularly
principals. As will be discussed in the conclu-
sions for the order and discipline section, glter-
native erganizational forms and styles need tu
be attempted and evaluated. Schools that
employ-unusual governance programs need to
be identified anc described. Thus, an effort
needs to be undertaken to compare the “suc-
cess” of desegregation in various settings that
employ various governance systems. Finally, it
would seem that researchers need to penetrate
schoo! system offices. The place to start is with
descnpuve survey. and ethnographic in-
vestigations that attempt to document ‘the

" logics employed within centralized administra-
tions. Without that, the research efforts at the
school level may simply be naive and
misguided.

i

1t should be noted that- mostofthe literature
on administration is commentary, and not
systematic research. The few quantitative

studies— &t ToU very anatytic and mostly
describe process and procedures. The qualita-
tive studies are more analytic, but waiver be-
tween seeing the problem as inept administra-
tion or an incorrigible institution.
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ORDER AND DISCIPLINE

Onec of the more frequent recurring themes
in current literature pertaining to desegregated
education is that of order and discipline in the
scha#s. Maintaining peace in the school;
however, entails more than the matter of cor-
poral punishment of unruly children. Instead,
the literature suggests that school violence in
the present context of education, involves two
similar but distinguishable phenomena: 1) stu-
dent mass protest over issues dealing with
schoo! or larger societal problems; and 2) in-
dividual acts of personal violence or property
damage which symbulize rejection of school
oricntations. As Friedenburg (1971) suggests,
the former type of activity indicates to educa-
tors the existence of an ideological bases while
the individualistic disruption is indicative of
mere mischief. b

Student Protest

Izibarle-(1970) points out many students are
being denied basic rights and freedoms guaran-
teedd under the constitution. In protest, stu-
dents see the redistribution of wealth and
resources as the most critical and necessary’

chcnﬁn—svlvmg their other problems. The
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most critical protest issues among student
populations concern racial discrimination, and
secondly, the forms of discrimination leveled
at all students. These protest concerns as well
reflect wider community anxiety over the
quality of education, As Fuchs (1966) suggests,
when adininistrators initiate special services,
they forget that assumptions about students,

-. based upon general neighborhood background,

do not necessarily concern the individual
needs of the students. School programs in-
stituted to ameliorate lower class learning defi-
ciencies often outrage the local *community.
And their anger is often incorporated into civil

rights protest which may include demands for -

personnel changes. Furthermore, Levy (1970)
in Ghetto School clearly indicates the implied

undertone of \mlcnce whlch chﬁr(\ctcrlzcs_m

schaols in ¢ontroversy. Such an implied threat
is also described in Schreck, Harper and
Goroff (1975) and Rist (1972).

In schools where educational policy is re-
sented, students perceive educators as merely
attempting to maintain control rather than aid-

ing in educational opportunity (Haney and
Zimbardo 1975). School controversy over
policy results when a gap exists between the an -
tual accompliskments of curriculum plans and

. the.expectations of students. Violence thus
“reffects dissatisfaction with educational pro-

eess which promises the myth of social mobility
but allows only an increasing concern for
regularity, order and discipline (Levy, 1970).
Classroom situations mirror this gap between
expectations and realization, in that instructors
apply teaching methods stressing compensa-
tion for the disadvantaged, and students resist
such methods due to their alienation about
educational outcomes (Hickerson 1966).
Further characterizing such schools with alien-
ated student populations is a cycle of violence
and response to violence in which frequent in-
cidents of violence determine administrative
and teacher responses, thereby shaping the
learning experiences of students, {urther
alienating them and producing more violence
(Rist 1972).

Individual Mischief

Turning to forms of individualistic
misbehavior from issues of mass protest in the
school, it appears that vandalism and disrup-
tion are again manifestations of unequal out-
comes of education for different groups of stu-
dents. In the context of classroem interaction,
instructors perceive disruptive children to be,
and assume that disruption is, bad and what is
being disrupted is good. Unruly children must
be separated for the good of the class. Quick
identification and separation of disruptive stu-
dents are positive attributes for teachers who
desire to hold instructive classes (Redl 1975).
By singling out the disruptive child into special
programs and courses, the school is able to

maintain order and at the same time reinforce .

status differentiation of those who rock the
boat. Vandalism is particularly distressful to
school staffs since property destruction is a
direct rejection of educational efforts to social -

ize students about norms pertaining to patriot-"

ism, acceptance of disciplinc and value of ¢on-
sumptive property (Friedenberg 1971).

Order in Schools

Strategies for the control of vandalism as
suggested by Koch (1975) range from writing
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off the problem as insoluble to technological
innovation (such as biuigging) to removal of cri-
mogenic causation through societal change.
Koch claims that consideration of issues about
scho.. violence must involve balancing the
claims of society as a whole versus the needs of

~~individual students. He argues that adequate
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control strategies may not be discovered until
all levels of control are examined, be they
cultural, societal. community, familial or in-
dividual. Increasing administration interven-
tion in problem-riddled schools reflects con-
cern that is manifested by greater preoccupa-
tion with control.

Control in schools has been described as
similar to that found in prisons. Haney and
Zimbardo (1975) make analogies between
principals as wardens and students as inmates.
They view schools as nearly total institutions,
controlling the lives of students by determining
dress, behavior and movement during the
school day. As a means of control, methods of

corporal punishment or some form of exclu-
“sion are used to align student behavior with in-

stitutional guidelines. The more extreme form
of exclusion is that of school suspension, and
more so than whites, black students have been
singled out for separation from school environ-
ment (sce Bell 1972 and Lillian Clarke 1973:
Yudot 1975).

As Friedenberg (1971) notes, dealing with
problems of school vicience, disruption and
protest on the part of administrators does not
occur until their positions are threatened.
When community involvement over con-
troversial problems brings pressure on school
principals, superintendents, and boards of
education, some activity to resolve the matter
will begin. Ziegler and Boss (1974) report
school board members and superintendents are
generally insensitive to social problems
because of their rational ideology of education.
In theory if not in practice, this precludes
racial distinctions. Generally the civil rights
movement has been mostly symbolic and has
clouded the issues in school controversy. On
the level of individual schools, Rist (1972),
Levy (1970), Turbowitz (1971) and Fuchs
(1966) suggest that principals are often caught
in a crossfire .-between board pressure, com-
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munity pressure, and faculty discontent when
facing school crises. To alleviate this dilemma,
Stewart (1965) suggests that greater skill in
crisis prevention (rather than intervention),
careful perception of community standards of
education and needs, and restructuring school
environments should be considered. An ex-
cellent example of constructive change with
these measures is provided in a study by
Schreck, Harper and Goroff (1975) which
describes community-wide involvement
fostered by an open, highly visible administra-
tion committed to change. In one year,
violence was decreased and differences be-
tween various student populations were aired
without recourse to disruption.

Summary

As with other issue areas reviewed in this
paper, there seems to be a paucity of systematic
research and commentary upon order and dis-
cipline in the desegregated school. It would
seem particularly important to comparc the
variety of administrative styles and the recep-
tiveness of desegregated school settings to
them. Also, the consequences of order and dis-
cipline procedures need more study. Some stu-
dents are pushed out of school via-a combina-
tion of academic failure and disciplinary pro-
cedures, and it would certainly seem this is
more often the case with minority students.
Along with the study of consequences, it would
seem necessary to systematically investigate
the dimensions of comiitment of students.
What is it about school that some students do
not act out and others do? Some research has
looked at this and argued that commitment is a
function of reaping the benefits, immediate and
long range, of the institution. Yet studies in in-
terracial settings are noticeably few. Finally,
the literature argues that even the principal—
feels powerless. Field studies and experiments
need to be undertaken with the expressed aim
of maximizing the power of all school partici-
pants and assessing the academic and dis-
cipline consequences.

Current literature concerning order and dis-
cipline in America’s school system emphasizes
the accessibility of school administrations to
student overtures as directly varying with the
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schoo!'s milieu of controversy. The first form
of literature, qualitative designs, are guestion-
ing the very basis of American education and
conclusions reached at the end of those studies
appear to confirm the suspicions raised. Se-
condly, those studies utilizing quantitative

- data are divided over basic conceptual outiook

but they suggest that administrators are
fatalistic concerning their positions vis a vis
student violence and political pressures, and
that no matter who was in thzir position, little
couid be done. This sense ¢f powerlessness
with the present situation is indicative of
framework similar to those reached in qualita-
tive designs, that structural and or social
change may be necessary before the crises in
schools is past. Finally the commentative
literature is more focused upon the matter of
issues in th : schools, rather than schools being
the issue. They suggest that administrators can
effect change if significant pressure is brought
to bear. Essay articles in general are more op-
timistic about school outcomes although much
controversy and pain are seen as concomitants
to successful crisis revolution.

CURRICULUM AND

INSTRUCTION:

Instructional Materials

It has been argued that more than school
and classroom desegregation, compensatory
educational programs and additional resource
dollars will be needed if we are to reach our
goal of equal opportunity and equal outcomes
of education. Every chiid must have an equal
chance to participate in the learning process,
be fairly depicted in the textbooks and receive
a rightful share of school resources, including

- time and attention from the teacher. At present

there are practices within the educational
system which serve to restrict some children’s
learning process. Allen (1971) and McLaurin
(1971) found that state-approved courses and
supplementary textboods, written post 1954,
being used in several southern states show an
inadequate and prejudiced picture of Negroes.
""exts written from 1961 on, ignored the lower-

" class black family, always depicting the black

as a loner. In this way the informal social
learning of white children about blacks is sanc-

tioned and buttressed by formal education.
Research by Caliguri and Levine (1968) with
suburban educators found that very few school
districts had written policies encouraging
teachers to use inter-ethnic material and very
little support was given to those who tried to
use more and better instructional material of
this type. Teachers (Caliguri 1971 & Levine
Noar 1966) complained of poor quality of in-
ter-ethnic material in socia! studies texts and
expressed the need for more illustrations of in-
tegrated human groupings and settings and the
portrayal of minority groups in a more positive
light.

Tracking

Historically, the poor image of lower class
and minorities are depicted in textbooks has
also been the image used by schools to deter-
mine the educational experience of these
children (Crimmins 1974). The educational
track system (Clark 1964; Rist 1970; Schafer
and Olexa 1971) discriminates against low-in-
come minority groups by locking-in students to
a particular educational or career line. These
children come to school less well prepared for
learning than their middle-class reers and
because they have more to learn iti ¢he same
period of time, teachers label them as “slow
learners” (Hickerson 1966). In the third or
fourth grade, students are given standardized
tests which are used as the formal basis for
tracking. Lower-class children are deliberately
channeled into the lower track programs that
offer curriculum which, in most cases, is poorly
planned, academically weak.and basically un-
coordinated (Eddy 1967).. 'when children in
the same classroom are-placed in different
tracs special adaptations are made in the
regular curriculum so the lower track children
undertake less work and are given more time to
do it under the assumption that these children
are “‘disadvantaged.” The curriculum offering
for upper track students is more advanced or
supplementary to the nwrmal instructional
material which emphasizes specific kinds of
knowledge and work skills,

Tracking-reinforces failure for those who
have done poorly in the past, both through cur-
riculum offering and because teachers spend

- more time with the upper track students
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(Hickerson 1966; Moore 1964; Stein 1971;
Clark 1965; Hodgkinson 1961; l.evy 1970).
Slow learners are not fooled (McCullough
1974). They know when they are being dis-
criminated against by being given “‘slow work”
and often balk at doing the assignment. In so
doing, they fulfill the teachers’ expectations of
them by failing to learn. Thus schools succeed
in inducing and perpetuating the pathology
they claim to remedy.

The children do not understand to what ex-
tent their failure is institutionalized and semi-
automatic, nor are they aware of the political
significance (Levy 1970; Stein 1971). Income
and occupation of the father are almost as good
as 1Q test scores in predicting whether youth
will go to college. The educational system is
geared to the needs of children from middle-
class environments (Hodgkinson 1967). The
system is structured through tests, reward
systems and required behavior patterns to
allow children of the middle class to do well
and to filter out the poor (Carnoy 1974; Gintis
1971; Dreeben 1968). At each grade level, cur-
riculum is “modified” to teachers’ images of
what children can be expected to do (Stein
1971). Moreover pupils in lower track courses

are further demoralized by the widespread-

grading policy in high schools. Lower track

“students often cannot receive a grade higher

than “C” or “B” no matter how hard they try,
nor how completely they master the material
available to them (Hickerson 1966).

As soon as the child reaches sixteen years of
age, the teacher's task is lightened. The

simplest way of not teaching the child is to get .

him out of school through the insidious “incen-
tive or social promotion” practice (Stein
1971). As Hickersoa (1966) states, “Children

-of deprived buckground who do manage to

graduate from high school ‘are scidom better
off for completing this ordeal because schools
have equipped them with few saleable skills”
(cf., Ogbu 1974).

One of the major causes of children not
being taught is that neither teachers, prin-
cipals, superintendents nor Boards of Ex-
aminers who set the criteria for evaluation are
accountable for the success or failure in teach-
ing children. Educational personnel feel that
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their “professionalism™ puts them above being
accountable.

Summary

Research that looks at curriculum and in-
struction has not focused upon the question:
how do you provide instruction for all stu-
dents. Rather the literature is permeated with
discourse on how to best teach the minority
student. In public education today that focus is
reflected .in the development of sepr:iic
special programs and ability grouping. The
literature reviewed here is critical of tracking
and special programs, but little effort has been
devoted to how best to teach all students.

A second issue that is addressed in the sec-
tion on consequences of interracial schooling
also needs to be reinterated here. There are few
studies that look at the long-range conse-
quences of tracking and instructional techni-
ques. Further, there is a dire nced, particularly
when they concern the resegregation of
desegregated schools, to examine the changes
made after desegregation and the logics that
support those modifications, even comparative
descriptions of classrooms that are desegreg-
ated and segregated as a resuit of whatever
logic are needed. These descriptions need to
focus not as much as on teacher behavior, but
qualitative assessments of the teachers’
messages that a-e conveyed via his/her teaching
me*hodology and upon how much substantive
knowledie is being provided.

" -erally, the literature reviewed here is
cr. »f current curriculum and instruction
procedures. There was littie distinction in the
conceptual frameworks employed in the quan-
titative studies, qualitaiive studies and com-
mentaries. .

There is some doubt as to whether the
research reviewed here is representative, since
it would seem that there must be considerable
literature supporting tracking and special in-
structional approaches for minority students.
It is possible that much of this literatuare is
couched as “‘special education,” etc., which is
not reviewed in this paper. If this is true, this
would indicate that there are at least two dis-
crete themes in the literature. One assumes that
special programs hinder; the other, that they
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help. But more importantly, the latter sees stu-
dents as having deficiencies, while the former
assumes education does.

FACULTY

Teachers and Desegregation

Teachers play a critical role in determining
the success or failure of desegregated educa-
tion for they deal on a daily basis with
problems in integration of race and class. Or-
field (1975) has written that desegregation is
often a traumatic experience, especially for
white teachers, because they - - forced to cope
with their personal prejudi- -5 well as with
problems that may arise in teaching children
with different backgrounds.

Thus far researchers have paid littie atten-
tion to the effect of desegregation on teachers.
Anderson (1958) in writing of early school
desegregation in Tennessee says that teachers
were at a loss as to what to do for they had
received not one hour of training in race rela-
tions from the university. In their reports of
results from desegregated workshops Agee and
Smith (1974). Stein (1971) and Preston and
Robinson (1974) say that teachers indicated a
reduction in anxiety over working in a biracial
situation due to the workshop experiences.
Many whitc tcachers had classical stereotypes
of blacks shattered and participants evidenced
a noticeable change for the better in their
behavior toward -each other. However, there
are no follow-up studies to indicate what im-
pact workshops make in the classroom
behavior of teachers.

Teaching Minorities

Middle-class teachers have traditionally
discriminated against students in terms of
socioeconomic class (Alsworth and Woock
1970; Hickerson 1966:; Cilperman 1970;
Herndon 1968; Clark 1964). Children of
racial and ethnic minorities are seen as lower-
class so the desegregation process did not
necessitate a revision in methods of classifying
children—blacks were simply lumped into
“fower-class’ and teachers went on with “busi-
ness as usual.” Callahan (1965) and Kvaraceus
(1971) say that schools are indecd a business

04

operated with the expressed purpose of realiz-
ing the greatest return for the least amount of
investment. Rist (1973) has portrayed the
school as a “factory where children go to faif.”
Teachers act like job-oriented workers, leaving
shortly after students in the afternoon, rather
tiran profession-oriented educators who might
use the time to search for new and better ways
of teaching (Leacock 1969; Libarle and Selig-
son 1970 Workers in factories have been
described feeling alienated from: u:iinage-
ment much as Clark (1970) describes the dis-
tance maintained by teachers in their dealings
with *“those children.” It is argued that no
effort is made to establish a humanitarian at-
mosphere in the classroom or to interact with
students on an individual basis. Haskins (1969)
in his Diary of a Harlem School Teacher says
that faculty members in some desegregated
schools do not speak to each other even on a
professional basis. In schools where teachers
do talk to each other the conversations are
usually limited to the passing on of derogatory
information about students (Clark 1970).
Thelen (1954) argucs that rather than being
liberators, teachers are more often taskmasters
occupied with giving out tasks set by
bureaucratic supervisors:- Teachers feel a lack
of power and influence in determining educa-
tional matters in their schools so teachers’
unions have been formed (Alsworth and
Woock 1970: Fish 1970) in some cities to act as
bargaining agents in matters of pay, due pro-
cess and equal rights. When teachers express
desires for gestures of appreciation from
lower-class parents the parents are quick to
point out that teachers receive pay and fringe
benefits for their work and should not expect
gratitude as well (Ogbu 1974).

The educational system from kindergarten
through college has the means to sort out those
who do not conform. Prospective teachers, no
matter how intelligent or highly motivated,
must fit into institutional frameworks and dis-
play correct ideologies as determined by key
personne! in schools of education or they witl
not be awarded teaching credentials (Bergen
1968). Newly traired young teachers with tii2

desire to help children are soon socialized by

older teachers into traditional methods of
teaching and thinking. Rist (1973). Levy



Q

ERIC

Aruitoxt provided by Eic:

(1970), McCuilough (1974), Eddy (1967) and
Herndon (1968) depict the most important
function of the teacher as the maintaining of
control. Those who do fail to do so are faced
with loss of esteem in the eyes of principals and
other teachers because maintaining control is
seen as being synonymous with educating. As
means to establish control, teachers inflict both
mental and physical pain on students (Clark
1965; McCullough 1974). As a result of this
atmosphere of impending violence, schools
ofteiz #:id to the confusion they are trying to
prev. ai. A bigoted, belligerent teacher can
briry sty ;o nts’ resentments-to the boiling point
resultir2 in war in the classroom.

One way in which teachers view their rela-
tionships with students and parents is that of
patron-client (Ogbu 1974; Levy 1970; Fuchs
1969). Their purpose is tc raise the students
out of lower-class iife and turn them into mid-
die-class taxpayers. Teachers decide when and
on what basis they will meet with parents and
though there are often conflicts (parent-
teacher) about teaching and learning
stereotypes, the lower-class parents seidom
vocalize their objections because they need
what the teachers have to offer and have little
power to press their point. These parents often
avoid contact with teachers because teachers
“make them feci dumb.” Parents are not con-
sidered qualified to make judgments about

their own children. Teachers reject ideas or

suggestions parents might venture as to why
their childre:: are having school-related
problems or what approach might be used to
help the children.

Middle-class teachers experience difficulty
in identifying with different values of fower:
class and/or culturally different children.
Rather than trying to etfect cultural change. it

has been argued that teachers should try to be ™

conscious of, as well as understand and
respect, cultural differences (Hillson 1967:
Adams 1966; Fuchs 1969:; Greene 1974;
Woodworth and Salzer 1971; Anderson 1958,
Prichard 1969; Orstein 1971 Wiles 1970:
Alsworth and Woock 1970: Levenson 1968).

‘Clark (1971:98).sums_up_this_line_of thought

quite well when he says.
The answer to the problem is to get person-
nel of public schools. .. to nddress them-
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selves to their responsibility, teaching
children, teaching human beings. Data
shows perspective, degree of literacy of
teachers in understanding the nature and
characteristics of human differences is no
higher than that of the general public.

Teacher Attitudes

The major thrust of the literature having to
do with teachers is centered around judgments
teachers make about students and some of the
results of those judgments. The teacher
establishes the social role structure of the
classroom. Students perceive this role, act out
the role and in so doing become locked into it.’
Thus, this teacher-assigned role becomes a
“self-fulfitling prophecy’ (Entwisle and
Websrer 1974) for the child. Teachers make
value judgments of children by October of the
first year at school (Hickerson 1966) on the
basis of extra-school factors such as race, status
of parents, appearance which have nothing to
do with the child’s ability to learn (Rist 1972).
Middle-class teachers' prejudgments that
lower-class and minority children will be less
successful academically than the white, mid-
dle-class child determines the entire school
future of these children (Alsworth and Woock
1970; Clark 1964). The prejudices of teachers
against the lower-class child (Woodwuorth and
Salzer 1971; Eddy 1967; Clark 1965) have a
direct effect on how the child learns. Wiles
(1970) reports that teachers’ attitudes toward
pupils differ with racial and economic com-
position and type of school. Tk s results in un-
equal distribution of educational opportunity
(Hillson 1967; Moore 1964) and school
rewards with lower-class children receiving the
smaller share.

Summary

Unfortunately, there scems to be little study
of how desegregation has affected teachers,
their attitudes and classroom behavior. Even
basic research addressing tire relationship of
teacher attitudes and actual behavior has not
been systematically undertaken. It would seem
significant to understand how teachers have
modified their approaches to teaching, educa-
tion, the sponsorship of co-curricular ac-
tivities, and students in general after schools

354
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were desegregated. Another area of needed
research concerns teacher relationships with
administration and teacher-to-teachcr rela-
tions in desegregated schools. Unionization
and its meaning in desegregated school systems
would also seem to need more study. Univer-
sally, this research needs to be comparative
and utilize a variety of research methods.

The existing literature on teachers seems to
be mostly commentary which sees the teachers
as a problem. These works argue that better
teachers, better teacher training and more
resources will make teachers more responsive
to minority students. The qualitative research
is less optimistic and argues that while teachers
need training and assistance, the major
problem is:in the organization of the institu-
tion. The teachers are more-or-less caught up
in the institutional logic. There is little quan-
titative rcsearch, mostly evai: -ions of at-
tempts to change teacher attitudes or counting
of teacher-student interactions. The concep-
tual frameworks emplc,ed in the quantitative
studies seem (o represent both teachers as the
problem and the institution as the problem
analyses, without a clear tendency for either.

EXTRASCHOOL FACTORS

There is r:o little debate over the effect of
extraschool factors upon interracial scheooling.
In fact, this debate would seem to be the debate
that needs resolving before a uniform policy
and implementation strategy on the interracial
education can be designed. However, it ap-
pears that few will be giving ground in their
stances. The assumptions of each of these
schools seem irreconcilable with those of the
other. The debate seems to have centered
almost exclusively on the effects of extraschool
factors upon academic achievements, and the
discussion here will be limited to that subject.
Other extraschcol factors and other dependent
variables are included in other sections of this
review.

The first two schools of thought, what will
be called “innate ability” and “‘cultural
deprivation,” both consider extraschool fac-
tors to be primary in explaining success or
failure in an academic environment. The third

school cf thought which will be called *school
contingencies” for the lack of a better term,
argues that they are not as significant as the
others have proposed, if significant at all. This
distinction, however, should not lead one to
conclude that innate ability proponents and
cultural deprivation proponents are essentia!ly
similar irr outlook. While both consider ex-
traschool factors to be significant, they do not
agree on how to explain the significance of ex-
traschool factors or to what degree proposed
solutions can overcome the extraschool fac-
tors.

Innate ability

The first school of thought to be discussed,
innate ability, posits that the failure of
minority students to succed in school is due to
genetic deficiencies of minorities. For exam-
ple, the works of Jensen (1969; 1970) and Ey-
senck (1971) propose that there is little that
can be done to increase the academic achieve-
ment of blacks either through desegregation of
schools or through remedial programs,
although the latter, of course, certainly could
be used to help minorities maximize the attain-
ment of their limited potential.

Most of the works that have developed this
theme have based their con.lusions upon the
changes or lack of enduring changes in 1.Q. test
scores, their measure of innate ability. While it
seems impossible at this point in time to em-
pirically demonstrate the existence or non-ex-
istence of innate differences in ability, many
have taken the genetic argument to task for its
use ~f 1.Q. tests as measures of ability
(Lundberg 1939; Montague 1970; Rist 1970;
Husen 1972; Richardson, Spears and Richar 1s
1972; Labov 1970; Heber 1969). These works
have critiqued the genetic studics on the bases,
among others, of a misuse of the concept of
race, seemirg ignorance of linguistics, and
poor sampling techniques. While these criti-
ques are formidable, 1.Q. scores have con-
tinued to be used as indicators of genetic
ability. Jencks et al. (1972) estimates, for ex-

_ample, that genes explain about 45 percent of
“the variance in test scores. Yet even in that

reasoned study, therc is no geretic evidence,
rather just social indicators that are assumed to
be reflective of hereditary differences. ‘
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The literature suggesting' that innate ability
accounts for the lack of successful negotiation
of the process of schooling by minorities seems

“to “lack credibility. Richardson Spears and
for example, arguc that
. a realistic debate;

Richards (1972).
before there can be
about ‘individual differences in intellectual
performance. we need two things—a descrip-
tion of intelligence and an adequate theory of
its mode of development™ (p. 181). This has
not been forthcuming, and thus it scems that
until an adcquate understanding of. and mecans
of ascertaining cognitive differences are found,
it would secm best to assume, as Pearl (1972)
advocates, that for both policy and research
purposes, most students come into the school
system relatively homogeneous in innate
ability.

.

Cultural Deprivation

There are others who also sce minority stu-

dents entering school with deficiencies. Yet’

they understand them not to be the result of
genetic heritage, but rather the consequences of
being raised in an environment that does not
provide a child with the background necessary
to achieve in school. It is argued that deficien-
cies in minority background such as little at-
tention or encouragement from parents (Fraser
1959: Dave 1963; Wolf 1964). poor time
oricntation, perceptual deficits (Chilman
1967; Gottleib 1967), inability to reason
abstractly and use of a logically inferior dialect
(Bernstein 1961; Bereiter and Englemann
1966), and scarcity of books and encyclopedias
in the home along with parcnts’ reading defi-
ciencies (Fraser 1959; Coleman 1966; Gottleib
1967) are thé major causes of educational un-
derachievement among minority students. The

‘logic of this schoo! of thought finds support in

interpreting the Coleman Report as indicating
that the more significant aspect of the school-
ing process is, in fact, the students themselves.
That is, schools that have predominantly
white, middle-class students, it is argued, will
benefit minOrity students because the middle-
class student wi'l enrich the environment of the
minority child and thus help counteract his/her
“deprivation” due to -cultural background
(Moynihan 1968). There is some concern over

whether or not cultural de pmvatlon As”~ pn- :

\

L,

thought suffers,
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marily due to racial or social class back-
ground. However, it seems that the factors are
interactive (Coleman 1966) with race being the
more salient factor (Jencks 1972) in explaining
achievement scores. However social - class

seems to explain more variance in dropout

rates, which would seem to be} lan indicator of
school commitment. Race contmues however,
to be more significant when looking only at
nonwhite-collar youths (Coleman 1966).
Cultural deprivation has also received much
criticism. Among the most cogent of these:cri-
ticisms are the use in many of these studies of
middle-class criteria for assessing deficiencies
in the home life of less than middle-class stu-
dents (Baratz’ a/nd"'Bératz 1970; Ginsberg
1972); misuse of the concepts of ““culture” and
“deprivation” (Valentine 1968; Keddie 1973);
ignorance of the linguistic structure of nons-
tandard dialects (Labov 1970);:and the use of
traditional instruments and measures such as

~1.Q. scores in assessing alleged pre-school

differences between students (Ryan 1965;
Cicourel 1974). It appears that this school of
as does the innate ability
school, from a lack of theory about when
differences between people constitutes defi-
ciencies and when they are, in fact, just
differences. Thus, cognitive ' -yles vary; but the
only base cultural deprivation proponents use
for comparison is a somehow monolithic white,
middle-class culture. They seemingly have
grossly underrepresented even the
heterogeniety present in the white, middle-
classes. .

School Contingencies

The many critiques of both the innate ability
and cultural deprivation themes seem to have
led to the recent einergence of a new school of
thought—one which has yet to evolve a recog-
nized name for itself. However, inasmuch as
this school of thought emphasizes not ex-
traschool factors but the contingencies that the
institution of formal education creates for the
heterogeneous mass that is processed each year
in the name of teaching and learning, an ap-
propriate name may be “school contingencies.”
The origins of the school of thought seems to
have been with the “labeling perspective’ that
came into vogue in the 1960’s. (cf. Rosenthal
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and Jacobsen 1968; Cicourel and Kitsuse
1963; Schafer and Olexa 1971; Friedenberg

1965; Henry 1963) and the emergence of black .

critiques of thc educational process (cf. Clark,
1964, 1965) These work argued that success in
school is dramatically affected by the
organization of learning experience. Major
emphasis has been placed on the effects of
ubility;fi'grouping and tracking (Rosenbaum
1975; Rist 1973; Henry 1963) the social class
context of the school (Wilson 1968; Coleman
1966), and the quality of teachiers and facilities
(Coleman 1966).

Critics, however, argue that this perspective
is naive and does not take into account the
special needs of minority youth (Jensen 1970).
1t appears that systematic criticism has been
abated, since few critiques are found in the
literature, by a series of historical analyses
(Katz 1971; Karier, Vidas and Spring 1973;
Greer, 1972; Tyack 1974) that demonstrated
that public schooling was not intended to be a
mobility device for the poor, but rather a
nieans of training the masses while maintaining
social stratification.

Thus, a charge that might be leveled by pro-
ponents of the cultural deprivation perspective
that students need school skills and attitudes in
order to ecxperience social mobility was
neutralized.

This emerging perspective is arguing tradi-
tional analyses that have found family back-
ground to be nmiore relevant to school success
than school characteristics have misconcep-
tualized the character of the institution. In-
stead of being a passive agent that simply ac-
cepts the raw material in the form of students
and does what it can, this school of thought
sees the school as an avid actor that makes
assumptions and acts upon them. Race and
social class are important in this school of
thought only because the school assumes they
are and is organized to act upon that assump-
tion.

Summary

There can be littie synthesis of the research
concerning the role of extraschool factors in
promoting or denying academic success at this
point in time. The perspectives are simply too
divergent in assumptions for this to occur until -

9.;, 8

the assumptions themselves are rigorously
tested. It scems that considerable emphasis for
rew rescarch and thought needs to be put upon
innovative, but rigorous, attempts at develop-
ing theories and descriptions of intelligence.
This is long overdue. Further, research needs
to be conducted with the goal of ascertaining
how it is that social class and schooling in-
teract. The more ethnographic works-seem to
have been lielpful in defining the school as an
actor, but quantitative studies need to be un-
dertaken that conceptualize the interaction in .
less deterministic ways. This would allow for
an analysis vi the relevance of school con-
tingencies to student performance.

A second gap in the literature seems to be a
lack of field studies and experiments that begin
to specify when differences do secem to be defi-
ciencies, if ever, and under what conditions are
deficiencies responsible to remediation. Par-
ticular emphasis should be placed upon
cataloging cognitive styles of students and
school personnel with a direct charge to look at
the variety of styles that.individual school par- -
ticipants use in everyday life. Thus, it may be
discernible when a student is truly lacking in
some skills and when a student is portraying a
cognitive styles as a response to a setting
(Cicourel et al. 1974).

Thirdly, qualitative assessments are needed
of the effect of local neighborhood economics
upon the quality of education. If an
economically depressed area suddeniy ex-
periences a surge in employment, what is the
effect upon school processes, student outlook
and actions, teacher attitudes and actions, and
parental invoivement?

In surveying the distribution of literature
according to the three major themes, ther:
does seem to be a relationship between the type
of research conducted and the conceptual fra-
mewerk used in explaining the role of ex-.
traschoo! factors. While. none of the concep-
tual frameworks utilized only one type of
research methodology, it appears that more
quantitative approaches iend themselves to the
innate ability and cultural deprivation
perspectives, even though a significarit body of
this literature is simply descriptive commen-
tary. The school contingencies perspective
_tended to wse move qualitative methodologies,
" both historical and observational.




ERIC

Aruitoxt provided by Eic:

CONSEQUENCES FOR STU-
DENTS

The predicted consequences of interracial
schooling is a part of the debate over the role
of extra-school factors in school success. The
concern over the effect of the mixing of races in
the public school for the children is seemingly
a major issue deserving of a separate discus-
sion. The consequences to be discussed here
concern four issues: academic achievement,
self-confidence, racial prejudice, and career
consequences. The discussion of the fiist three-
will rely heavily upon St. John's (1975) review
of quantitative studies, and will be done in two
sections—one reviews her conclusions across
all three issues, and the second discusses the
qualitative research and commentary frame-
works used to explain the three issues. The last
issue, career consequences, will review a small
amount of literature that attempts to document
the consequences of interracial schooling for
entrance into the worid of work.

5t. John's Review

Academic achievemeni. The Coleman
report (1966) reported one finding that has
been the basis of much of the reasoning behind
federally mandated desegregation of schools.
Particularly, the report argued that the
academic achievement of black students is
higher in desegregated schoolis. The attempts at
replicating this finding arc many. Yet, St. John
(1975) in her review of quantitative studies
that address this issue, ends up arguing that
adequate data have not yet been gathered to
determine if there exists a causal relationship
between the racial composition of a school and
the academfc-achievemeiit of the students.
However, she highlights some trcnds. First,
‘.. .desegregation has rarely lowered
academic -achievement for either black or
white children™ (p. 36). Second, city size or
region does not seem to affect the influénce (or
lack of systematic influerice) of desegregation

‘on achievement. Third, it appears that kir-

d,ergarten age children reap more academic
achievement benefits than do older children.
Fourth, gains, when observed, are more usual

. in mathematical than in verbal achievzement.

9
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determine whether or not gains in academic
achievement are to be forthcoming, although
this last matter has had little systematic study.

Self-confidence, St. John (1975) reviews
three commonly studied psychological out-
comes of interracial education: anxiety, self-
conéept, and aspirations. For anxiety a’ com-
mon finding is that black children have a
generally higher anxiety level than whites, but
placement in an interracial education setting
does not seem to increase the level of anxiety.

Rosenberg and Simmons (1971) also argue
that there is essentially no difference Ly race in
the self-esteem of youth. St. John's review
argues that there is little evidence that points to
a rise in self-esteem among blacks that results
from the desegregation of schools. The evi-

dence also suggests that the self images of girls

and lower class youth are more vulnerable in
interracial schools, desegregated faculties help
raise self-concept, and that controversy over
desegregation may raise black self-esteem
because Of the high morale of the black com-
munity that engages in such controversy. All in
all, however, in the short-run 'school
desegregation seems to have more of a.negative
or mixed than positive effect upon academic
self-concept and more generalized self-esteem.
Sense of control, however, is never negatively
related to the white percentage of the school.
Further, in the long-run,- St. John argues,
desegregation in education is related to higher
self-esteem. _

Similar to the pattern of findings with self-
esteem, it appears that quantitative studies
reveal that blacks and whites have similar
levels of aspirations, and that blacks in segreg-
ated schools have higher aspirations than
whites. “Fot both educationai and occupa-
tional aspirations, the relation with school per-
centage white tends to be negative” (St. John
1975: p. 59).

Racial prejudice. Maybe more than with the
other two consequences of interracial school-
ing discussed, academic achievement and self-

‘confidence, there are few systematic findings

9
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concernings the effects of interracial education
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upon racial relations. St. John argues,
however, that desegregation does seem more
beneficial to black children if racial attitudes
rather than triendship is th . criterion. Further,
experiments, more than other quantitative
rescarch designs, are more likely o show in-

creasing racism in white attitudes. Again
_younger children benefit more than older

children and hostile school or community en-
vironments may account for negative results.

Other Research

The studies that St. John reviews, however,
fail to answer somc crucial questions. St. John
notes:

Researchers have not controlled such varia- -

bles as the levels of community con-

troversey over desegregation, the friendli-

ness of white parents ana students, the flex-
ibility or prejudice of the staff, the content
of the curriculum, or the method of teaching

(p- 39 '
and,

One issue that has not been resolved is

whether “realism” is an important dimen-

sion of aspiration and self-concept. Are
these attitudes tunctional only if they are in
line with the abilities of individuals and

with opportunities in‘the social structure (p.

59);
and,

This review of research on racial attitudes

and behavior in- schools indicates that

descgregation sometimes reduces prejudice
and promotes interracial friendship and
sometimes promotes, instead, stereotyping,
and interracial cleavage and conflict. An
outcome so variable must be affected by cir-
cumstances other than the mere fact of

desegregation (p. 85).

These concerns have been addressed, but
not in an extensive series of research projects
such as those St. John has reviewed. Rather
these are questions that more qualitative
studies have reflected upon. Not only have
they critiqued many of the “objective’ quan-
titative measures of the dependent variables,
but they have also pointed to the importance of
understanding that these quantitative measures
are designed in each case to approximate an es-

-

s
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scntially'duulitative variable. Further, a num-”
ber of commentators, cf. Pearl (1972), Katz
(1964) und Pettigrew (1975) have found this
quantitatively dominated segment of research
to be missing the definition of the situation in
terms of such things as pluralistic or assimila-
tive logics of in,‘gration (Rist 1974). Further,
it appears that both.commentators and qualita-
tive researchers are likely to look at behaviors
and attitudes as occuring in a specific context.
Thus, the works of Levy (1970), Rist (1973),
Schrag (1967) and Holt (1967; 1969) all seem
to point to the notion that academic achieve-
ment, self-confidence and racial attitudes of
students in a desegregated educational setting
are, at least in part, a function of school pro-
cesses. The school’s response to the presence of
a minority youth is a major factor in what and
how much students learn, the self-confidence
and academic self-concept they portray, and
the racial attitudes and friendship choices of
students. A school that has within the class
‘room ability grouping and/or curriculum

_tracks not only limits the information they

receive, the confidence that can be portrayed
“realistically,” and with whom one will associ- -
ate. Intriguingly, St. John in her discussion that
follows the review of quantitative studies and
thus allows more qualitative assessments ends’
up in this school of thought, which a naive
reader could not have predicted from her in-
troduction and the substance of her literature
review.

Career Consequences

It is true that research on desegregated
education is only about twenty years old. Yet

even taking this into account, there are few .

studies that have attempted to assess the career
consequences of youth coming from a
desugregated school. This would seem to be
especially needed due to the arguments by
some whites that the quality of educsation is
saffering after desegregation. Yet, St. John
could only find one study that traced inter-
racial schooling even into college entrance.
Perry (1973) found that black students from a
desegregated school program were much more
likely to attend college and to attend more
selective colleges than were a matched sample
that attended segregated ghetto schools.

.
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There is little denial in the literature that
blacks do less well in gaining entrance to high-
er education or into the primary labor market.
Duncan (1969) has pointed out that a black
must replicate social class each generation
while a white is more likely to “inherit” the
social class of parents. Yet Duncan discounts
the effects of quality of education as a signifi-
cant factor based on his understanding, of the
Coleman Report (1966) that quality of educa-
tion does not vary by segregated-desegregated

schooling as much as has been thought, and his’
argument that the quantitative measures ac- .

tually are correlative with assessments of
quality. Harrison (1972), from a more critical

perspective, agrees with Duncan, and argues

that the variable is not inferior educatlon but
the infatuation of employers with_credentials.
His evidence demonstrates that non-whites fair
worse than whites in terms of returns for ycars
of education. ' . v

No qualitative research .was found on this
subject, while some commentary-has argued
that the mobility of blacks is contingent upon
increased education. However, Duncan’s and

_ Harrison’s work point to a fallacy in this logic.

Merely increasing education will not equalize
blacks and whites. Efforts still need to be
directed towards the economy. Yet, it appears
that the role of education ‘has not been fully
resolved. The qualitative studies cited before
have pointed to different educational ex-
periences for blacks and whites, but no attempt
has been made to continue ethnographies into
the world of work from the school. Second,
there seems to have been no research that com-
pares the career consequences of the students
in desegregated versus segregated schools, and
under the variety of conditions that surround
the segregation ard desegregation. Lastly, lit-
tie research has attempted to pinpoint how
effective restructuring education may be as a
mechanism to promote economic reform.

Summary

1t appears that ‘any synthesis of the existing
literature on the consequences of interracial
schooling would have to plead for more
research. The review presented here seems to

-call for more research that uses ethnographic

techniques as St. John (1975) suggests, to
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understa-.d the definition of the situation ac-
cording’to the participants, and atiempts to
lead to the development of new indicators for

_quantitative studies. At the very least, studies
-need to utilize a variety of methods to attempt

triangulation .of observed results. Further,
the career consequences of interracial educa-
tion'need comparative and experimental study.
Qualitative research also needs to be under-
taken to assess how education translates into
entry to the world of work. That linkage seems
crucial to the whole discussion of interracial
eduication, but has not been systematically
studiea. .

An analysns that begar. with dlscuSSlon ofex-
traschool factors seems reified in this issue are
of consequences of interracial schooling. It
seems that quantitative research and qualita-
tive research are associated with ‘different con-
ceptual frameworks. Commentators are split,
but seem to tend to go.along with the quantita-
tive research and argue that the consequences
have to do with the characteristics of the stu-
dents, while schools are seen as relatively
passive processors of the raw material with
which it is presented.

Qualitative researchers are not as willing to
assume such a benign role for education. They

" emphasize that the school’s responses “of "thiE

presence of minority students is a critical fac-

tor in determining the educational, attitudinal

and career consequences of those. it serves.

SYNTHESIS AND CONCLUSIONS
Needed Research™

The literature on interracial schooling
seems to have one particularly salient factor—
a lack of theory. St. John (1975) commented
on this wher looking at the quantitative out-
comes of desegregation for children. Yet is is
not just limited to that portion of the literature.
Most of the literature on interracial schooling
is policy or procedure oriented. It is “action”
research without a good grounding in social
theory. :

This is not to say that the llterature does not

. have some variety in conceptual frameworks,

for it does. However, the'research all too often
does not emerge from theory or directly inform

_theory. Rather the conceptual frameworks

Co 10
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overarch. the research procedures, questions
and interpretations and may only become evi-
dent through a close examination of the word-
ing of the conclusions. The authors, for some
reason, have not felt free to elaborate their
theoretical frameworks within the context of
their research. Hopefully, the development of
new theory will heip explain the inconclusive-
ness of the findings reviewed in this paper and
elsewhere. St. John's (1975) attempt at theory
development seems to have been a rewarding
venture, More such attempts are needed.

It also scems that there is a noticeable lack
of ficld studies that incorporate a variety of
research methodologies. qualitative and quan-
titative. 't would seem that these types of
studies cnable not only more generalizable
results, but also results that are more closely
attuned to schooling processes. These studies
should certainly be comparative whenever
possible.

A third area of needed research is within the
classroom. As St. John (1975) notes:

. .far more illuminating (than quantitative.

studies) would be small scale studies involv-
ing anthropological observations of the pro-
cess of interracial schooling. across scttifigs
diverse in black/white ratios and in middle-
classflower-class ratios, and also diverse in
their educational philosophies and techni-
ques. (pp. 122-123).

The argument is for' more holistic dssessments

of the educational milieu that are almost by

" definition qualitative. After theoretically in-

formew studies of this type. it may be possible
to ‘develop meaningful indicators for more
quantitative approaches.:

Another gap in the literature is the simple
paucity of work on co-curricular activity.
Winecoft and Kelly (1971), Petroni, Hirsch
and Petroni (1970}, Libarle and Scllg'wn
(1970), and St. John(l975)havemd1catedihar

desegregation of co- curricular activities may-

be a very touchy problem. Wmccoft and Kel'y
(1971) comment that the more mtormal and

“social the co-curricular activity, the more

difficult it may be for whites to accept. Petroni,
Hirsch and Petroni (1970) and Libarie and
Scligson (1970) concur wher they note that one

. of the complaints by black -itudents is a lack of

black cheer!:: ‘ers, one of Winecoff and

r

10"’

)

Kelly’s co-curricular activities that for whites
is unacceptable to integrate. St. John (1975)
argues that the social threat of desegregation is
greater for black females than black males,
since feminine beauty is judged-by-standards of
white society and since black males may gain
acceptance and self-confidence.through
athletics. However, there certainly is a need to

_ establish the theoretical and strategic signifi-

cance of co-curricular activities to the process
of interracial education. Research needs to be
directed, first, at qualitative understanding of
the importance of co-curricular activities to
the students, black and white. Following these
types of investigations, an effort should be
made to quantify the desegregation of co-cur-
ricular activities under a variety of schoo! and
community conditions.

More specific gaps in the lnerature has been

noted in the summary of each section of this
literature review. However, let us highlight.a~

few of them. First, for the legal/political issue
there would seem to be a need for research that
documents and explains what judges and attor-
neys who have been irvoived in school
desegregation cases conside1 credible evidence
and the parameters used to assess the viability
of the possible remedies. Second, research on
community concerns and influence is lacking
that investigates the perspectives of a varicty of
black communities concerning desegregction
dnd interracial education. Hopefully, some
clarity of issues will emerge from knowing the
effect of new political and economic power
upon the perspectives of black communities.
Studies are also needed of the effect of alterna-
tive governance systems, and not just varia-
tions in administrative style, upon the process
of interracial education. It also appears that
research on administration needs to put
emphasis upon the school system administra-
tion, particularly since desegregation may lead
10 more centralization of decision-making. Ex-
amination is also needed of the consequences

.of “law and order™ in the school for students.

One such consequence may well a lack of com-
mitment to thc school by students. The essen-
tial question in need of investigation is: Under
which system(s), procedure(s), and/or condi-
tions of order and discipline will students re-
main committed to the schoal?
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Research efforts need directed at the most
productive means by which to teach all stu-
dents, regardless of background, within the
classroom and the school.
emphasis on the minority child may be countcr
productive to this effort. Documentation and
analysis is also needed of curricular changes,
and the consequences thereof, made in
response to desegregation.

One area of the effects of desegregation that
has been relatively ignored is the consequences
for the teachers. How has desegregation
affected teachers’ attitudes, classroom
behavior, teacher to teacher relations, and
teacher-administration relations? :

The most pressing need in the issue areas of
extraschool factors and consequences of inter-
racial schooling ‘- for the development of theo-
ries and descriptions of intelligence. This may
well bc a futile effort, since intelligence may be

"only a human construct that indicates misun-

derstanding of other human beings. Yet the at-

_.._‘_...._Ntempts need to be made. Along with this effort,

or possnbly in- p{ace of \it, research is critically

" heeded in the area of career consequences of

schooling, and interracial schooling in particu-
lar. The most damaging consequence of
desegregation may be that employers and high-
er education may assume without any evidence
that students from desegregated schools are
less qualified, and may sysiematically dis-
criminate against them. Of course, the quality
of a school may decline after desegregation,
but if it does it would seem to be in large part
due to school response to desegregation, and
may not be due to the influx of ininority stu-
dents.

The Relationship of Conceptual Framework
and Research Methodology

One of the major purposes of this literature.
review was to examine if there seems to be an
association between research methodology and
conceptual framework. Three research ap-
proaches were identified: commentary,
qualitative research, and quantitative research.
It should be noted that in the field of education
it often seems that what authors consider

quahtatlve research appears instead to be in--

formed commentary. However, it was decided
that how the author trcated his material would
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be the decision rule and not someone else’s
assessment for this investigation. T
There seems to be essentlally two types of
conceptual frameworks that were represented
within the literature, While this may appear to
be an over-reduction of literature, the lack of
expressed theory in.the iiterature on the pro-
cess of interracial education simply does not
seem to comfortably permit finer distinctions.

. One of these frameworks is highly critical of

the entire institution of public education as it is
currently constituted, The second conceptual

framework is less critical of the institution as it

assumes that probiems emerge either from the
inadequacies of the participants—administra-
tors, teachers, students, parents—or from tech-
nical difficulties in implementation.

It appears that there is a relationship be-
tween research methodology and conceptual
framework. As one might expect commentary
is difficult to associate with one of the two con-
ceptual frameworks. Commentary relies upon
other literature, and upon the authors’ pre-
dilections, to synthesize an argument. Either
conceptual framework can be employed. .

It appears that quantitative research is more -
usually associated with the conceptual frame-
work that assumes that school problems are at-
tributable to factors outside the control of the
school (i.e., inadequacies of partncnpants) or to
technical dlfflcultles (e.g., need for inore, race
relations training for teachers). Quahtatlve
research, conversely, seems overall to be more
critical of the mstltuuon as it exists within
society.

One source of evidence for this conclusion is
the pattcrn of research and framework used in
the various issue areas. For example, it seems
that for the legal/political literature and the.
community concerns literature qualitative
research was primarily used and the frame-
work is critical of this institution. For the
legal/political. it appears that the inconclusive-
ness of quantitative studies have left judges and
researchers alike to rely on more qualitative,
" historical and legal assessments. Further, it
dppears that generally only those researchers
that are critical of the.institution:are signifi-
cantly concerned with community conflict; fac-
tionalism, decision-making, and the role of
ehtes in interracial ....hool processes. Thosc

-
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who are not critical of the institution simply do

not seem to ask questions about the com-
munity, except in terms of the deficiencies of its
inhabitants and/or the technical problems they
create for the school.

Similarl,, some support for the relationship
between research methodology and conceptual
framework is found in the literature on school
administration. While difficult to be certain, it

may well be that many authors became critical
-of the institution as their research progressed.

Many seemed initially concerned with ad- -

ministrators and administrative styles as the
problem. Yet they ended up finding the school
principal feeling powerless. Their resolution of
this finding seems much more critical of the in-
stitution of education.

The. hypothesis is supported.in the reviews
of fmdmgs of the other issue areas. Takmg ex-

. traschool factors as an example, quantitative

research is more likely to assume individual
differences in students to be deficiencies, while
qualitative research argues that they are only
diffcrences that schools could build upon if the
schools were correctly organized and incor-
porated a different philosophy. This pattern
seems consistent to those in the other issue
areas, :

There seems to be an underlying factor that
may account for this pattern. Since there is lit-
tle in the way of systematic theory about the
process of interracial education, it cannot be
easily argued that certain types of theory de-
mand certain types of research methodology.
However, there does seem to be a relationship
between conceptual framework and research
methodology that must be attributable to
something. The only discernible factor that
seems to be consistent with the literature herein
reviewed has to do with philosophy of science
that guides the endeavor research and explana-

“tion. This “third variable” may well be the

degree to which the researcher relies upon a
positivistic philosophy of science. The more

- quantitative studies use conceptual - frame-
‘works that assume that physiological and/or

social forces in large part détermine how a per-
son acts, and that these forces are somehow in-
dependent of the institution of education, In
fact, a usual argument is that the function of

school is to deterministically socialize youth
into more “acceptable”. behavior and mold
them for life. The more qualitative studies
seem to assume that individuals aré acting as
freely as possible within the constraints placed
upon them by the social institution of educa-
tion and the specific processes of interracial
education.

It would seem to pe significant to those who
do research, use research findings, or fund
research to begin to assess the philosophy of
science that is embraced by the researcher. For
this may well explain not only the choice of
methodology but also the interpretation placed -
upon the data.

It should be remembered, however, that
these findings are tentative, and in need of
further exploration. The intent of this
literature review was to synthesize a mass,
albeit not an exhaustive mass, of literature into
a format that hopefully will be useful toc a wide
range of lay persons, educators, and
researchers, while at the same time attempting
to tentatively explore and explain any relation-
ship that could be found between conceptual
framework and research methodology in the
literaturc reviewed. Hopefully, this has been
attained, and will help stimulate future
thought and research concerning the processes :
of interracial education.
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PREFACE

The development of an incisive literature

-review on desegregation is not an easy.task. An

Educational Research Information- Center
(ERIC) review has produced over.2,516
studies:in just the past'ten years that focus on
some aspect of the desegregatlon/lntegratlon
issue. To make this-point further, in: 1966 the
Center for Urban.Education published-Meyer
Weinberg's- desegregation bibliography of
3,100 references (Weinberg:1966). In. 1970

Weinberg published another bibiiography, this-

time on the.education of the minority ‘child,
containing -over 10,000 references (Wein-
berg:1970). Considering the passage of just six
years, one hesitates to cite still another com-
prehensive list of writings on desegregation.

... Our task in the compilation of this

bibliography was to look at the literature on
interracial processes in schools, especially
those ‘items that use or impinge.upon concep-
tual models-and analyses which have involved
direct classzoom observations in their formula-

_tion. So mmgh of the: literature to date deals

with the .asmssment of quantitative outcomes
and ' has zmmmored the qualitative 'processes
operatingafifthe school. W hile we discussed the
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J“Blbhography from a Fleld Methods Perspectlve

fformer approach our focus was on. the latter

style. Hence, attempt was made to focus onthe

_},observatlonal life and schools in an. attempt to °

get at the patterns and dynamlcs of socializa-
tion in desegregated settlngs : -

We have found some advice on\how to: pro-'
ceed: from Cohen.and: ‘Garet's discussionof:in-
forming- educatlon pohcy wnth applled social

-research:’

Apphed *research resembles a- dlscourse
about ‘social reahty—a debate about soclal
-problems and. their _solutions. - Like :
telligent: discussion. or ‘debate, . apphed
research does not necessarily reduce -dis-
.agreement. Instead it calls attention:to-the
-existence of conflicting positions, sometimes".
elaborates. them, and sometimes generates -
new -issues altogether. Like -discourse, it
‘often has a loose and:unstable connection
-with other sorts of social:action. (1975:42)
This: notion of discourse is not unlike. field
research itself for it requires:that one first
develop a certain analytic.awareness:to the -
social reality under study. I that sense, we
have:approached the literature on: desegrega-

‘tionin much the fashion ofrparticipant:obser-

vers, looking for consensus and.conflict:among

- the:results of other rescarch.”We have:sequen-

tially sampled the literature not just:in
classroom observation but in related areas
such. as field studies in schools and- com--
munities. From this search we developed a
workimg hypotheses. We areconvinced that-we
have been able to uncover.a few gaps in exist-
ing bibliographics on desegregation that will
prove to be significant for-anyone interested in
this. area.

A fieid methods perspective also requires a
holistic approach for viewing the issue of
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desegregation, This means that to understand
- classroom processes we not only had to review
the research on desegregation, but also, in the
manner of contextual analysis, what people
~ have said about this research. Implicit here is a
discussion of what the courts were saying for
they are the context that provided the incentive
for desegregation research in the first place.
Toward this end we set a number of ‘social
scientists and educators interested in diverse

aspects of the area of Cesegregation and policy‘

formation to the task of searching out the
research:literature regularly and compared our
findings. This . monaograph represents a refor-
“mulation of the papers this group produced.
Five categoriesi are presented a socio-legal
history ofidlesegregation in America, a review
of the literature: on desegregation~and
classroom:effects, a.conceptual critiquezafithe
‘implications of-acculturation:and ethniciry: for
the:study of desegregation, and finally:an: ex-
ploration of classroom observation techmques
for the study of desegregated classroom.
“While the text argues that these areas:are:in-
terrelated.. thezmonograph has been separated
into five areas in an attempt to aid the reader’s
understanding -of what we're’ trying 10:-say.
Thus, it seemed only logical that the. relevant
annotations should follow each section.
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This -bibliography contains over 10,000
entries ‘dealing with the- education of
mrnorrty chrldren The author defrnes

work of, social,
political factors that help shape that ex-
perience.” Documents are orgamzed ac-
cordrng to twenty three toplcs

THE socro LEGAL HISTORY OF
DESEGR“GAT!Om O %RICA

Overview

One indication of the growing social interest

in educatlonal Jissues_is the’ frequency: with

which such issues are’ belng referred ‘to and

.decrded by the courts' rather : than .by the
schoolsithemselves. “This’ growth of social con- .

cern and the persistence of a:number of:legal -
issues as national concerns have produced a -

. socio-legal background agarnst whlch research
_questlons and results in the field of desegrega-

tion must. .be examlned Consequently, any .
literature review on desegregatton should ‘
begin with: this perspective.

It should be noted_that five eras of social
revolution divide litigation evolvements
following ‘the Brown decision after- the 1953
concept of “freedom “of choice’ (Bolmeter
1970). These. eras were ushered in- by four.
separate cases from Kansas, :SouthCarolina, I
Virginia, and Delaware which- were consoli-

dated for. Brown 1. Each: planttff black child::" - R

sought admlsslon to public schools of ‘its com-
munity ona nonsegregated basls In: each state, ‘
except Delaware,. these requests- ‘were. refused ,

on.the “separate but equal” 'doctrme ‘of Plessy - o

V. Ferguson (1896). The Court found. ‘that equal
protection  of - the laws . was ‘denied ‘by ‘that
doctrine and that segregatlon was damagtng to '
black children. . ‘

Period I, 1954-1956, was a perlod of wamng
in which the second Brown decision was ren-
dered in May 1955. .1t emphasized that the

_Constitution does’ not require lntegratlon, it

merely forbids discrimination.

Period 11, 1956-1960, represented a period
of 'resistance whereln people through their
legislatures sought. to’érroumvent the decree in
Brown I1. These laws: were, in ’l‘han.y, reSpects,
in violation of the XIVth Amendment

legal, economic, “and




During Period 111, roughly 1960-1971, Civil
Rights was at its zenith. The early 1960s was a
time of token compliance with desegregation
laws. In 1964 the Civil Rights Act was enacted
which shifted the desegregation story from the
courtrooms of the nation to the U. S. Office of
Education. That office places pupils on a non-
racial basis. Guidelines of the Health, Educa-

tion, and Welfare Department of 1965 and.

1966 provided school administrators with

necessary directions for accomplishing non-’

racial unitary school. Three plans were ‘as
follows: (1) geographical districts,!(2) freedom:
of choice,? and (3) comblnatlons of both of
these.3

Period 1V, 1968-1972, saw judicial revota-'”

tion.in the deep South. Federal courts man-
dated massive integration.

Period V, 1972:1976 approxnmately, is the
current scene wherein school administrators
and courts to a limited extent favor “freedom
of choice.” Also, from Swann V. Charlotte-
Mecklenburg Board of Education 402 U.S.
767-8, 769, 722, confusion over the future of
integration existed. Moving integration from
the South to ghettos and barrios of the East and
West has been attempted. Litigation over sec-
ond. generation problems is occurring.

The Decision-Making Process

Essentiarly:"the legal history of desegrega-
tion in the United States is the history of post
Civil War attempts to establish and enforce the
Emancipation Proclamation of 1889. It en-
compasses the Constitution as well for it was
the XIIItn Amendment which abolished slav-
ery in 1865 and the XIVth Amendment of
1866 which proclaimed all persons born or
. naturalized in the United States to be citizens
protected against deprivation of life, liberty
and property without due process and guaran-
teeing them equal protection of the law. Prior
to the Civil War, the popular- opinion that
slaves were not entitled to equal protection
befare the law was also the legal opinion. In-
deed, the:first case involving adjudication of
civil rights of freed slaves— Dred Scott v. San-
ford, 19 Howard 393 (1857)—decided that the
freed slave had no rights.

After the Emancipation Proctamation, the
development of segregated institutions became
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a matter of social and legal process at the state
level. A number of states enacted statutes en-
forcing separation of the races in education,
public transportatlon, dmmg. employment
housing, jury duty and voting. Exen where such
statutes did not exist, every y}mse of Americzu
social life was segregated = icver and
wherever blacks and whites lmpmged on one
another.

Within this context, the history of educa-
tional desegregatton has proceeded from a
number. of importzEnt legal opinions and acts.
As early as 185%. the State of Massachusetts
abolished segregzred schools but it was almost
one hundred yems later that concerted legal:

action  toward desegregation ‘really bégan.

When the ‘Supreme Court outlawed enforced
segregation:in housing in Buchanan v. Warley

in 1917, and eradicated restrictive convenants__ . -

in housing .in, Shelley v. Kraemer in 1948, the
way was paved for an outright attack on the’
legality of segregation which had been
established in Plessy v. Ferguson in 1896 which
upheld racially segregated schools in the dual
system pattern.

First, Briggs v. Elliott, 98 F. Supp. 529
(1951) exposed unequal facilities of segregated
schools. Then, Brown v. Board of Education. of
Topeka Kansas (Brown 1), 98 ‘F. Supp. 797
{1951) held that “in the field of public educa-
tion'the-doctrine of ‘separate but equal’ has no
place. Separate educational facilities were
declared inherently unequal. This holding'was
implemented the following;year in Brown v,
Board of Education 349U.S. 294. (Brown II),
where the court ordered the termination. of
dual school systems ‘‘with-all deliberate
speed.” More than a decade.later, with many of
the nation’s public schools:as .segregated as
ever, .an impatient Supreme Court shifted the
standard: “The burden on a school board to-
day is to come forward with a plan:that pro-
mises realistically to work, and promises
realistically to work now.” 711969, the court
announced that “the obligation ~f every school
district is to terminate dual ‘school-systems: at
once” (Frank-and Nitsche E¥74/1975).

Brown, 1T entails the:Supreme Court’s
delineation of the extemt to which lower
federal courts could exercise their-equitable
powers to -order desegregation, when local
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school boards had failed to mee* * " »ir ennstitu-
tional responsibilities. D <tri boards
retained primary responsiliii.. or achieving
desegregation, but the federai courts . uld
utilize broad powers to insure that local boards
complicd with minimum constitutional re-
quirements. Green v. County School Board, 391
U.S. 430, for example, was the rejection by the
court of a proposed plan allowing parents
“freedom of choice™” as to the school their
children would attend.

It was in Swann v. Charlotte-Mecklenburg
Bourd of Education 402 U.S. | (1971), that the
Supreme Court sanctioned the use of a broad

arsenal of school desegregation remedies, sus-
taining the plan devised by a district court-ap-.

pointed expert following the court’s rejection
of the local school board’s desegregation plans.

The. remedies included altering teacher and -
pupil assignments and overseeing the location””

of new schools. At times, the Supremé Court
permits gerrymandering of school districts and
attendance zones. There are, however, limits
upon the power of federal courts to initiate
desegregation programs.

In Milliken v. Bradley, 484 F.2d 215, 244
{1973), for example, because of the high per-
centage of blacks in Detroit schools, a singie-
district remedy would make the entire school
system identifiably black. To avoid this result,
as well as the possible acceleration of a white
exodus to the suburbs, the district court con-
cluded that it was necessary to go beyond

school district boundaries in order to effect a

significant remedy to the constitutional viola-
tion. This concern has also been extended to

include’ the financing of education. In still
another decision, The San Antonio Independent

School District v. Rodriguez in 1973, it was
declared that discriminatory state aid
programs were illegal.

Indeed, if the courts:at all believed:in a per-
ceived cquality through the Brown decisions,
something less was happening in terms of out-
comes. Policy difficult in mandating is often
harder to cnact. Societal reaction represented
nothing more than an “institutionalized eva-
sion of institutional rules” (Mcrton and Nisbet
1966:730). This subtle but effective evasion of
compliance to the spirit of Brown I and Il in

turn mandated . “w series of court decisions.
The problem is :  ~trated by, the fuct that new
decrees were . uiied to deal with such
scemingly diverse areas, as busing, school
staffing, and even bilingual education.
Moreover, the jurisprudence of busing
reveals the uncertainty which characterizes
many of the desegregation decrees. How
harmful is the challenged practiced?It is suffi-
ciently harmful to justify remedial costs? These
questions are still at the base of the continuing
controversy over busing. The Rodriguez Case
(1973), for example, upheld a desegregation
p'an that included grouping suburban and in-’
ner-city schools and transporting students:ac- .

“cordingly. Yet, the Davis v. East ‘Baton~ Rouge -
- Parish School Board, 393 F. Supp. 1013, cites a

refusal by the court to order massive'bqsing for

-the sole purpose of achieving a greater percen-

tage of ‘racial mixing in each school. The ra-’
tionale ‘was that the East Baton Rouge Parish
school system had been desegregated .and was a
unitary system. Therefore a new plan of
desegregation was not justified. -

The courts have atso declared that if over-
crowding was a problem, then inner-city
school children could be transported outside
the city. In Higginsv. Board of Education of City
of Grand Rapids, Michigan, 395 F. Supp. 444
affd. 508 F.2d. 799, the decision was made that
despite a 75% cost reimbursement by the State
to the rural schooi system, no reimbursement
was necessary to the Grand Rapids school
system. Such a practice was said to not be re-
jated to racial difference or segregative intent.

Assignment or admission to particular
schools also became a problem considered by
the courts. In U.S. v. Hirds County School
Board. 516 F.2d 974, it was decided that a
school district could be required to modity its
assignment system. Zone lines eguidistant be-
tween the hiuck school.and other schools,
which werce ‘being attended. by white students
residing in the arca of the black school, were
established to implement strict neighborhood
assignments at schools attended only by black
students being attended by white students
residing intthe arca of the black school were
established.to implement strict néghborhood
assignment at schools attended onidy by black
students., T
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Furthermore, merely assigning students was
not a bona fide effort to comply with require-
ments for desegregation. In Tasbyv. Estes, 5{7
F.2d 92, a dual education system, it was not

~ satisfactory that the district’s objective was -

limited. to only redirecting a racial group’s
composition of the student population in each
particular school

And, in Bd. of Ed. oany School Dist, of City
of Cincinnati v. Department of Health, Educa-
tion,.and Welfare Region 5, 396 F. Supp. 203,
thé Provisio of Emergency School Aid Act was
upheld. This act stated that no provision
therenf shall be construed to require assign-
menzof students or teachers to overcome racial

“imbailance and does not operate“as'a ban or-

_ prohibition on the reassignment of students

and teachers.to achieve racial balance.

~ But closing existing schools and reopening

' new-ones necessitates moving professional per-

- sonnél. True desegregation of a school requires
that faculties as well as the student body must
be desegregated.

The. XIVth Amendment forbids selecuon
and assignment of teachers on the basis of race.
In North Cuarolina Teachers Association v.
Asheboro City Board of Education, Canc. 1968,
393 E.2d 736, it was decided that denial of due
process has occurred when black teachers lost

" their jobs ‘‘teaching Negro pupils” upon
" elimination of all-black Junior and "Senior
Highrprograms. Black teachers not reassigned
in desegregating were similarly denied due

process (Rolfe v. County Board ~f Education of

Lincoin City Tennessee, c. a."Tenn. 1968, 391
F.2d 77). And, in Chambers v. Hendersonville
City Board of Education; Canc. 1966, 364 F.2d
189, 7x-was decreed that due process required
thadt. objective standards for the employment

and retention of teachers applied equally toall .

teachers. Yet, in Guy v. Wheeler, D.C. Texas,
1973, 363 F. Supp. 764, it was shown that
achieving the lowest rating in an interracial
group tested was reasonable grounds not to
rehire a black teacher. Furthermore, in
Johnsen v. San Francisco Unified School Dis-
trict, D. C. Cal., 1971, 339 F. Supp. 1315,
school authorities violated the XIVth Amend-
ment bw assigning black teachers and teachers
-of limid experience to “black” schools and
hardly:zany to-"white” schools. And, once it is
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established that black teachers are dispropor-
tionately assigned to black schools, the respon-
sible school authority may fairly be required to
demonstrate that such assignments. were not
racially motivated. In Bd. of Ed. of Ohio School
Dist. of City of Cincinnativ. Dept. of Health, Ed.
and Welfare Region 5,396 F. Supp. 203, it was
decreed that students and faculty may be -
reassigned to achieve racijal balance,. but :no
provision of the Emergency School Aid Act
was to be construed to require assignment of
students or teachers to overcome raclal im-

. balance.

The complex nature of the court’s deciSioh-
making process is further indicated in the fact

‘that through the XIVth' Amendment, the Con-

stitution does not _require educatlon geared to .
the unique developmental and cultural needs
of minorities.” Bilingual education,’ whlle in

many ways related to desegregation, is not, in .
the legal sense, a substitute for desegregation.

The Constitution does not require education
geared to unique developmental and cultural
needs of minorities (XIVth Amendment). If
consolidation of schools is not necessary to
relive a constitutional violation or to remove
obstacles to such relief, the District Court
lacked power to order consolidation.

In New York City, a proposal that all
Spanish-surnamed children should receive the
Spanish test, rather than giving the test only to
those scoring below a particular percentile on
the English version was rejected (Aspira of New
York, Inc. v. Board of Education of City of New
York 394 F. Sup. 1161). . .

Where English language deficiency is the
cause of lower achievement among Spanish-
surnamed and Indian students, this was seen in

violation of the XIVth Amendment and Equal

Protection Clause of Title VI of the 1964 Civil
Rights Act. In Serna v. Portales Municipal
Schools 499 F.2d 114, a denial of equal educa-
tional opportunity existed under color of state
law. In failing to provide bi-lingual and bi-
cultural education for needs of Mexican-
American children, a minority group was
deprived of high quality education.

It is important to remember, however, that

. although language can be an indication of race

and even though exclusion on a language base
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may in reality be racial denial, it is the exclu-
sion on racial grounds which offends the Con-
stitution—not the particular skin color or
language of the person excluded.

Implications for Research

The courts’ mandated change and the study
of change has always been a favored topic of
the research enterprise. Busing and desegrega-
tion had, among other things, implications for
demographic research. Desegregation of
school staff relates to organizational studies.
Bilingual education means many things includ-
ing classroom processes and culture cont'act In
thmg, researchers can add to the confus:on
over policy formation. As Henry Levin ad-
vises: -

Social science research can best be used
to frame the issues and their consequences
rather than to obtain conclusive evidence on
what is right and what is to be done. This ap-
proach requires a recognition that while
many aspects of the world cannot be quan-
tified or analyzed in a social science setting,
such factors should be considered along
with the results of social science research. It

is not clear that utilization of social science .

research in this manner is consistent with an

* adversary framework. Further,” if social
science findings increasingly are used .to
create what appear to be technical issues out
of essentially moral dilemmas, this presents
a potential social danger. The apparently in-
creasing reliance of the courts on social
science evidence suggests that intensive
debate on these issues should be given high
priority. (1975:240) -

As the legal history shows, the institution of
change through court mandate is not an easy
task. Decisions produced ynexpected results. It
is thus necessary to understand this process of
decision making for as new decisions on the
desegregation issue emerge, unanticipated con-
sequences are created for the entire social
order. The research on school desegregation
has closely followed these unanticipated conse-
quences, but as Levin observes, not without in-
troducing its own forms of bias. o
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I Milliken v. Govenor of Michigan et al. v.
Bradley et al., Certiorari to the United States
Court of Appeals for the 6th Circuit, July 25,
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Supp. 216.
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As we have just seen, the Brown decision of
1954 was an ‘attempt to shape social-
behavioral change in the educational ex-

_ perieénce of Americans. Since that historic deci-

sion, researchers have tried, in many ways, to.
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meéasure the extent of change, both: anticipated
and unanticipated, as a consequence of this
decision. Many factors which confcund such a
change process and were not apparent when the
decision was made, are only now commg to
light.

Problems have emerged in even the srmplest
or most straightforward research analysis of
desegregated schools. Not all the effects of
desegregation are measurable, nor are they
necessarily mutually exclusive of other in-
fluencing. factors. Thus attempts to interpret
data often lead to f:zzy rather than clear con-
clusions.

The literature review of the effects of

desegregation on the students, both black and -
white, has brought to light some, interesting~

problems, as:it: explores the research.done. Un-
derlying the complexity of the situation, there
seems to be an overall confusion as to what the
purpose of the desegregation decision was and
what ends it was " supposed to achieve for
minority groups. Was it to end racism? Provide

equal opportunity for children? Raise test

scores? Often it appeared that either the
research was either not asking the right ques-
tions or it was addressed to questions which
were not researchable. As a result, néither the
success of desegregation nor the quality of the
research in this area can be conclusively evalu-
ated. .

What Type of Research Has Been Done

In researching the consequences of

-desegregation on students, the literature seems

to fall into five categories: (a) that dealing with

changes in achievement test scores, (b) that

dealing with the psychological factors of self-
esteem, anxiety and control of“the environ-
ment, (c) that having to do with:social interac-
tion, cither in peer group or student-teacher,
(d)-and those studies which take ‘a:case study
approach to examining schools or-districts in
their attempts to desegregate. A final category
must serve to include those articles that have
tried to analyze the pros and cons of desegrega-
tion, either generally or theoretically, as re-
lated to students, such as ipolicy- questions,
issues relat>d to busing problems, or analysis
of the emergence of white flight and its origin.
As this latter category is quite large,, it
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necessarily has been limited to only those arti-
cles which directly spoke to the implications
for students in public schools. '

" In the first few years after Brown, many of
the studies were basically concerned with one
or two variables in researching desegregation,

as if the schools were testing out a new model . -

“for learning. The objective of these studies
often was to resolve many of the basic fears or
concerns of the desegregation action, rather.
than to evaluate the court decision per. se.
These ‘concerns’ centered around questions
such as: ’ :
L erl there be more discipline problems"

Y3, Are the teachers. prepared to work.in a _7
desegregated school" (Siggers l971)

Many of the research studies mvolved only T

a one-year analysis of a recently desegregated '

school In light of the controversy surroundlng o

the court decision, the interpretations of the

results’ of *thesé studies were understandably' g

mixed. Implementation certainly could not

““take place without secondary consequences

and the mixed results reflected this. Conflict :
over discrepancy in resalts and -problems in-
implementation have become a prlmary focus

for many other studies and articles in-an effort‘-, '

to- explore why some desegregated “students’
would improve in academlc performance and
others would not, or in explaining why asplra- -
tion levels would fall, in some sntuatlons and
not in others. SR o

In order to explain or:to evaluate the _
difference in these results, other factors beyond'
race and achievement test scores were con-.
sidered and evaluated in relation to the rssues.“
For. example, schools with “hostile at- -
‘mospheres” would tend to-have ‘discipline "
problems and little, if any, improvement " in’
achievement test scores of the minority stu-.

dents involved (Bernard 1958; Cusick and :

Ayling '1974). Research of this sort then leads
to studies of the atmosphere (or “climate”) in-
side schools and classrooms, in an attempt to
determine those variables which promote or.
hinder achievement in desegregating schools, -
Studies such as these would consider variables: -
such as attitudes of teachers (Dwyer 1960) or

o
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general school atmosphere (Hickerson 1966).

. Other studies were concerned with the im-

provement of desegregated students as
measured by test scores (Stallings 1959;

Hansen 1960; Crain 1971). As the research -

becomes more complex, it began, then, to link
up test performance with other variables such
as motivation, psychological stress (Katz
1964), aspirations and self-esteem (Epps 1975;
Busk et al. 1973), or the proportion of
minority students in a ciassroom (Koslim et al.
1972). :

The most influential of these evaluative
reports was that of James Coleman in the
Educational Opportunity Survey of 1965,
which attempted to provide a comprehensive
evaluation of the schooling process in our
country. His results were as controversial as
they were unexpected in that he declared that
families, not schools, were instrumental in
determining student success in schooling (Col-
eman 1967). Thus, it mattered little,
academically, where a child went to school. As
a, consequence, desegregating schools would
seem to be a non-issue as far as student
achievement was concerned.

The release of the Coleman report produced
a new explosion of research and articles on
desegregation. There was considerable analysis
and reanalysis of his study (St. John 1974;
McPartland 1969; Coleman 1967; Guthrie
1970; Jencks 1972; Mosteller and Moynihan
1972), not only of his results but of his

methodology, his statistical analyses, and his......

conclusions.

Coleman himself continued to research the
dimensions of the controversy, particularly the
relation of busing, desegregation and white
flight. Reactions to his research have reverber-
ated from popular magazines (People 1976) to
a critical analysis of his reports by Pettigrew
and Greene, who criticized Coleman’s
methodology and his inability to distinguish
between his own biases and the research
results.

Christopher Jencks’ work is an example of

~ one of the reanalyses studies of the Coleman

report. In Inequality, he summarizes three
years of research at the Center for Educational
Policy Research, where Jencks and other social
scientists reanalyzed the Coleman data, and

)
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other similar bodies of data, and reevaluated
the policy implications of Coleman’s Equal
Bducational’ Opportunities Survey. Jencks’
conclusion implied that the political and moral
premises of our present policy stances must be
changed in order to alleviate the poverty and
inequality of opportunity now present. Here
again, the school played a relatively minor role
in promoting educational opportunity.

+ Needless to say, studies such as Coleman
and Jencks have had considerable impact on
the evaluation of the educational aspects of the
desegregation issue. The:results implied that
desegregated schools were not viable instru-
ments for policy action to equalize oppor-
tunities for black and whites.

In other studies of desegregation, sociologi-
cal variables such as leadership, group func-
tion (Yarrow and Yarrow 1958; Vedlitz
1975), interracial friendship (Carter et al.
1975; Sachdeva 1973) and social contact (Pet-
tigrew 1969) were correlated with the
desegregation of schools, in order to measure
the consequences invelved in a desegregated

" situation for black and white students.

Sachdeva and Carter found that school in-
tegration had a positive effect on the feelings of

- black and white students,that personal contact

had been instrumental in improving interracial
attitudes. Carter emphasized the need to con-
sider peer acceptance in relation to the effects
of descgregation. Vedlitz’s study indicated a
need to consider the commitment of the stu-
dents toward racial integration in' measuring
the effectiveness of desegregation. The Yarrow
and Yarrow study of a desegregated camp
emphasized the role of the leadership style and
other personal variables in the adaptation pro-
cess which integraticn would involve.

The research literature also includes that
schools differ substantially in the manner in
which they have desegregated their school dis-
tricts and would integrate their schools. Track-
ing, ability grouping (Orfield,. 1975) and
differential treatment (Yudof 1975) continue
differential education experiences under the

. auspicesof a desegregated school. Understand -

ably, such factors could have serious effects on
test scores and the leveis of self-confidence or

“aspirations of students. These techniques of

segregating students within a desegregated

1
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school are a much subtler means of second
class treatment of minority students, but could
be as or more psychologically damaging for
minority students as a racially separated
school building. There are important policy
considerations involved here. A number of
studics of social action programs have com-
mented on the problems of implementation of
policy plans. Many have touched upon a grow-
ing awareneys of the problems involved in
changing schools (Rivlin 1975; Teuachers Col-
lege Record Feb. 1976) which includes
desegregation programs.

Concern with the student unrest of the late

1960s led to a number of studies of the rela--

tionship between student unrest and desegre-
gated schools (Siggers 1971, Southern Educa-
tional Foundations, 1972; Yudof 1975). Two
such studies are indicatives of how the analysis
of studen: .inrest has lead to a deeper under-
standing o\ tiie problem involved in a desegre-
gated school.

The Southern. Educational Foundation
study of forty three southern cities found that
many southern schools operated under
shockingly inadequate desegregation plans,
with many schools manipulating ability group-
ing in order to resegregate students v "thin the
schools. From their study, the Foundation con-
cluded that the student unrest was
symptomatic’ of . the racism and the injustice
found in many school districts of the south.
Much of the student conflict was a result of
racial hostility wnth some iudication that the
school administrations were either unwilling
or unable to help resolvc the basic problems
responsible for such friction.

Increasingly, it becomes apparent that the
administration can block, undermine, or pro-
mote the success of a desegregation plan. In
analyzing a desegregated school, then, much of
the burden of the success of the program
should not be solely measured by the achieve-
ment test,results of its students. The ad-
ministration represents a central role in in-
fluencing the ramifications of desegregating a
scnool. Test score results could only be reflec-
tive of underlying problems, at the most. Iden-
tification of the importance of the administra-

,tion in policy implementation has lead to a dis-

covery of more subtle factors, such as a ‘hidden

curriculum’ (Yudof 1975) that serves as a
means of retarding the implementation of a
desegregated school’s policy.

Yudof, in a more critical analysns of the
problem of student unrest, maintained that
unequal results in comparing black and white
students by test scores, dropout rates, expul-’
sion rates and so forth, are not simply a reflec-
tion of unfair rules or racism on the part of the
administration. For him, the problem lies
deeper in the socialization process inherent in
our schools (1975:389), which includes
specific codes of behavior that are often incon-
sistent with that known or permitted of the
black students. This is the hidden curriculum
that can serve as an arbitrary mechanism for
segregation. To resolve this problem, Yudof
recommended a structural reform of schools.
For a policy maker, this perspective provides
some insight into the crucial sociul aspects of
the desegregation dilemma,.

Research Results

What conclusions about desegregation can
be drawn from the research so far reviewed?
First, there is some evidence to suggest that
desegiegation benefits-the academic achieve-
ment of black students. Though there seems to
be some conflicting evidence, the research does
show that the positive academic results out-
weigh the negative results. Second, there is
even stronger evidence that white children fail
to suffer any learning disadvantages from
being in a desegregated school (Weinberg
1975). The range of variables contributing to
these results, however, are wide and appear to
vary according to degree of influence. Strongly
correlated variables which must be considered
are (a) the socio-economic status of the child’s
family, (b) the social-emotional character of-a
child’'s family background, and (c) his sense of -
academic achievement (Weinberg 1975).
Social (peer) acceptance and ‘control of the en-
vironment,’ social structural environment, and
the academic structuring of a school are other
emerging variables that influence the research
results.

As the study of desegregation and its related
educational and social problems has grown,
there has also been an expansion of research in
related areas; studies on the educational needs
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of disadvantaged children, urban studies, and
research on compensatory education. Other
studies have raised questions about the moral,
economic and political reasonableness of striv-
ing for equal education opportunities. In addi-
tion, the viability of education as a means of
providing equal educational opportunities has
been challenged (Jencks 1972). Thus, related
philosophical arguments have been drawn into
the desegregation arena in an attempt to under-
stand the intrinsic capacities of such an action
(Hodgson 1975) or of education—can educa-
tion lead to long range equal economic oppor-
tunities for blacks and whites? (Jencks 1972)
or of the nature of justice and equality (Rawls
1975: Levine and Bane 1975). Much of this
one would supgose was an attempt to clarify
the dynamics involved in providing equal
educational opportunities for minority or dis-
advantaged children, in an attempt to reduce
much of the controversy involved (Guthrie et
al. 1970).

As desegregation has proven to be a com-
plex research problem, it has made some con-
tributions to the tield of research and educa-
tion. The research has identified many of the
problems involved in providing education for
children, including variables such as teacher-
student interaction, influence from peer group
attitudes, and cultural differences that inter-
fere with learning. Moreover, it has clarified
many of the factors involved with racial
problems, as the influence of social economic
status, genetics, family background, and such
(Carter et al. 1975).

Meyer Weinberg has done extensive work in
organizing and analyzing the literature on
desegregation, outlining the conclusions ac-
cording to variables identified in research on
the effects of desegregated schools. His frame-

work, though limiting in that it deals primarily

with academic achievement and desegregation,
is helpful in identifying those variables having
specific types of impact. For instance, studies
showing mixed results academically tended to
attribute these results to ability grouping with-
in a school or may not have taken social
economic status into consideration, when
analyzing the data.

Weinberg found, for example, that those
studies showing no positive effect of interracial
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schooling in academic achievement did not
control for intelligence, social economic
status, or for pre-post test comparison. Clearly,
without a standardized procedure in research
design and analysis, design, methodology and
analysis become variables to be considered
when comparing studies. The resulting confu-
sion can partially account for the difficulties
then involved in making policy decisions con-
cerning desegregation policies or related
issues.

It is important to realize that an issue such
as this should not be researched solely .on a
micro-level, but rather on a more macro-level
involving other institutions in society. Not only
are many of the contributing variables beyond
control, in a research sense, but the effects can-
not be definitely attributed to a specific action.
Longitudinal studies are needed to observe the
effects over time, of chaiges in desegregated
students as compared to segregated students.

Probi:ms in Research Findings

Finding conclusive research results in the
desegregation litcrature emerging from
classroom observation or school-based studies
is extremely difficult. Often similar research
studies when compared indicate conflicting
results (Weinberg 1968)., More often than not
results from the importance attributed to
different variables or from the contribution of
variables are considered over all, rather than
from methodological differences. An example
of this type of conflict was outlined by Wein-
berg (1968), in two studies that attempted to
interpret the cause of higher aspirations found
in segregated black students as compared with
desegregated black students. In one study,
Elias Blake (1968) concluded that the higher
aspiration levels of segregated students served
as a defense measure by which these students
were able to maintain self-esteem, thus provid-
ing positive ego support. Alan Wilson (1968)
studied the same factor in public schools in
Berkeley and reached a different conclusion.
He held that the presence of higher aspiration
levels among lower class blacks was a
demonstration that a social minority can
generate and maintain higher hopes than when
integrated. Instead of interpreting this as a
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defense mechanis fra—the individual. he con-
cluded that segresatyr prevented demoraliza-
tion of the segrezatedi. Wilson's implications,
then, are that deregreggaion is damaging to thie
cgo. The conflizz beicomes even more: cpés?
pounded wien rezn ¢ hithe literature sitihvs
other studies w.-w% ¢ -dicate that while
dcsegregated stwior -+ v have lower aspira-
tion levels thansse, s gt d black students, they
tend to show hig levels of academic
achievementand : - - #t:#more likely to gradu-
ate from high s¢ I 2nd to attend college
(Crain 1971).

Another example i conflict over the in-
terpretation of the Tresearch findings on
descgregation can t=eseen in the controversy
which resulted from :review of busing studies
by David Armor (1672). Armor felt that none
of the studies he reviewed were able to
demonstrate conclusively that busing has had
an effect on the academic achievement of black
studcnts. Moreover, he felt the data failed to
support the theory that desegregation would
reduce facial stereotypes, increase tolerance or
improve race relations. Thus he concluded that
other types of integration programs should be
considered.

Armor’'s conclusions were met with con-
siderable disagreement. Thomas Pettigrew, for
example, argued that:

Armor's thesis is predicated on viewing

school descgregation as a technical mattcr,

an inconvenient intervention whose merit
must be judged solely by how well black
children manage to adapt to it. Blacks are
- once again the “object” whose reactions
should determine “what is good for them.”

The conditions faced by black children go

unmeasured and ignored, and the whole

context of American racc relations is conve-

niently forgotten. (Weinberg 1968:68-70)

Besides disagrceing with Armor’s premise
for his conclusions, Pettigrew criticized Armor
for the studies he sclccted for his conclusions,

his lack of distinction between descgregated......

schools and integrated schools. as well as his

unusually high standards for cvaluating suc-

cess and tailure.

A review of the literature also indicates that
one problem is that the concept of desegrega-
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tion itself has become iacreasingly ambiguous
over the years, both in-titetinterpretation of the
covt-order and in its rezstion to the purpase of
edysation. #axcording 1. Lewn. the issue of
Azsecgregation has moved froif ‘tiat of murals
+ .~fat of tesy score evaluation. He continues
3 wating:
Mesegregation seems toshinge on whether or
not it will iniprove iew -cores of students
(minority) rather tha” “>nsidering what
kinds of education po&::.; regarding school
racial patterns is :ciustent witkh owr
democratic ideals. (1975:129)
Here, Levin points to kise cifect thatichamg-
ing policy on desegreg 1 can have on

-research. What began as ar. »itempt to discover

what was happening in schools after desegrega-
tion ended in a continuing debate over .the
meaning and validity of test scores. Though
these measures do provide insight into school
and student performance, they are insufficient
for the analysis of such a major change process
as desegregation. Certainly the courts were
very concerned with the education of:minority
children:

Segregation of white and colored childrenin’

public schools has a detrimental effec: upon

the colored children. The impact is greater

when it has the sanction of the law; for the
policy of separating the races is usually in-
terpreted as denoting the inferiority of the

Negro group. A sense of inferiority affects

the motivation of a child to learn. Segrega-

tion with the sanction of law, therefore, has

a tendency to retard the educational and

mental development of Negro children and

to deprive them of some of the benefits they
would receive in a racially integrated school

system. (McMillan 1975:160)

But education was to serve as the vehicle of
social integration and not vice versa. Much of
the literature we have reviewed approaches the
problem as if the interpretation of the court
decision were an educational issue and so has
evaluated the court decision according to the
educational results accumulated. A number of
researchers have concluded that the educa-
tional benefits of desegrcgation so far have not
been those expected or hoped for:

As to the educational advantages of

descgregation the benefits, at least those that
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desegregation controveriy. Quotes such. as:
The truly integrazzv school is an educa-
tional and democrati¥ isteal, but there is no

indicates thar some Bugik wustenirsdare im-.—> reason to shun otherxternatives when the

proved academicaily, ¢uth: > audc lost

ground, and: still others -;emaily szmnmt the

same. (Bell 1975:29)
The disappointment is wel} ¢ indevd itut the
disappointing results of the:a¢ catiowiill alvan-
tages are not the only meagy-<¢ uxiitewsirega-
tion, Education was only.a:in. sk v yich to
begin ending unequal trexii . wf minority
groups. The court wanted #s <8¢ 3:zgeegation
foremost by ending the deoa wamttisning of
such practices. The use of tfiz. ' hwevimrzt:fac-
tors to prove a point concz: g tibe damage
done by segregated treatmemt  d-iugpjHragepre-
mise from that of attemptin; veaitin.2onsis-
tent with the democratic phitosepli o zwwerning
our country.

The following quote by R. .sald fizdrounds is

a clear example of the.coni.stow:.af the two -

social goals felt to be premse:s %g the_court

decision: equality within our:so. 1e1y, and equal

education for all.
The author’s experience: i+ desegregation
prompts the prediction thz ofiwat interest
will divide into two broad.catsgories: that at
or above the sociological-economic:indica-
tors that determine upward szrobrility work-
ing class and middle class status will
broadly agree on desegregztirn as an
automatic instrument of :insermziemzl im-
provement in the schoolimz nf their
children; those of relativeély. itew. social
economic status will also -be vommeitted to
instructional improvementiim ithesséfiooling
of their children; but will ‘be tar less com-
mitted to desegregation as:an automatic in-
strument of such improvement. (1973:36)

‘These goals are two separate issues, though

education (and especially -by utilizing
desegregation) has been seen s the-means of
achieving these two-goals simultanemmsly. The
fact that education, and thus desegnegation,
falls.short of meetingrthese needs is visible in
the discontent over the:results of desegregated
schools.

Though the concern for ..duciional out-
comes of minority children iswe¥i-founded, it
can be separated from the-racial: segregation-

ideal is not available..iBell 1975:36)
clearly confuses the purmose of desegregation,
in that there should. be no alternative to one’s
rights to education. Here, Bell is suggesting
that other educational alternati-es be ex-
aminedl when desegregated schools do riot
achieve the educational goals of society.

Desegregation can also be seen as a moral
good in and of itself, axdrnot exclusively as a
means to other benefits (Crain 1974). A
longitudinal study proposed by Robert Crain
emphasized the need to:clarify desegregation
as:an indirect effect upomthe educational pro-
cess rather than as a direct educational func-
tion. The thrust of this proposal stressed the
need to analyze desegregation in and of itself..
Previous research has shown more concern
with the educational success or failure of the
court decision, as previously stated,

A Note on the Macro-Micro Levels of
Analysis

In both the review of the court decisions and
of the literature on review in classroom effects,
a common problem seems obvious: the confu-
sion over micro and macro levels of analysis.
As Blalock (1967:21) has observed:

One of the most challenging problems that

continually arise in almost all substantive

fields within the social sciences is that of just

‘how one translates back and forth between

‘the macro level, where groups are the units

of analysis, and the micro level where the

focus is on individuals. The .problems are

both conceptual and empirical.
The line between these aspects is sometimes
subtle but always important to keep in mind.
One:can all too easily fall victim to the polar
fates or psychological reductionism and/or the
ecological fallacy, Yet, it is advanced. that
the field methods approach jis particularly
useful in coping with this problem. Practi-
tioners of this style commonly argue that one
of the benefits of their approach is that it con-
siders the gestalt of any given problem. Indeed,
it is argued that if one looks at the history of
participant observation research, both in

127




" 124

anthropology amd in sociology, some :signifi- Bernard, Viola W.
cant gaps-in current desegregation will‘re iden- 1958 School Desegreg: itmim Some Psy-
tified ) chiatric Implication:. EPsychiatry I1,

REFERENCES CITED

Armor, David 1.

1972 The Ewidence on Busing. Public In-
terest Surmmer:90-126,

He discussed the “contact theory” of
Gordon Allport as related to the
problems of desegregation and various
integration policy models. In relation to
these, Armor examines the research and
studies done on desegregation. He con-
cludes that none of these studies were:
able to demonstrate conclusively that in-
tegration has had ‘an effect on academic
achievement as measured by standar- -
dized tests. The data failed to verify the
policy axiom that- integration should
reduce racial stereotypes, increase
tolerance, or improve race relations. The
long term effects did show, however, that
bused students were more likely to:go on
to college than the control group stu-
dents.
Armor felt that overall the dasa. dis-
proved the policy model and thus con-
cluded that some other approach should
be taken.

Bell, Derrick A., Jr. . '

1975 The Burden of Brown on Blacks:
History-based Observations on a Land
Mark Decision. North Carolina Central
Law Journal Fall 7, L;27-39.

He discussed what has happened since the
Brown decision in terms of improved
educational opportunity for black
children. He.concludes that more than a
court decisionis necessary to achieve this
end,-and:thatalternatives should possibly
be considered.

Berman, Daniel M.

1966 Our Children’s Burden. New York:
Vintage Books.

The author outlines the developmental
stages of the: Brown decision, from the
judicial point of view, as well as describes
the people and situations involved.

1

B2

2:149-158,

She discusses the psycmlogxcal probiems
involved in the larg: :scalir social read-
justment due to dese:remgztion affecuing
both black and white ¥itme=nts.

Busk, Patricia, et al.
1973 Effects of Schools’ ®wsmal Composi-

tion on the Self-Concefitaf Black ;and
White Students. Jourmal.&f Educatianal
Research 67, 2:57-63.

This is an investigatiopusfestif-esteem and
self-concept of ability «ftitack and white
students attending integrated and segreg-
ated schools, focusimgZ.on the sixth, se-
venth and eighth gradie: students of six
parochial schools, of similar social.status.

Carter, Donald, Susan DeTine, June Spero,

and Forrest Benson

1975 Peer Acceptance and School Related

Variables in an Integrated Junior High
School. Journal of Educational Psy-
chology 67:267-73.

The authors studied ‘interracial peer ac-
ceptance as related to nine predictor
variables: grade point average, 1Q, atten-
dance, self-concept, sex, race, age, years
in school, and classroom racial composi-
tion. Grade point average and sex
became the most prominant predictors of
acceptance for white students. Race was a
significant predictor variable for
academic and social acceptance by black
subjects. The authors feel there:is.a need
to consider peer acceptance irraiationzto
the effects of integration.

Coleman,'James S. et al.
1966 Equality of Educational Opportumity.

U. S. Department of Health, Education’
and Welfare, Office off ‘Education.

Washington, D. C.: U. S. Gevermment

Printing Office.

This is a report in response to:sectiom 402

of Civil Rights Act of 1964, which-was to

make a report to Congress concerningthe

lack of availability of equalizeduczriesal

opportunities:for-an individual?bymezson




¥ race. color, religion or national orig:

in 'pubkic educarional institutions at .a:

levels :m-the U. S. The report lnclun..

detailsz.of the sarvey design and pro-

cedurez: type: ofitests used, and question-

naires:.ip teacirers, students, principa:s

and. sorecintendiznts.

The racial caxewories were social, rather

than amthropeingical, and addressed four

majorzzmestions:

1. extemsion ofracial and ethnic segrega-
tionzin public schools

2. wherher -or not schools offer «quality
education  (guality determined by
various criteria) at an opportunity
openrequally to all

3. learning .as related to -achievement
tests

125

Crair, Rbert L. et al.
1974 Design for a National Longitudinal
.Study ©f School Desegregatiom . Varis. |

zmd = Rand Corporation.

This is 2 report on preliminarmzswdy- for
tongitiedinal research om szZitool
gesegregation.

Cruin., Robert L. and Mortex Ingzr

1965 Scinool Desegregation in New.Orizans,

Oifice of Education, Departmemnt of
KEEW Project, National Opinion: Center,
EIniversity of Chicago, IIl.

“This is aicomparative study of the failure

ofsoctal :.control. It studied the Teaction
of a:cityswhen forced to desegregate,:and
the problems, both .legal and sacial,
which affected the social structure:ofithe
community,

4. identify the relationship between stu-  Cusick, Philip and Richard Ayling
dent.achievement and kmds of schools 1974 Biracial Interaction in an: Uritssx Se-

attended. condary School Social Rewiew. mp.
Coleman, James.S. 486-94.
1967 Toseard:Open.Schowls. Public Interest This article dealt with the lackof imfor-

9:20=

“Thisamticle includes some of the implica-
tions:ofthe Office of Education report on
Equality of Educational Opportunity,
and thereception of it by the U.S. public.
The author discusses the variable necess-
ary to provide the most efficientmeans to
improve lower class achievement: family
background. He suggests.a wide variety
of means for overcoming this from tutor-

anation about interracial intensctienzin a
dlesegregated school. It attemptedi to
assess the extent and the natureafithisiin-
reraction. In addition, it includedia:case
study of a high school in a northern in-
dustrial city, including both Black and
white students, of lower middle-econontic
status. Theé authors found a lack -of
mechanisms for brimging:together the:two
isolated hostile parties.

ing to performance contracting.
Crain, Robert L.
1971 .School Integrarion and the Academic

Dwyer, Robert J.
1960 Reactions of White Teachers in
Desegregated Schools. Sociology and

Achievement of "Negroes. Sociology of
Educatian 44:1-26.

This.is a resultzofia.survey of 1600 aduit
Negroes living in Northern musxopolitan

“dreas. The findings show that=3gores-on

verbal tests for-those whozrmend coligpe
increas=d: more than thoseinrsegregared

schools. Also:seems likely thatihis can be:

attcibxed twithie character of «ciiassmanes,
irrespemivessif classmates, irrespectiveof
race::Fmegramed:schools seem to estabiitsh
socialzand. pswchological precond itimms
for achmevement.
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Scciial Research 44,5:348-51.

The author utilized questionmaires. ito
measurethe attitude-opinions .af*whifte
teachers ‘in five schools concerming

. desegregation. This is part of a:larger

study completed in 1956. In alltbutsone
scimol ‘system it was:nearly .umanimous

agreement that the desegregation

program:was highly successful swith defi-

Cizmcies atcributed:to pastedissation amd.
-enwironmental .conditiomss. A lzgegromp

waseluctant to .work with-ansfmtegrated
Facuity.

VR ————



‘B<monds, -#nald B

1973 Ac*ocating: [nequity: A Critiqee of
the Cawill=tigims=Attorney in Class.Adion.
Desegregation- Suits. The Black Law
Jourmal 3.2.

‘Therauthor:discusses the Brown decxiom
as rekmed to ssocial equity for classzmd
race.. Hfe-sees Hidack pupil performances:-
the “prumary «sriterion for judging .tz
effectiveesuneat” judged action to Ccorm=T:
social imjuusites of Black childrem. =
offers } zmproaches to solving tirss
problem: tixomn:the civil rights attornezs
vantagepomt.

Epps, Edgar G

1975 The tmpant of Schwol Desegregamm~
of Aspiratioms., Self-Concepts and Othe=.
Aspeces of Persenality..Law and Contem:—
porary:Problems Part.IL. 39,2:300-14.

This :asticle. showed mmixed results im .

.studying-the:effect of desegregation. The-
author:discusses-and.studies the results of
research on aspirations and self-esteem..
relating-ithesezzesuitsto the role of the
reference:group, a sense:of emvironmentad
controi, of .imternal control. and of the

" teacher's characteristics, which were
fountto have:an impuct.on one's intermal
cortemml. Eppsifound rimt blacks seem ‘to
reis. iless on. sthool .acstievement for self-

-est==m and peer infle=nce appearsIo be
‘myyEe: important.

Guths==. James W., Geomsz B. Kigimuorfer,

#homy M. Levin, and#Robert T asmt
197 ‘Sshools and Inegmality. The WWrban:
Cipalitiens. Cambridge:Masis: BILT Feess,
THirs ngpert is based om |7 remsarch
semmiiey. Hedinding dyar of  Cokemar, and
uggerstes tihat  school femsurss. such :as
pasirerrsalary,. exwrence..acanemlcm
marziesn and pupitHeacher wurio. do &
facntranzean effect ow academife achiews-
T

Hansen, Cariis:
1960 SEiitisstic "Perfmmpance of Negro smoi

“Wﬁnu’Pupnls in tipe’ Integrated . PiiblEr
"~ SthoetsoftheDistrictof Columbia. Fia=—
vard ‘Eifucational: Rewiew 30,3:216-36..

. Hansamdiscusses theeffects of desegregs-

tion -amz:the -education of children mm: -

publicsschoolsiin Washington, D:C. vies-

ing:this as a partof an effort to improve
the quality of instruction and other fac-
tors -affecting learning. He found that
Negro students “have  performed :some-
what better since desegregation as com-
pared to pre-desegregation, with the
white students showing:no change.

Hickerson, Nathaniel
1966 Physical Integration Alone is Not

Enough. Journal of Negro Ed. 35:110-6.
This is a discussion of the effects of the
“quality” of integration of schools, the
feelings of rejection, interiority etc. that’s
transmitted to a negro student at-a de fac-
to segregated school. Unless attitudes are
improved, mere physical integration is
not enough.

Jencks, Christopher:and Marsha Brown
1975 The Effects:of Desegregation on Stu-

Katz,

dent Achievement: Some:New Evidence
From the Equality of Educational Op-
portunity Survey. Sociology of Education
48,1:126-140.

This-paper deals-with the limitations of
the Coleman report (EEOS -data). The
main concern is with a lack.of
longitudinal data, so they. compared :6th
graders scores with 1965 Ist graders
scores. The data results suggest a rela-
tionship between achievement test scores,
as to what ratio maximizes student
achievement (51-75% white school
shows high scores in rlation to national
norms). For high.schowl:students, racial
conrposition did mot-hold any influence
on:academic achievement. -

Irwin

1968 Review of :Evidence Relating to

Effects of Desegregation:on the Intellec-
tual: Performance. of Negroes. /n Policy -

~Issues .in".Urban Educammn New York

The-Free Press.

He:summarizes the studies:relevant to the
process of desegregation;.and the effects
of desegregation ‘as:well as the implica-
tions-from the theories of social psy-
chology. He examines the conditions

“which, accompanying:desegregation, are

positively or negatively-related to im-
proving school performance of those stu-
dents involved intthezprocess.
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Koslin, Sandra, Bertnmn Koslm and:Richasg

Pargomet

1972..Classroom Racnal Balance and Stu-
dents Interracial. Attitudes. Soc:ology of

Education 45:386-407.

Thisis:astudy of the relationship betwees
racial balance and the-interracial a=
titudes were fourrd to be more favorable
in balanced than unbalanced :lasses.
Thaus the results suggest a strong f4ation -
ship bedween classroom racial ' palance
within:lesegregated schools and:the stu-
dents @mterracial attitudes. They iden-
tified tmianced as 25% black .and 75%
white. They felt a need.to explore ‘the:
causal .mefatiomship between racial
balance-and amtitudes, -especially for
educational implications.

Levin, Harry M.
1975 Education, Life Chances amd :the

Courts: the: Role: of Socjal Sciemce Evi—
dence. Law-and Contemporarx Problems="
39,2

‘He. outlines the ilack of an.zcceptable
. analysis of the:relationship-between
schooling and adult attainmemz, as well
as the existing hypotbeses a5 related to
these 2 fators.

He conchudessthat the amount: »¥ school -
ing a person receives has :consitrable
effect on adult:success though th:s isinde-
pendent of thecognitive skills sttained
from the:edlucational process.

The courzs and policy maksts. heve
focused promam’v on iy cognirmpreskill
approach, which masenifed ithe sswaof
desegregauon: from:amsfs=ls ito .achieve-
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McMillan, 3ames B.
1975 Social Science:and the District Court:

The Observations of:a Journeyman Trial
Judge. Law and Contemporary
Problems. Part I, 39,1: 157-63.

The author discusses the-legal problems
of school desegregation, in light of his
own experiemces with the@ourts, relating
them twthe role of social:science, and the
role of the court with suciza social issue,
conclading that social sctence is entitled
to- a place in legal decisions congerning
'social.:;probilems.

McPartland, James:
1969 The Relative Influence: of-Schwol and

of Classroom Desegregation on the
Academic Achievementiwof:Ninth Grade
Negro Simtients. Journal.of Social ‘Issues
25,3:93-102.

The authror lookediat.desegregation:atithe

. level aifthe schooliandi-at:the level of the.

classroom, using the Office of Education
survey imformatiom to compare the in-
fluence: of schoolinmg:.at: these two levels
(Educational Opportunities Surves.
1965). McPartland-showed thatthe: po-~
tential effects of «dzsegregation can be
offset by inmer schowl ‘‘segregation,”
while classroom .desegregation had a
positivezadvantage ‘for blagi students.

Mosteller, Frzderick and DanieliP. Moynihan
1972 On Equality of #ducational Oppor-

tunity. New:"%ork: Fandoar House.

A collection of essasresmiting from:the
Harvard semimar fora reanalwsis of the
Colemen report andvhe.data umon which
it was based.

People Weekly
1975 The Sociologist Blamed  for-Busing
Says It Has BackfirediiPec.-Jan.
This popular consumpsion-magazine, in a

ment:scores.

Levine, Donald:Ml.and Miars.JoiBane
1975 The: Ineqmality Contwoversy: School-

ing and Distibutive Justice: New York:
Basic Book,:Inc.

These are ‘a coHection -of articles in
responseito the policy controversy con-
cerning -eguality - in education, -and
especially . Inegueality, by ‘Christopher
Jencks. This ook attemptssto clear—up

discussion of what theirteditors refer to as
“The 25 ‘Most Intriguing People of
1975,” cites James Coleman: and the cue-
rent controversy surromnding busise. W
refer to: this -article ong torshow e gx-
tent to which ive Ceitzmagi. Report. has
been publicized.

the confiusiomyyi¥averding:some perspec-  Pettigrew: Tliomas F.
tives-omiimeiwmues wfreducation:and . dis- 1969 Racially Separaz=or Together?. Jour-
tributivesjrstice. mal ofiSocial IssuesZy,l.
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Pettigrew studied the changes in racial in-
teraction as social interaction norms
change in the society. This is an analysis
of where we, as a society, stand in rela-
tion to segregation-desegregationr and

jprogress toward social integratiom. He

explores various interaction theories.and
the factors leading to reducing prejudice
assumptions that are underlying. He calls
for a mixed intcrgration-enricirment
strategy.

Rawls, John
1975 A Theory of Justice. In The Inemuality

Controversy: Schooling and Distributive
Justice. Donald M. Levinezand 'dary Jo
Bane. Eds. New York: Basic Boks. Inc.
This article, a reprint from Rawis” book.
A Theory of Justice, deals with the area of
equality, opportunity and our democratic
philosophies governing these. He dieals
with democratic eguality, the difference
principle, and distributive justice. which
may offer a new pesSpective: to the
problem of inequality, asrelated to social
justice.

Rivlin, Alice M. and P. Michael Timpan:s
1975 Planned Variarion in Education.

Washington, D.C.: The Brookimg: in-
stitute.

These articles are:a:result of a conferemce:
of experts on therplanned variations ex-
perience, in Aprili1973. This comfizexice
was to answer questions concerming: e
failure of planned.:variation:experienezyts
(Follow Throeugh.:and Headstaxt) 1o
achieve the objectives desired, or tosshow
that one method ofiimproving educatisn
was superior to the others.

The articles discuss-what happemed toithe
programs at the-planning, -execuming and
evaluating stagesiin order aw assess shat
could be learned from theiramperienm::

Sachdeva, Darshan
1973 A Measurement of Changesim Iser-

racial Student Attitudes iniDesegregated
Schools. Journal of Educational Psy-
chology 66,9:418-22.

The author measured the:change:in inter--
racial attitudes of students.of:students:in
desegregated junior high: sciools wsing:za
set of attitude items (19). The:ffindings

spggestedt that this school imtegration had
a positme effect on the feelings.and at-
titutes.af Negro and white=students. The
author also found that. personal -contact
has. bezn effective in improving inter-
raciial attitudes.

St. John. Nancy H.
1971 School Imtegration, Classroom Cli-

maze znd Achievement. Harvard Univer-
sity, Cambridge, Mass., Dept of HEW,
Washisgton:D.C., ERIC.

The:prrpose of the study was-to search
for faxurs influencing the:achievement of
black .and white elementary pupils in ur-
ban sdools of varying-racial and social
compasition. She tested children in 36
sixth grade classrooms for the effect of
roles, interracial relationships, and the
influence of teachers on tine classroom
racial achievement Ttelatiamships. The
resulrs showed the importzmze-of teacher
style as related to acadenric growith. St.
John also found .a jpusitive welizmionship
‘between the: percemsage wf whites in a
'schoo! and:the acafiemic:ashievement.

Sigezrs, Kathieen
1971 Dessegregaviow #n Sactamento,

‘Berkeiey, Pasadena. & “Hraker Heights
(Qdrio ). EREC. Califormm: University,
Riwerside Westernr Remronal School
Desamregation Projects:

Thesmre four casessafischool integration
illperauing that-eYimimatigp racial. isola-
tionzbzs been:showmtw have no.detrimen-
tal efift on majority children and
‘miwority. children are bemwefited:-by im-
proved achievement ssiires and 1Q
scowes. &l benefit atvitudinally;ibut these
oceur omly ‘some ofthe:time.and under
fawosaible circumstapces, depending upon
hawmiirproblem:istandiied.

Sousherre¥ifmurational’ Fosadzmmm:
1972 Ir's Not Over im the:South: School

Psegregationim 437 Fmmrtrern Cities 18
vearsufter ‘Brown. Scaiteerm Educational
‘Foundations Atlanta, Georgia: Urban
Coalitfion, WashingteriDC.

Thiz study focused :mm-the: school
desemmmgation in 43 citiesimthe:-South,
making recommendatiems from their .
resuits concerning: compfiance with the




o

lz=w, shcool desegregation -plans,
‘Tesegregation action, student unrest,
suspension and expulsion, transportation
and such problems that are occuring in
these schools.

Stallings, Frank H.
1959 A study of the Immediate Effects of

Integration on Scholastic Achievement in
the Louisville Public Schools. Journal of
.Negro Education 28:439-44.

This . study deals with the concern of
effect of desegregation on scholastic stan-
dards in schools. It discusses the possible
effects on Negro students, especially for
motivation of the students. Stallings
covered the immediate effects of integra-
tion on achievement. Also he points out
that the location of the study was favora-
ble to integration.

Veedlitz. Arnold
1975 Factors Affecting the Attitudes of

Biack High School Students Toward
“Freedom of Choice™ School Integration.
Megro Educational Review 26,1.

“3fiis is a study of student involvement in
arblack school and the students attitude
toward integration. It involves a measure
of commitment to racial integration,
white mistrust and what these mean for
freedom of choice integration.

Weinberg, Meyer .
1965 'Research on School Desegregation:

Review and Prospect. Chicago: Integr-
ated Education Associates.

This is a collection of research results of
studies showing the effects of desegrega-
tion on student performance,
academically and socially, as well as of
the teachers and the schools as a whole.

1968a Desegregation: Research: An Ap-

praisal. Phi Delta Kappan.

This includes a summary of the research
findings and studies done on various
aspects of desegregation from 1958 to
1968, including many unpublished find-
ings. The topics ranged from the effects of
desegregation and academic achievement
to self-esteem, peer group interaction,
and the role of the teacher in desegregat-
ing a school. The findings included
studies done on other minority groups

133

129

and problems peculiar to their cultural
differences.

1968b Integrated Education. Beverly, Hills

California: The Glencoe Press.

This is a reader, containing a selection of
articles from the magazine publication
Integrated Education, which is devoted to
school integration.

1975 The Relationship Between School

Desegration and Academic Achieve-
ment: A Review of the Research. Law
and Contemporary Problems 39,2.

He found two areas of concerns in

desegregation literature:

1. Very few studies suggest that
desegregation schools would lower
academic achievement of blacks

2. No evidence supports that desegrega-
tion lowers white achievement.

He also identified factors which affect the

general desegregation effects, but are

difficult.to study:

1. family background

2. students academic aptitude

He cutlined various types of studies and

why they reached the results they did:

1. those that showed positive effects in
academic achievement of interracial
schooling

2. studies showing mixed effects of inter-
racial schooling on academic achieve-
ment

3. studies showing no positive effect of
interracial schooling on academic
achievement

4. studies showing negative effects

5. studies showing the effect of busing

Wilson, Alan, B ]
1959 Residential Segregation of Social

Classes and Aspirations of High School .
Boys, American Sociological Review
24,6:836-45. ‘

The author found that school distributing
tends to separate youth of different social
strata, which modifies values and aspira-
tions. Differences in the attributes of the
membership group are shown to affect
aspirations .while relevant ‘“personal
variables” are controlled. Thus. the
“ethos” of the school seems also to affect



academic achievement, occupational
aspirations and political preferences.

Yarrow, Leon, J. and Marian R. Yarrow
1958 Leadership and Interpersonal Change.

Journal of Social Issues 14,1.

This section examined the importance of
the leadership role and how it related to
the group and the situation, in terms of
the impact on the leader, and the eftects
of variation in leader on the adjustment
of the children. The data found the coun-
selor to be pirvotal in determining the
success of desegregation.

Yudof, Mark, G.

1975 Suspension and Expulsion of Black
Students from the Public Schools:
Academic Capital Punishment and The
Constitution, Law and Contemporary
Problems, Part 11, 39,2:374-411. ”
This is a discussion of why there is a dis-
proportionate representation of blacks in
relation to the reates of expulsion and
suspension, and whether or not this is rac-
iam or a reality. The author discusses the
reasons for black expulsion rates and
then examines the constitutional and
policy framework for dJdealing with this
situation. Most behavior of the blacks has
been asserted against the “hidden Cur-
riculum” of the school. Unequal results
(as far as expulsion rates and such) do not
simply indicate unfair rules and pro-
cedures, but can be seen as related to the
socialization process.

Additional Readings
Armor, David J.

1972 School and Family Effects on Black
and White Achievement: A Re-examina-
tion of the USOE Data. /n On Equality of
Educational Opportunity. Frederick
Mosteller and Daniel P, Moynihan, Eds.
New York: Random House, ;. 168-229.
He discusses two criticisms of the original
Coleman report: that the first conclusion
(that blacks have just as.adequate school
facilities as whites in most parts of the
country) did not adequately measure the
school's-characteristics and therefore the
absence of black and white differences is
not a‘true representatlon of the actual

situation. The second criticism was con-
cerned with the conclusion thzt aside
from the distribution of school quality
the effects of staff and facilities on
achievement are not large for either
blacks or whites, especially when com-
pared to the effects of family back-
ground.

Armor reexamined the complete elemen-
tary school data, to provide another inde-
pendent assessment of the data, but
reached similar conclusions to that of
Coleman.

Armstrong, Clariette and A. James Gregor
l964 Integrated Schools and Negro

Character Development Psychiatry
27:69-72.

This is a discussion of the hypothesis con-
cerning the possible contribution of
school integration to Negro character
development and possible contributions
to neurotic illnesses. They conclude that
children may be forced into situations
where they must evaluate their race,
negatively, which would lead to per-
sonality damage.

Banfield, Edward C.
1970 The Unheavenly City. Boston: Little,

Brown, and Co.
Problems of housing, welfare, crime and
other social problems?in the city are dis-
cussed. An excellent chapter on educa-
tion is included.

Banko, Ronald and Mary Ellen Dipasquale
1970 A Study of the Educational Effective-

)

ness of Integration: A Comparison of
Pupil Achievement Before and One Year
After Integration: A Survcy of the At-
titudes of - Parents, Teachers, Students,
Principals, involved in the Program.

' Buffalo Public Schools, N.Y. ERICED

058 576.

They surveyed the effects of busing, from
segregated to prodominantly white
schools, grades 5-7. Findings included:
1. black achiecvement was higher in in-

tegrated than in non-integrated -

schools
2. whites don’t suffer academically due
to integration

&
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3, principals and teachers in receiving
schools believe that the integration
program demonstrated positive results

4. both black and white parents felt it was
educationally sound

5. both black and white students felt it
was a good idea

6. integration effects varijed according to
age level, for older children tended to
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1964 Eriendship Among Students in

Desegregated Schools. Journal of Negro
Education 33:90-2.

This is part of a study which focuses on
determining the extent to which inter-
racial friendships were experienced by a
sample of a Negro population in
Baltimore, examining the responses of
college and secondary schools.

have set attitudes
7. those students with emotional distur-
bances seem to cause problems.
Bard, Harry
1958- .Observations on Desegregation in

Campbell, John D. and Marian R, Yarrow
1958 Personal and Situational Variables in
Adaptation to Change. The Journal of
Social Issues 14, 1.
This section examined some of the per-

Baltimore: Three Years Later. Teachers
College Record February:268.

. This is a general discussion of desegrega-
tion in Baltimore, including the problems
faced by teachers, parents, students and
community, adjustments need to be
made, and such. The article maintained a
very optimistic perspective toward
desegrégation.

sonal and situational ‘variables involved
in the camp desegregation. They ex-
amined the differences in adjusting ac-
cording to age, sex, and race, as well as
examined aggressive behavior and
friendship preferences. They found it
difficult to conclude relationships be-
tween  influence conditions and the
development of changed atutudes and

Bonacich, Edna and Robert F. Goodman behavior.
1972 Deadlock in School Desegregation: A Carrigan, Patricia M.
Case Study of Inglewood, California. 1969 School Desegregation via Compulsory

New York: Praeger Publishers.

This is a discussion of the situation of
desegregation of a California school dis-
trict, and the factors involved in the
failure of the system to desegregate. Par-
ticularly of interest are the situations
which occurred within the school, and the
segregation problem in the community.
Overall, a quantitative case study ap-
proach was used to study the desegrega-
tion problem, including the background
of the students, social economic status,
-and racial factors,

- Bradley, Gladyce
l963 Interracial Experiences of Youth in

.Baltimore . in. Out-of-School Life, The
Journal of Educational Research. 57,
4:181-184.
This is part of a larger study which sought
to determine the expericnces of a group
outside of school life, particularly in
relation to home vnsntatlon and manner-
ship in community groups.

Pupil Transfer: Early Effects on Elemen-
tary School Children. Final Report. Ann
Arbor Public Schools, Michigan, Office
of Education, Department of HEW,
Washington, D.C.

This is an extensive study of Ann Arbor’s
first year of desegregation, through a
reassignment of Negro students
throughout white schools. The research
focused on exploring academic, ‘social,
behavioral and attitudinal characteristics
in those transferred, in a racially mixed
group from one school and in a white-
receiving school. The gains made by
transferred students (though some ex-
isted) were smaller than gains made by
the other two groups. This report in-
cluded results of a follow-up survey two
years later, with students Just holdmg
their own.

Catolona Thelma P.
1967 The Process of Mutual Redifinition—

Counseling and Teaching Children from
Urban-Slums. /n The Urban R’s: Race




Relations as the Problem. Robert
Dentler ct al.. Eds. New Ywak: Praeger.
The authorexamines the faiiure of com-
munication: between staftf and children in
sium schools, as it affects learning, leads
to hostility and frustration. znd as it
results in cultuzal differences.

Clierk, Kenneth B.
1955 Prejudice amd Your Child. Boston:

Beacon Press.

This book is arpsychatogicall study of the
effects of prejudice and segregation on
both black and wizie children. It con-
tains advice to schowils, parents and com-
munity for workimg:on feelings of pre-
judice in children.

Cohen, David K.
1968 Policy for the Public Schools: Com-

pensation and Imiegration. Harvard
Educational Review 38, 1:114-137.
This is a discussion wifthe policy question
in urban education o»fwhether to improve
Negro achievement through the quality
of the schooli or tiroueh desegregation of
schools. Tha aushor discusses the educa-
tional outcomes of desegregation
academically. behaviorally and
valuatively. while segregated programs
tended to compound the:racial issue.

1969 Policy for the Public Schools: Com-

pensation and Tntegration. Equal’Educa-

tional Opportunity. Cambridge,

Massachusetts: Harvard Educational
Review, Harvard University Press.
Cohen examined. the implications of
research fornational policy:as related to
the Coleman Report and: to racial in-
equality in:educational opportunities.

Cohen, David K., Thomas F. Pettigrew, and

Robert T. Riley

1972 Race:and the Outcomes.of Schooling.

In Equality of Educational’Opportunity.

Frederick Mosteller and Daniel P.

Moynihan, Fids. New York: Random
House, pp. 343-368.

This article looks into the question of the
relationship between racial contexts and
achievement, as it investigates the impact
of racial composition and school inter-
racial climates wpon student achieve-
ment. They found a modest relationship
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between classroom racial composition
and verbal ability.

Coleman, James S.
1966 Equality of Educational Opportunity.

Washington, D.C.: U.S, Government
Printing. Office, OE-3800.

This well-known report was . undertaken
to'analyze differences among educational
facilities available to various.groups of

children in the United States. It suggests,”

among other things, that sources of ine-
quality of educational opportunity are
“explained” more fully by home and
community factors than by school.

Coles, Robert
1963 The Desegregation of Southern

Schools: A Psychiatric Study. New York:
Anti-Defamation League of B'nai B’rith.
This is an exploration of feelings, social
reactions and psychological reactions of
both white and black children to
desegregated schools, to black and white
relations, and to the race issue as a whole.

Covello, Leonard with Guido D’Agostino
1958 The Heart is the Teacher. New York:

McGraw-Hill. )
The author describes his community
schoo! and provides many insights into
education as a community enterprise.
This book is a must for anyone interested
in school-community relations.

Crain, Robert L. '
1966 School Desegregation in the North:

Eight Comparative Case Studies of Com-
munity Structure and Policy Making.
Chicago: National Opinion Research
Center, University of Chicago.

This is an analysis of the wvay in which fif-
teen American city schoo! systems made
decisions concerning school integration,
and how these cities compared, overall,

in the way they dealt with the Brown

decision.

Crockett, Harry J.
1957 A Study of Some Factors Affectlng the
Decision of Negro High School Students
_to Enroll in Previously All White High

Schools. Social Forces 35, 4:251-6.

This is a study of the effects of voluntary
desegregation in relation to hypotheses
about student (Negro) motivation




‘towards integration in relation to social
economic status, 1Q, sex, grade level in
- 'St..Louis_in 1955. No significance was
‘found -between the two groups-according
_to SES, 1Q, reading ability, mean grades,
" of sex. Seniors were less likely to transfer
than those ot the lower three grades.

Crooks Roland C.
l970 The" Effects of an Interracial

Preschool Program Upon Racial
‘Preferences, Knowledge of. Racial
Differences, and Racial Identification.
Journal of Social Issues 26, 4:137-144.

preschoolers according to .racial
‘preferences, knowledge of racial
differences, and racial identification.
" This was an attempt to measure an
enriched preschool program. Both races
rejected Negro dolls, which- may be a
results of earlier socialization.

Day, Noel A,
1969 The Case for All-Black Schools

- Equal Educational Opportunity.
- Cambridge, Massachusetts: Harvard

Educational Review] Harvard University ~

Press.

Day discusses the shifts in responsibility
of equality of opportunity from the child,
as he is disadvantaged, to the school and
the community.

" Denmark, Florence, et al.
1967 Communication Patterns in Integrated .

Classrooms and Pre-Integration Subject
Variables as. They Affect the Academic
Achievement and Self-Concept of Pre-
viously Segregated Children. ERIC,

This research project was conducted to
determine the effects of desegregation
after one year on lower class children in
New York State suburbs, They found that
pre-integration variables such..as. self-
concept and cognitive style related to
verbal ability scores, though it varied by
grade and sex. They found that teacher
ratings were inversely related to students’
sclf-concepts and-unrelated to measures
of cognitive style and verbal ability,

Black friendship choices showed that in-

terracial classroom interaction was re- .

lated - positively to academic achieve-

Drachler, Norman 't
1974 Educational Effects of Integratton
. Paper..presented at . the. Conference on.. .
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ment, but lnversely related to self-con-
cept. - :

Dentler, Robert and’ Constance Elklns o
1967 : lntergroup Attitudes, Academtc Per-
-formance and ‘Race Composition. The

Urban® R’s: Race Relations as the
Problem in Urban Educatlon New York .
Praeger.

~ The article offers suggestlons for planful

desegregatlon by describing the state of. ‘
intergroup attltudes among young urban ~
school chlldren ’

Dentler Robert A, Bernard Mackler and‘
"The -author compared white and black i /

‘Mary Ellen: Warshauer. Eds.

1967 The Urban R's: Race Relation's as the

Problem in Urban Educatlon New York
Praeger ' :
Thisisa collectlon of artlcles focusrng on .
race relations as the urgent problem of -
public schools ‘The studies that are in- "

+ cluded were conducted bt‘tween 1964‘

and 1966.

o

School Desegregatlon ‘Brown Plus Twen-

‘ty and lnto the Future. ERIC.

This is a review of the press and the

media since the Brown decision, with
conclusions drawn about the situation of
integration vs, segregation. Due to the’
decentrallzatlon of schools, it is difficult
to make a concerted effort for educa-
tional planning. The author assessed the
need ‘for ‘a national or well-developed
plan for meeting the challenge of Brown.

Dyer, Henry S.
1969 School Factors and Equal Educa-

tional  Opportunity, Equal Eduéational
Opportunity. Cambridge, Massachusetts:
Harvard Educational Review, Harvard
University Press. ‘

The article surveys and studies the effects
of schooling on achievement and cogni-
tive development, Dyer reached different
conclusions than Coleman, on the issue of
education,

Evans, Charles L.
1973 Desegregation Study II: Academic

Effects on Bused Black and Receiving
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White Students, 1972-3, Fort Worth In-
dependent School District, Texas:
Department of Research and Evaluation,
ERIC.

This is a continued evaluation of court-
ordered desegregation plan implemented
in 1971-2. In ascertaining the effects for
achievement in grades three, four, and
five, for black and white students, they
found that bused blacks showed signifi-
cant gains over non-bused. The white stu-
dents made normal academic progress.

Fancher, Betsy

1970 Voices From the South: Black Stu-

dents Talk About Their Experiences in
Desegregated Schools. Special Report.
Southern Regional Council, Atlanta,
Georgia, U.S. Office of Education, Depl
of HEW, ERIC.

These are interviews of sludenls from
four widely diverse southern com-
munities about their experiences in
desegregated schools. The objective of
the survey was to-answer questions con-

" cernning integration, such as whether the

students were just a bitter vocal minority
or were they a new wave of millitancy asa
result of disillusionment with integration.
The responses ranged from bitter
negativism to cautious optimism.
Fancher concluded from these interviews
that there was no mass movement toward
separation, but that students were losing
faith in the system. Thus the educational
structure is being threatened by archaic
approaches to learning, and nct by racial
problems.

Fantini, Mario D. and Gerald Weinstein

1968 Making Urban Schools Work. New

York: Holt, Rinehart & Winston.

This is one of the best of the rash of books
describing the problems of urban educa-
tion. This one proposes some reasonable
solutions.

F'\rley, Reynolds

1975 Residential Segregation and Its Im-

plications for School Integration. Law
and Contemporary Problems 39, 2.

The author discusses the decrease in
school segregation, which dropped dra-

matically since 1967 largely as a result of
federal court orders. He relates the factor
of residential segregation to the difficulty
of school integration, ‘which” makes it
more difficult to accompllsh integration;
and the fact that the increased proportion
of black students in large school districts
makes busing more and more necessary.

Felice, Lawrence G,
1974 Busing, Desegregation and Student

Self-Concept. National Center for
Educational Research and Development.
Washington, D.C.: Reglonal Research
Pagram,

The article shows the results of findings

~ from the first two-years of a three-year

study evaluating the effects.of court or-
dered desegregation in Waco, Texas. The
purpose of the study was to determine:
I. minority student achievement
2. degree of interracial cooperation and
acceptance in school
3. the effect of busing on these.
Interracial clinate is identified by in-
tergroup hositlity and mterraclal fnend—
ship.
The author wanted to compare students’
perceptions of the interracial climate as
related to differences in student achieve-
ment. He studied 7th and 8th grade stu-
dents of a stratified random scale,
The author felt that negative. attitude
toward integration and intergroup
hostility would lead to decreased. self-
concept and achievement. The data show
improved attitudes toward integration
and increased numbers of white friends
and higher self-concepts, but lower
academic achievenemt test scores.
Researchers felt that it may be too soon
to conclude, from the desegregation at-
tempts as of yet. '

Foshay, A Wells
1970 The Professional as Educator. New
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York: Teachers College Press,

This collection includes papers by Fan-
tini, lanni, Foshay and Talcott Parsons,
which propose several models tor relat-
ing schools of education to the school and
to community.
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Frank, James H.
1973 The Influence of Non-White Pupil

Classroom Composition on Classroom
Quality. New York: Columbia Univer-
sity, Institute of Administrative
Research.

Frank attempted to answer the question
of whether the classroom ratio of non-
white to white influences the quality of
the behavior of the participants in integr-
ated classroom. He based it on four key
concepts of classroom behavior: in-
dividualization, interpersonal regard,
group activity end creativity. If one in-
cludes the concept of racial balance in the
criterion of the quality of classroom
behavior, then the findings suggest

41-60% black to white pupil composit on

is the best.

Gerald, Harold, B. and Norman Miller
1975 School Desegregation. New York:

Pleilum Press.
This is a study of California’s Riverside
School District busing program. As it
began ten years ago, it offers an excellent
situation to study the effects of desegrega-
tion, before and after, for the long range
implications. In the study, they were able
to measure variables such as family back-
ground, personality, achievement, speech
problems, attitudes and adjustment for
the children involved. Teacher attitudes
and the social climate of the school over
a six year period was also measured. This
study was done in an attempt to examine
the relationship between 1Q, motivation,
emotional adjustment, achievement and
the desegregated school. The results
showed no clear relationship between 1Q
and academic achievement for black and
white students, regardless of the setting,
segregated or desegregated Though all
parents emphasized the importance of
school, their attitudes differed on other
values, which might have influenced
achievement motivation. The bias of the
teacher was found to affect the achieve-
ment of minority students. There were
ethnic ditferences in personality prior to
desegregation and post desegregation
results reveiled few changes along the,!s

‘39
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lines. Black anxiety did increase, which
would affect motivation. Overall, they
concluded that minority children showed
no overall benefit in achievement as a
result of desegregation.

Gross, Ronald and Beatrice
1969 Radical School Reform. New York:

Simon and Schuster.

This book brings together the -already
familiar opinions of the radical shcool
reformers. However the uninitiated may
want to refer to complete books of these
reformers which include Kohl, Good-
man, Dozol, Friedenberg, Neill, Holt,
Herndon and others.

Haggstrom, Warren
1968 Segregation, Desegregation and Negro

Personality. Integrated Education.
Beverly Hills, California: The Glencoe
Press. '

This is an ‘analysis of the psychological
effects of segregation and desegretation,

Hawley, Willis D. and Ray D. Rist
1975 On the Future Implications of School

Desegregation: Some Considerations.

Law and Contemporary Problems

38,2:412-26.

This is a discussion of desegregation and

he desired results in education for black

students, The article ‘attempts to tie

together some of the complex problems

involved in the desegregation process. It

outlines the four general goals to which

desegregation aspired, ‘and the conse-

quences since the Brown decision:

1. the positive influence on psychological
consequences

2. the effects of desegregation on
academic achievement

3. the effects of desegr "ation of race
relations

4. the focus on equal act to school
resources and opportun..:s for post-
school success.

Heath, Robert W. and Roy Larnders
1969 Interviews. with Seven Black High

School Students. Research and Develop-
ment Memorandum #59. Stanford
University: U.S. Office of Education
(Dept. of HEW), Burcau of Research.

This is a transcription of interviews with
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“seven black high school students in the
Spring und Summer of 1969, as part of a

larger community organizational
program,. The students were encouraged
to discuss their feelings and attitudes of
their problems, of classes, or teachers or
interrelational - problems. These inter-
views offer insight into the students reac-
tion to sckools of either black majority,
white majority or desegregated schools.

Henry, Jules
1963 Culture Against Man New York: Vin-

tage Books.

From the perspective of +ae
anthropologist, Jules :Henry looks at
school and community and suggests how

.the two operate to transmit values of the

technologically driven culture of the
United States today.

lanni, Francis A. J.

1967 Culture,

Chicago: Science Research Associate
This book deals with the uses and misuses
of behavioral science theory and methods
in looking at social change for schools.

Jencks, Christopher, and Marsha Brown
1973 The Effects of Desegregation on Stu-

dent Achievement: Some New Evidence
From the Equality of Educational Op-
portunity Survey. ERIC,

This paper attempts to remedy two

limitations of the Coleman report (1965).

The results reveal student performance
both black and white, in relation to the
percentage of whites in a school, The
results showed increased gains in relation
to national norms.in schools that are
25% black, at the elementary ievel. The
percentages had almost no lnfluence on
the high school level.

Jessup, Dorothy
1967 School Integration and Minority

Group Achievement. In The Urban R’s:
Race Relations as-the Problem in Urban

'Education. Robert A. Dentler, Ed. New

York: Praeger.

The article focuses on achlevement and
self-concept as related to differences in
the administration and instructional con-

- ditions peculiar to the big-city elemen-

tary schools.

System and Behavior.

Johnson, David
1967 The Effects of a Freedom School on

Its Students In The Urban R's:" Race
Relations as the Problem in Urban

.Education. Robert A, Dentler Ed New

York: Praeger.

Johnson analyzes the negatlve self-ap~
praisals: and racial attitudes  within
schools. He sees the Freedom School as
an attempt to change these factors within
a program,. -

Johnson, Guy B.
1956 . Racial Integratlon in Southern ngher

Education. Social Forces 34,4:309-12.
This article is based on'a survey from
1954, covering areas of the legal back-
ground, the enrollment into integrated '
schools, the social and‘acadernlc adjust-
ment of Negroes, and ‘the ‘socidl adjust-’
ment of white students. The author at-
tempted to ‘identify the factors in the
situation that contributed to an orderly
transition from segregation to ‘integra-
tion: the Supreme Court decision, the

changing social -norms. of-the- South,-the ...

role of admlmstrators “and the variations
in the worlds of whlte and black: people.

Johnson, Norman J., Nell Gllbert and Robert

Wyer

1967 Quality Education and .ntegratlon

An Exploratory Study
28,3:221-29. ‘

The author proposed that predomlnantly
middle class {Negro) high schools can .
provtde quality education measured by
the subsequent performance’ of their stu-
dents in college, His study of ﬁrst term
freshman at the University of 1. showed
that Negroes from predominantly black
middle class schools did well. Thus he

. theorized that middle. class background
and a lack of interracial conflict facili-

tated educational experience.

Katz, Irwin
1969 Academic. Motivation and Equal
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Educational Opportunity. Equal Educa--
tional Opportunity. Cambridge,
Massachusetts: - Harvard Educational
Review, Harvard University Press.

The _author discusses the theories of

Phylon



racial differences in the early socializa-
tion of academic motivation, analyzing
how motivation is developed and rein-
forced.

1973 Alterratives to a Personality-Deficit

Interpretation of Negro Under-Achieve-
ment. /n Psychology and Race. Peter
Watson, Ed. Aldine Publishing Co.

Katz discussed various theories which at-
tempt to explain the difference in
achievement performances of Negro and
white children. He related these to varia-
bles such as family background, class
background, self-confidence, school anx-
iety, motivation and what can be con-
trolled by the school environment.

Klopf, Gordon and Israel A. Laster
1963 Integrating the Urban School.

New
York: Columbia University: Teachers
College.

This book contains a collection of articles
from individuals and agencies concerned
with integration in New York City public
schools. The goal of the book was to for-
mulate a concept of integration for New
York City schools and -to make recom-
mendations for policy and processes for
schools and agencies.
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Lewis, Ralph and Nancy St. John

1974 Contribution of Cross-Racial ‘Friend-

ship to Minority Group Achievement in

Desegregation Classroom. Sociometry
37,1:79-91.

This was a longitudinal test of whether or

not growth in achievement for desegreg-

ated black pupils is facilitated by accep-

tence into the majority group peer. struc--
ture. Tested black sixth graders in Boston

test scores partially. supported the hy-

pothesis but calls for other sample studies

to validate.

Lombardi, Donald N.

1963 Factors aftecting Changes in Attitudes

Toward Negroes Among High School
Students. Journal of Negro Educatlon
32:129-36.

The purpose of the study was to examine
the factors affecting changes in attitudes
toward Negroes among white students in
a school integratipn situation, using a
test-retest experimental design, at two
Maryland schools. There seemed to be no
significant change in elther group after

‘desegregation, with the only change

found to be related to the educational
level of the mother. Attitude change:and

Knight, James H., Kinnard P. White, and

wwmen Luther R, Taff
1972 The Effect of School Desegregation,
Sex.of Student and Socio Economic Sta-

decline in scholastic average also showed
a direct relationship.
Lunemann, Alan
1973 Desegregation and Achievement: A

us on the Interpersonal Values of Negro
Students. Journal of Negro Education 41,
1411,

The authors researched the effects of

school desegregation on the personality :

development of Negro students, in a

southern area, selecting blacks from ~

segregated and desegregated high
schools. They attempted to measure the
values of: support, conformity, recogni-
tion, independence, benevolence, and
leadership. Interpersonal values did not
vary according to the variable of
desegregated/segregated, and the effects
of attending a desegregated school were
not influenced by either the socio-
economic status of the sex of the student.
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T

Cross-Sectional and Semilongitudinal
Look at Berkeley, California. Journal of
Negro Education 42:429-46.

This report looked- at the effecis of
desegregation on raw score achievement
levels of all pupils in Berkeley schools,
grades K-3, for a year prior to desegrega-
tion and for the first two years following.
The author attempted to evaluate the
longitudinal effects of a community that
desegregated voluntarily.

Mack, Raymond

R I O

1968 Our Children’s Burden; New York:

Vintage Books.

This is a study of desegregation in nine
American communities looking at the
effects of it on the communities, on the
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students, and how they comply with the
law.

M astroianni, Mike and Joe KHaterna
1972 Attitudes of Black & White High
Schoo! Senior Toward Integration.
Sociology ‘& Social Resecarch
56,2:221-227
This was a questionaire on interracial at-
titudes, at integrated and all white
schools, to show preference on integra-
tion in relation to various social situa-
_ tions. The blacks showed greater aware-
_ ness of race problems while whites were

‘ Moore, Alma P.

1970 Education Minus White Prejudice,

Plus Black Power Equals Grey Matter.
American Personnel and Guidance Assis-
tants.

This is a discussion by the school coun-
selors at New Orleans of the resultant
problems their schools faced when the
school implemented a desegregation ac-
tion.

Muir, Donald E. Ly

not sufficiently aware of the prejudice

they had for the blacks.

Mayer, Robert and Charles King
1971 A Pilot Study of the Social and Educa-

tional Impact of School Desegregation.
Research Review 18,2:6-12.
This was an effort to identify the opera-
tional difference between a desegregated
and an integrated system, looking at the
planning precess, implementation,
educational processes, educational out-
comes, interactions, and such. The study
was done ghrough observation, interviews
and questiomaires as part of a
longitudinal ashort study of a graduating
class.
The whites tested out the same, whereas
the blacks showed improvement after
desegregation.

Miller, Harry L. and Roger R. Woock

1970 Social Foundations of Urban Educa-
tion. Hinsdale, Iilinois; The Dryden
Press, Inc. *
The authors assess issues in urban educa-
tion, focusing on problems and proposed
solutions. Resecarch findings from
sociology, social psychology and educa-
tion are used intelligently. ‘

Mills, Nicolaus

1973 The Great Schoo! Bus Controversy.

New York: Columbia. University,
Teachers College Press.
This book includes historical, political
and social overvicws of the busing con-
troversy, ranging from hard data, to case
histories. including vicws of both sides of
the controversy, cspecially concerning
the implications of schoo! busing.

1963-9 The First -Years of Desegl;vegatlon

Patterns of Acceptance of Black Students
on a Deep South Campus. Social Forces
49,3:371-8. :

This is a study of attitude changes con-
cerning the acceptance of black students
on Deep South Campus, using three sur-
veys conducted during the first three
years of desegregation. The author re-
lated the attitude change to the incressing
liberality of incoming freshman, mmass
culture, and the media.

Pancoast, Elinor

1956 The Report of a Study enx [>esegrega-
tion in the Baltimore City Schiools. Mary-

fand Commission on imarracial
Problems and Relations. ‘
This -report discussed 'the special
problems and which the public schools in
Baltimore encountered in desegregating
its schools, such as school problems, the
court decision, community opposition,
and the constructive gains.

Passow, A. Harry

1963 Education in Depressed_Areas. New

York: Teachers College Press.
This book presents a collection of articles
on problems of urban education.

Pettigrew, Thomas F.

1968 Race and Equal Educational Oppor-

tunity. Harvard Educational Review
38,1:66-77.

The author reviewed several studies done
prior to Coleman's report, but which sup-
ported the findings of the significancc of
social class on student achievement. He
also discusses thc weaknesscs of these
reports: not longitudinal, not correctcd
for initial achievement level, and the at-
mospheric difference between desegreg-
atcd and integrated schools.




1969a Race and Equal Educational Oppor-

tunity. Equal Educational Opportunity.
Cambridge, Massachusetts: - Harvard
Educational Review, Harvard University
Press.

The author points out a need for lntegra-

" tion, rather than just desegregation, in

order for a difference to be made as far as
equality of opportunity..

Pettlgrew Thomas F. and Robert L. Green
1976 School Desegregatlon in Large Cities:

A‘Critique of the Coleman ‘'‘White

" Flight” Thesis. Harvard Educational

lReVIew 46,1:1-53.

In this article, James Coleman’s research' :

and public statements concerning the
relationship between schol desegrega-
tion and white flight :are closely ex-
zamined:. In addition they examsine:their
own smdy and others whose:findings
diwergewith Coleman’s. They oiger.a.criti-
xadl analysis of his methodologz~and the
faaturesof Coleman to be able:ito dis-
tegguish between his scientific:findings

axdi his personal. beliefs. They.question

‘many- of the underlying assu’mptlons of

“his-conclusions..
Pettigrew, Thomas. F., Marshall Smith,

Elizabeth L. " Useem, and Clarence Na-
mend

1973 Busing: A Review of the Evidence.

The Public Interest 30:88-111.

This is a reanalysis of David Armor's
findings in the summer issue of The Public
Interest, focusing on other conclusions
that can be drawn. This article discussed
the findings of Armor as well as his un-
derlying assumptions. Their criticisms
ranged from that of his methodology, to
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Possible 'ways of promoting ' desegrega-
tion while improving education are listed _
by the Commission as magnet:schools .
and education complexes and parks

Reagen, M. F.
1974 Five Educatlonal Effects of Buslng

Students. Amerlcan School Board Jour-
nal 161: :44. 5.

- The' article assess the effects of buslng on

the  caliber -of . ‘education’ the children
receive. It analyzes ‘the. flndlngs of

_research done on buslng at the ‘present

and concludes that the root of the matter_ .
is a-need for a fundamental assessment of

the. presence of ‘higher .quality-of. school" -

services at the end of the bus;:nde

Richan, Willard .
1967 Racial - Isolation "In- the: Cleveland
‘Public Schools:. Clevaiand Ohio: Case
"Western Resenve University.

‘This is a case: study.-of desegregatlon _
problems of ithe Cleveland public
schools, It comtains the: historical back-
ground, the extent and type-of . existing

segregation and-racial isolation; ‘thecom-

munity reaction,.and a dlscusSlon ‘of the
costs as a result of attempts to integrate,

Rodgers, Harrell, R, Jr.; an‘d‘Ch‘ar‘les S.

Bullock

1974 School Desegregation: Successes and:
.Failures. Journal of Negro Educatlon

43:139-54,

The article discusses the merits of lntegr-
ated school systems in terms of achlevtng
certain goals academic, social race rela-
tions and life opportunities. The article
evaluated the veracity of some attacks on
school desegregation and surveyed the
recent school integration studies.

Sachdeva, Darshan
1972 Friendship Among Students in
Desegregated .Schools. California Jour-
nal of Educational Research 23,1,

his biases, and his standards of analyzmg
the success of desegregation,
Racial Isolation in the Public Schouits
1967 Summary of a Report by the U.S.

@ st

Commission on Civil Rights. CCR
Clearinghouse Publication Number 7,
Washington: U.S. Government Printing
Office.

The report cites research that suggests
that compensatory education is less effec-
tive in raising academic achievement of
Black students than is desegregation.

5 143

The author studied the development of
friendships among students in desegreg-
ated schools, through a set of attitudinal
iterns. The findings suggest that personal
contact has been effective in the develop-
ment of interracial friendships in
desegregated schools, in Berkeley,
California. The results showed that newly
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‘integrated schools develop more inter-
racial friendships, showing that personal
contact is effective in reducing racial at-
titudes.

St. John, Nancy H.
1970 Desegregation and Minority Group

Performance. Review of Educational
Research 40:111-33,

~ She reviewed pre-Coleman, Coleman and
post-Coleman empirical evidence on the
relationship between ractal composition
of sghools and. academic achievement of
Black:childrem She points out:tesweak-
nesses: in. ithe studies, showing the
difficulties ofresearching thesezareas and
imtheztypes of studies-performed:

19717 The: Elementary Classroom:ssa Frog

“Pond:Self-Concept, Sense of Cantrol and
Sacial Context. Social Forces 49:581-95.
“Emis s a reanalysis of the Colezman find-
sing:that self-concept falls, butrsense of
control rises with the percentage of
whites:in a school. She tested 36 black
and "white sixth graders and faund that

.. . achievement contributes the most to self-
" concept.’ ‘dnd “self ‘dontrol. Academic.

norms tended to fall as social class level
fell, She found that social economic
status and achievement are more related
to these. factors (self-control and self-
concept) than is race.

1975 School Desegregation: Outcomes for

Children. New York: Wiley.

This book is a critical overview of the
findings from over -120 studies on the
effects of school racial composition for
both black and white students. The
author offers a discussion of several ex-
-perimental. .design models useful in
‘measuring the effects of school
desegergation on children. Both psy-
chological: theory/and the findings in the

the outcome of the process would be

faworable for the students if the

“desegregation process were of high
quality and had the right mix of per-
-sonality factors.

ated and Unsegregated Schools. Un-
published dissertation, Teachers College,
Columbia University, New York.

Her study dealt with three.areas concern-

ing attitudes and desegregatton “thie effect
of classroom contact.and ethnic attitude,
the : influence of ‘the variable of in-
telligence and the desegregation process,

- and the interracial-attitude as a function

of sex.

1967a The Inﬂuence of lntelllgence and an

Interracial - Classroom on Social At-
titudes. In The Urban R’s: Race Rela-

tions as the Problem in Urban Education.

Robert. A, Dentler Ed. New Ydrk:

Praeger. - . v
The author examines the relationship be-
tween intergroup:relations racial at-

titudes and individual inielligence. The
contributions of :intergroup contact,
though not unifornrzhas made a contribu-
tion to the social maturation of the child.

1967b Reading, Writing and Race Rela-

tions. Trans-Action 4,7:27-31.

~ These~are-the results- of: four 'studies’ of -~~~

fifth grade students testing whether in-
tegration of white and black students lead

to greater mutual acceptance and what

attltudes were influenced by differences
in lntelllgence The author found that
greater exposure lead to greater reallsm

Singer, Harry :

1970 Eifect:of Integration on Achlevement
of Anglos, Blacks and. ‘Mexican
Americans. Annual. Convention ‘of the

American Educational-Research
Association, Minn; ‘Minnesota.

A stuay of a comparison of pre; and post
integration, - cross-sectional data, from
the Riverside Unified School District,

California. It was testing the effects of in- .

tegration on shifts in peer group values,
effects on achievement :scores.. It pro-
vided an opportunlty to test Coleman s

" data results.

Singer’s results proved that more than
physical integration is necessary to im-

Singer, Dornihy
. 1966 Interracial Attitudes of Negro and
e S ’ White Fifth Grade Children in Segreg-
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prove test scores and possibly psy-
chological and social integration is
needed to improve test scores.
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-Smiley, Marjorie B. and Harry Miller

X Harvard Educational Review, Harvard
1968 Policy Issues in Urban Education.

Educational Press.

New York: The Free-Press,

This is a collection of readings dealing
with various social anfl economic
problems in relation 'to specific policy
issues, primarily as related-to education.
These readings reflect the value conflicts
inherent in these problems.

Smith Charles U.
1965 Desegregation on the Negro Student.

Speech given at Floridazand South
Georgia Institute for "Superintendents
and Board Members on the_ Civil Rights
Act of 1964, Coral Gables, Florida.
This speech emphasized. thezneed to be
sensitive to the subculture-of the child
when entering school. He points out the
need to be sensitive to feelings of rejec-
tion, social threat, and such:as they might
effect the scholastic “performance for
Negro children. He suggests:active ways
in which administrative and policy
makers can reduce prejudice and increase
interracial activity.

Smith, Marshall'S.
1972 Equality of Educational Opportunity:

The Basic Findings Reconsidered. /In
Equality of Educational Opportunity.
Frederick Mosteller and Daniel P.
Moynihan, Eds. Néw York. Random
House, pp. 230-342.

This study reexamines the five controver-
sial conclusions of the third chapter of
‘the Coleman Report, including criticisms
of validity and methodology. Thus he
tested ‘the criticisms concerning:
methodology, the relationship of student
achievement and home background, the
relationship of student achievement and
student body composition, facilities and
curricula characteristics, and the
teacher’s characteristics. Finally, he sum-
marizes the findings with attention to the
nolicy implications. His reexamination
affirms the original conclusions of the
report.

Sullivan, Neil V.
1969 Compensation and Integration: The

Berkeley Experience. Equal Educational
-Opportunity. Cambridge, Massachusetts:

The author examines the failure of

Berkeley schools to pull ghetto children
up academically through compensatory
education.

Taylor, Joseph
1968 Final Report from the Summer In-

stitute on Psychological Sociological
Problems of School Desegregation.
Bethune-Cookman College, .Dept. of
Health, Education and Welfare. ERIC.

This is a final report from a six week sum-’

mer institute. for school personnel
devoted to improving the. understanding
of problems accompanying \devsegrega-

-tion, changes in race-relations, patterns,

and ways to solve -psychological and
sociological desegregation problems of
special interest in the development of
aspirations for the Negro youth. The
report includes policy recommendations
made made by the participants.

Thompson, Daniel C. .
1963 Our Wasted Potential. /n Integrating

the Urban . School.
Israel A. Laster, Eds. New York:
Teachers College, Columbia University.
This article discusses the factors that ¢con-
tributed to the wasted potential of Negro
youth. Particularly important is that
Thompson:pointed out how the schools
had attempted to deal with this situation,
through desegregation.

U.S. Commission on Civil Rights
1967 Racial Isolation in the Public Schools,

vol. 1 & II. Washington, D.C.:. U.S.
Government Printing Office.

" This is a summary of facts and reports
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concerning issues centered around racial
isolation and schools, policies and prac-
tices, academic performance and
desegregation, racial composition of
classes, compensatory programs, and
means by which schools are desegregated.

"Volume Il contains a survey given to

segregated and desegregated black and
white adults who were graductes of Oak-
land High School, which attempted to
analyze the consequences of- varied
educational experiences. The questions

Gordon Klopf and
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included analysis of educational aspira-
tions, occupasional aspirations, racial at-
titudes and such. The report was not
limited_to the affects on blacks, but in-
cluded information on the effects on
whites and their resulting racial attitudes

as a consequence.

school. The study wass conducted in
schools at all levels of@zsegregation, in a
‘hard core’ area. of :memregation in the
south eastern U.S. Th==findings did not
support the fear that desegregation would
influence the general satsfaction of white
“students with desegregation.

Watson, Peter, Ed. _
1973 Psychology and Race. Chicago:

Willie, Charles V. and Jerome:Baker
1973“Race Mixing in the:'Bublic. Schools.

ERIC

Aruitoxt provided by Eic:

Aldine Publishing Co.

This represents a social psychologlcal
view of race and race relations. Itis a col-
lection of articles, written by sociologists
and psychologists, on various aspects
such as interracial interaction and race in
relation to various issues in social psy-
chology.

Webster, Staten W. and Marie N, Kroger
1966 A Comparative Study of Selected Per-

ceptions and Feelings of Negro Adoles-
cents with and without Friends in Integr-
ated Urban High Schools. Journal of
Negro Education 35,1:55-61.

The authors studied three types of per-
ceptions of the ways in which black
adolescents attending urban: high schools
do or do not have white friends. They saw
this as a function of: personal iindepen-
dence, social .competence, imellectual
esteem, and total -self-concept; higher
vocational aspirations and-perceptioms:of

potential for later occupational :attain-

ment;and a decrease in ethnic concern or
anxiety.

Weingerg, Meyer
1965 Research on School Desegregation:

Review and Prospect.. Chicago, 111.:In-
tegrated Education Associates.

This is a collection of research results of

studies showing the effects of desegrega-
tion on student performance,

academically and socially, as well as on

the teachers and the schools as a whole

Williams, Robert and Fred Venditti
1969 Effects of Academic Desegregation on

Southern White Students’ Expressed
Satisfaciion with School. Journal of
‘Negro Education 38,4:338-41.

This study was to answer the question
concerning the cffect of deésegregation on
the white students’ satisfaction with
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New York: Praeger Pildishers.

The purpose of the:stuidy was to discover
the patterns of soxdd  adjustment of
children: -transferred :vc other schools.
Most of the research was:in academic ad-
justment, for little sacial research had
been done. The repoxt:included findings
in relation to social adjustment and social
economic status. The report also in-
cluded case study comments from
various schools that had been mtegrated

Wilson, Alan B.
1969 Social Class and Equal Educational

Opportunity. Equal Educational Oppor-
vumimy, Cambrige, Mass.: Harvard

Educational Review, Harvard University

‘Press. ,
Thezauthor examined:the:effect of student
body characteristicsi-on academic
achievement, and relatetd it:to the Cole-
‘man¥Report.

Yarrow, Marian R., John D. Campbell, and

Leon.J. Yarrow

1958a .Acquisition of New'Norms: A Study

of Racial Desegregation. Journal of
Social.Issues 14,1,
This iszanzanalysis of ithe: unterpersonal
relationship-in an imposedidesegregation
situationrat a.summer camp. The situa-
tion was analyzed according to'behavior,
social perceptions of the child, group
properties,. and 'psycho-dynamic pro-
cesses. The authors felt two weeks was
not long enough for the change, but they
felt the situation did provide insight into
- the reorganization of beliefs and feelings,

—th€ emphasizing the role of the situation

in defining how a person is to function.

1958b Interpersonal Change: Process and

Theory. Journal of Social Issues 14,1.
This is a general discussion of variables
involved in changing a social situation
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and social relationship, and particularly
_this camp situation. It concludes with a
discussion of theories of interpersonal
change.

Young, Robert E.

1974 Interethnic Behavior in Desegregated
Secondary Schools. Unpublished disser-
tation, Teachers College, Columbia
University, New York. ‘

The author explored the problems of in-

terethnic student attitudes and behavior. :

This "includes an. overview of the
literature on desegregation and a case
study of a small urban school system in-
volved in political, inter-racial problems.
Young explores the relationship between
self-esteem and racial attitudes, and be-
tween student social and academic status
and their interethnic behavior as based
on the social contact.theory.

ACCULTURATION, ETHNICITY,
AND DESEGREGATION '

The topic of desegregation has also been

'seen as asubset’of the literature on culture con- =

tact. In this view, desegregation is a process in
‘which:sub-éulture groups in American society
:are educated and enculturated in the same,

~rather than separate, educational settings. The

‘research materials-from the 1920s, 1930s, and
.1940s, dealing with “acculturation,” “assimila-

“tion,” and the “Americanization” process thus

are important background information to the

- understanding of the process of desegregation.

There has, however, always been some debate
as to the similarity between the “*Americaniza-

" tion” process experienced by the European im-

migrant and the desegregation process today;
socio-cultural, political, economic, and even
communications contexts are quite different
today. The research literature which
developed in studying the processes of culture
contact does, however, provide a valuable
background for understanding desegregatlon
as a socio~cultural process.

"Acculturation studies were very common
during the period of European immigration
and focused on how minority groups adapted
the cultures they brought with them to the
American.culture they found here. The con-

1
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cept of acculturation was largely used by
American anthropologists to ‘describe the
results of borrowing when two groups come
into sustained culture contact. While there was
some sociological "use of the term,!. most
sociologists used the concept “assimilation”
defined by Park to mean what most
anthropologists- called * ‘acculturation.”? Bri-
tish anthropologists, who made many. studies of
this type in Africa and Oceania, use the term
“culture contact” in much the same way as ac-
culturation or-assimilation was used: in this
country, The historyof the term has, then, been
largely American, although one study reports a
German use of the’ word.3 - °

Acculturation studies became popular"“" -

among American anthropologists after the first
World War, although- some field studies
among Indian tribes preceded this period.4
During the post-war period the “Americaniza-
tion” movement lent a new interest to the pro-
cesses by which immigrants acquire new
cultural responses.> The development of this
field continued into the late 1920s and early
1930s with increasing emphasis on the study of

immigrant’ groups ‘as” well as”the effects of

European-American civilization on the
American Indian. In 1935 the Social Science -
Research Council set up a sub-committée for
the study of acculturation composed of Ralph
Linton, Robert Redﬁeld and Melville J.
Herskovits. Its purpose was to define the con-
cept of acculturation and to prepare .a state-
ment concernlng how acculturation should:be
studied. In 1936 it published a *Memorandum
for the Study of Acculturation” which defined
the concept as quoted previously. To their
definition they added that:

. acculturation is to be distinguished from
culture change, of which it is but one aspect,
and assimilation, which is at times a phase of
acculturation, It is also to be differentiated
from diffusion, which, while occurring in all
instances of acculturation, is not only a
phenomenon which frequently takes place
without the occurrence of the types of con-
tact between peoples specified in the defini-
tion given above, but also constitutes only
one aspect of the process of acculturation,
(Herskovits 1938:10) :
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The committee went on to discuss the ap-
proach to be used in studies of this type and to
analyze the contact situations in which ac-
culturation might be found. It also discussed
the possible psychological reactions of in-
dividuals undergoing the process. In terms of
the acceptance of traits by the groups involved
they listed three possible results of accultura-
tion:

A. Acceptance: where the process of ac-
culturation eventuates in the taking over of
the greater portion of another culture and
the loss of the older cultural heritage; with
acquiescence on the part of the accepting
group, and, as a result, assimilation by them
not only to the behavior patterns but to the
inner values of the culture with which they
have come into contact.

B. Adaptation: where both original and
foreign traits are combined sn as to produce
a smoothly functioning cultural whole
which is actually an historic mosaic; with
_either the reworking of the patterns of the
two cultures into a harmonious meaningful
whole to the individuals concerned, or the
retention of a series of more or less conflict-
ing attitudes and points of view which are
reconciled in everyday life as specific occa-
sions arise.

C. Reaction:: where because of oppres-
sion, or because of the unforeseen results of
the acceptance of foreign traits, contra-ac-
culturative movements arise; these main-
taining their psychological force (a) as com-
pensations for an imposed or assumed in-
feriority, or (b) through the prestige which a
return to older preacculturative conditions
may bring to those participhting in such a
movement. (H rskovtts 1938: 135-136)

It is interesting to note that these results are
very similar to those found in a field investiga-
tion study among the I[talians of New Haven,
Connecticut, conducted by a psychologist in-
terested in discerning the reactions of second
generation males to the acculturative process
(Child: 1942). In addition, some studies of
desegregation, to be discussed in a later sec-
tion, have found similar patterns among black
children assigned to previously all white
schools.

Melville Herskovits' volume on accultura-
tion (1938) traced the development of the con-
cept from a loosely used and ambiguous term
to the concise definition of the Social Science
Research Council sub-committee; he also
reviewed much of the field work previously
done by anthropologists. In his review of field
work there is no mention of investigations in-
volving immigrants to this country due to the
author’s ‘neglect or sociological work; also
most of the work in this area had been theoreti-
cal rather than empirical research up to the
time of his publication.

Ralph Linton’s Acculturation in Seven
American Indian Tribes was the next work to
appear (1940). In this work separate
authorities present the effects of the contact
history of seven tribes. In terminal chapters
Linton reviews the factual date and offers cer-
tain interpretive generalizations. He discusses
what he terms “directed culture change,” in
which one group in the contact situation inter-
feres actively with the.culture of the other. As
an example he cites the case of the Spaniatds in
Mexico compelling the Indians to attend
Christian rites-and give up their pagan rites,
noting that this situation can occur only where

there is a coniact situation involving domi- ™

nance and submission. This point is an impor-
tant one for the study of desegregation when
definite action and purposive policy by the
dommant soctal-group td’ influence change is
dhafacteristic. Another point made by Linton
concerns the predominant direction of the flow
of cultural traits in the case of immigrant “Old
Stock” contact in America:

Then the socially superior group also has-
the culture which is best adapted to the local
conditions, the onesidedness of the borrow-
ing reaches a maximum. This condition is
well illustrated by European immigrant
groups in America. Most of these groups
have, in the process of_ their absorption,
taken over the pre-eXisting American
culture almost as a whole, giving only a few
minor elements of culture in return.
(1940:512)

In 1941 an entire issue of the American
Anthropologist was devoted to the subject of ac-

" culturation, the result of a symposium com-

prising a theoretical orientation by M. J.
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Herskovits followed by reports of field work

by..various - investigators. - Herskovits, reex-

-"amining the 1938 definition of acculturation,

adds .several new points. In discussing the
value of documentary history datrng to early
tlmes Herskovrts states:

.'the cultural baseline from whrch a par-

: trcular change took its beginning—a phras-

ing somewhat to be- preferred to- that of
‘zero-point’—cannot be ignored. This must
be constituted. as completely as possible if

- the hybrid culture actually observed by the

_student is to be correctly rnterpreted and

the theoretical derrvatres ‘of research ade-
- _there is no physrcal contact’ ‘and the' agency of
- acculturation was’ Moslem lrterature transmrt-

quately ‘exploited. It goes without saying
that -where documents are available. they

‘must be utilized to the fullest degree; but

where they are not to be had ... reconstruc-
- tion by other methods, such as the question-
ing of elderly folk who have had pre-contact
experience, is essential. Only by such a pro-
cedure can the tendencies to change in-
herent in the precontact patterns of a
society—its ‘cultural drift'—be recovered,
analyzed, and, in a manner historically

- valid, balanced.against.the.resistances and..
acceptances that have actually resulted from |

‘the - acculturative experience. (Herskovits
1941:4) ’

* To 'this should be added the. necessrty of an
examination of these members of an immigrant
group, for example, who remained in. the
homeland, thus enabling the investigator to ob-
serve those changes which would have taken
place had the observed group not emigrated.
Most: acculturation studies of European im-
migrants to. the United States ignored the
reality of social change in Europe—culture
change being attributed to acculturative forces
if found to have taken place, regardless of the
facts. of worldwide or nation-wide changes

" (Ianni 1958).

A further modification of the earlier defini-
tion concerns: '
... the criterion of ‘continuous first-hand

contact’ between ‘groups of individuals hav- ..
ing different cultures.’ Difficulties in the ™

way of delimiting this situation with any
degree of accuracy have been pointed out,
" as, for example, where the question has been
raised whether these terms cover changes in
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the culture of a Pacific island folk that result
from ‘the visit of the mission boat once or
twice a year; -and the work of a srngle mrs-'
sionary.’ (1941:6) -
Herskovits then goes on'to pornt out Lrn-
ton’s comment that this  visit by the’ mission
boat is neither first-hand nor continuous. Lin-
tons contentron (1940 464) that these srtua- '

framework of acculturatron studles slnce the

« f’crltena of “contrnuous” and “ﬁrst hand” are '

not met is countered by the citation of a study
by Greenberg (1941:51- 61) conducted among
the Hausa- which; deprcts a srtuatlon in-which

ted throughout the. general populatron by a -

'small literate minority. Herskovits concrudes

Thus while contrnuous ‘contact ‘may be
held as‘a valid term, the element of diffusion
at first hand through contact between entire
pe0ples must be revised. (1941:7) ‘
This case cited by Herskovits is a special one .

and while it is entirely possible for elements of
a culture to be transferred through media other

...than_personal contact, _the_criterion_of. “first

hand contact” isa valrd one since destroyrng it
would lead to confusron between the ‘concepts |

of acculturation and diffusion, Similarly,

desegregation should be viewed as a social pro-
cess which also requires continuous, first hand
contact. X

The interest in acculturation studies con-
tinued and, indeed, increased for a short time
after the second World War. This®was™
especially true of immigrant- group studies in
the United States and the psychologrcal aspects
of acculturation. In this latter; field of ac-
culturation theory, contnbutlons have been
made by psychologrcally ‘oriented
anthropologists' as weli as professional psy-
chologists. A. Irving Hallowell, for example,
in -his discussion - of the sociupsychological
aspects of acculturation; pointed out that
studies of culture contact often give the im-
pression that “‘cultures meet” while actually
such a situation does not exist. What is meant,
according to Hallowell, is that peoples meet

~ and through the social interaction which we

refer to as acculturation, modifications in the
way of life of one of the contacting peoples may

49
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take place. He goes on to point out that in-
dividuals within the contacting groups are at
the center of this interaction:process and where
perceptible differences have come about it is
the individual who has learned the new ways of
thinking or acting (Hallowell 1945:174-176).

In the early 1950s; the study of accultura-

tion began to decline except for some
specialized interest in the study of second-
generation off-spring of immigrants or the
characteristics of ethnic communities in
American cities (Whyte. W. F. 1955; Gans
1962),

By the late 1950s and 1960s the influence of
the Civil Rights movement in education led to
some reawakening of intcrest in culture con-
tact, particularly in such areas as ‘“‘multi-
cultural,” *‘bi-cultural’” .and ‘“‘bi-lingual’
education programs. In addition, concern with
cultural bias in psychometric testing focused
concern on cultural influences on culture con-
tact. Now, however, the emphasis has shifted
from culture to power—economic, political,
and social—and ethnicity took on a new mean-
ing. In the Americanization period, European

_immigrants accepted the requirement of ac-

cepting American culture as the basis for social
mobility. The new “minorities”—blacks,
Hispanics, and American Indians—held that
they should be able to maintain their cultural
identity as ethnic groups and still demand a
share of economic, political and educational
power.

In the 1960s and 1970s the term ethnicity
emerged as a generic concept which has served
to organize a growing area of research interest.
First mentioned as such by Riseman in 1953

(Glazer and Moynihan 1975:1) it has become a

topic of much discussion. Tumin has defined
ethnicity as “a social group which, within a
larger cultural and social system,.claims or is
accorded special statusiin terms-of a complex
of traits (cthnic traits) which it exhibits or is
believed to exhibit” (Tumin 1964). Glazer and
Moynihan (1975:4) :note that this has been
broadened in general usage to include
subgroups, minorities-and *'to all the groups of

a society characterized by a distinct sense of

difference owing to culture and dcscent.” In-
deed. they go on to note that these ideas are not
remnants from an earlier age but that ethnicity

represents a ‘‘form of social life that is capable

of renewal and transformation” (Glazer and

Moynihan 1975:4). Despite the emphasis on
zulture in the definition of ethnicity, there is
often a 'sense that it somehow differs from
earlier notions of sub-culture:

Something new has appeared. .... The

phenomenon is too new. We feel that to see

only what is familiar in the ethnicity of our:
time is to miss the emergence of a new social
category as significant for the understanding
of the present-day world as that of social
class itself. For in the welter of contempor-
ary forms of group expression and group
conflict there is both something new and
something common: there has been a. pro-
nounced and sudden increase in tendencies:
by people in many countries and in many
circumstances to insist on the significance of
their group distinctive and identity und the
new rights that derive from this group
character. (Glazer and Moynihan 1975:2-3)

This groupness will be an increasingly im-
portant factor in understanding modern
society and influences all social processes in-

volving ethnic relations. It relates most.clearly...... ...

to school desegregation in the literature on
ethnic stratification. '

While many forms of stratmcatlon exist
here and elsewhere, Noel (1968) argues that an
essential form in American society is that of
ethnic stratification: “a system of stratification
wherein some. relatively fixed group member-
ship (e.g., race, religion, or natlonallty)A
utilized as a major criterion for assigning
social positions with their attendant differen-
tial rewards” (1968:157). '

An important element of ethnic stratifica- '
tion as it was in acculturation studies is ethno-

centrism. A humber of studies have explored
the functions and dysfunctions of ethnocentr-
ism. Catton and Hung define ethnocentrism as
“the tendency of group members to judge other
cultures by the standards of judgment prevail-
ing in their own culture” (1960:203). They go

on to indicate that departure from these norms

is viewed as deviant behavior.

While ethnocentrisin, as a basis for ethnic
stratification has obvious benefits for main-
taining the established order of the dominant
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ethnic group, it is at the same time dysfunc-
tional to the minority group. Elsewhere, Cat-
ton, following Sumner, argues, that ethno-

-centrism, while valuable for the in-group, ma-

jority or minority, “entails measurable costs in
intergroup relations” (Catton and Hung
1962:1¢1), With a somiéwhat different orienta-
tion, Rosen has presented evidence to show
that “the disparity between the vertical
mobility rates of some racial and ethnic groups
can, in part, be explained as a function of their
dissimilar psychological and cultural orienta-
tions towards achievement” (Rosen 1959:47).

The concept of ethnicity has been
historically the province of sociologists, but as
Depres observes, anthropologists are in-
creasingly moving into this area {(Depres
1975:188). Barth has argued that the persis-
tence of ethnic groups has been ignored by
social anthropologists and explores the im-
plications for the boundaries between groups.
He goes on to note that by “concentrating on
what is socially effective, ethnic groups are seen
as a form of social organization” (Barth
1969:13). In this light a boundary “defines the
group, not the cultural stuff that it encloses”
(Barth 1969:15).

More recently the Ninth International Con-
gress of Anthropological and Ethnological
Sciences issued a volume entitled Ethnicity and
Resource Competition in Plural Societies
(Despres 1975). Noting that Barth is con-
cerned with ethnicity in terms of the “subjec-
tive process of status identification” (Despres
1975:190), authors of this volume present what
they call an objective viewpoint and what it has
to offer. The objective viewpoint is based on a
concern for culture, They note, though:

All of these papers are inclined to take issue

with the subjectivist conception of ethnicity

which is thought to derive from the work of

Barth.... An exclusively. objectivist, or

cultural, conception of ethnicity.is equally

unserviceable. This makes theoretically
problematic not only the relationship be-
tween cultural distributions and categorical
ethnic ascriptions but also the role and over-
all significance of the subjectlve element in
respect to such ascriptions. (Despres
1975:191) '
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With the previously mentioned concept of
ethnic stratification in mind, Despres goes on
to argue:

If ethnicity is viewed as one form of social

stratification, it needs to be emphasized that

social class is quite another. Ethnic
stratifications derive their structural futures
from categorical status ascriptions. By way,
of contrast, class stratifications are more
evidently based upon status identities which
are achieved. In theory these two forms of
stratification exist in contradiction, In fact,
they. may co-exist in complex ways accord-
ing to the historical, techno-environmental.

economic and political parameters of par-
ticular societies in which they are found.

(Despres 1975:193)

It will later be argued that what he is saying
has important implications for classroom ob-
servation in desegregated settings. In this same
vein, we feel it is necessary to quote one more
passage from Despres:

It also emerges from these papers that not
all categorical identities are ethnic; and re-
lated to this is the fact that ethnic identities
are rarely inclusive of the full range of
social identities structured into poly-ethnic .
societies, Thus, from a social organizational
point of view, ethnic identities may vary ac-
cording to the variety of social situations in
which they may be appropriately expressed.
It follows from this that individuals need
not play ethnic roles all of the time in order
that poly-ethnic systems persist; that the
ethnic identities ascribed to population ag-
gregates do not make of those aggregates
corporately or politically organized groups;
and that corporately organized ethnic
groups need not be the only politically im-

..portant groups to which individuals might
belong in a poly-ethnic society. And it
follows from all of this that the behavioral
significance of ethnicity, for individuals as
well as for the groups they form, cannot be
ascertained apart from a rather comprehen-
sive analysis of the overall social system.

(Despres 1975:193).

The above discussion has direct implica- .. .

tions for both micro-level and macro-level
research. If one is interested in interethnic



Q

~

ERIC

Aruitoxt provided by Eic:

148

situations such as desegregated schools, then
one should be considerate of what Barth as
well as the objectivists cited earlier have writ-
ten. A dual level of analysis is called for. For
cxample, Holloman observes in her study of
the Cuna:
At the macro-level the stability of the in-
terethnic boundary is reflective of the way in
which the Cuna and non-Cuna have arrived
at de facto patterns of access (or lack of
them) to political and economic resources.
At the micro-level, the Cuna side of that
boundar is sustained by internal structures,
which simultaneously guarantee rewards
adequate to sustained member support of
the ethnic system and provide for control of
change-related deviant behavior. (Hollo-
man 1975:38)
We submit that if “black” is substituted for
“Cuna” and “non-black” for “non-Cuna,” then
ramifications of these €ame boundaries can be
observed in the desegregated classroom. We

* suggest that the discovery of this process will

shed new light on the problem of classroom
desegregation.
Notes ys

I See, for example, C. Dawson and W. Gettys, In-
troduction ta Sociology, 1948, p. 304; E. E. Eubank, Con-
cepts of Socialogy. 1932, pp. 371-372; L. Wilson and W,
Kolb, Socielogical Analysis. 1949, p. 686.

2 Park’s definition of assimilation is: “the name given
tu the process by which people of diverse racial orgins
and different cultural heritages, occupying a common ter-
ritory achicve a solidarity sufficient at least to achieve a
national unity.” R. K. Park, “Assimilation, Social,” En-
exclopedia of the Social Sciences, 1930, v. 11, 281-283. See
also R. E. Park and E. W. Burgess, An Introduction to the
Science of Sociology, 1921. p. 735: “a process of inter-
penetration and fusion in which persons and groups ac-
quire the memories, sentiments, and attitudes of other
persons or groups, and, by sharing their experience and
history, are incorporated with them in a common cultural
life.” For a critique of the use of the concept “‘assimila-
tion” sce N. Whetten and A, Green, “Field Research an
the Concept of Assimilation,” Rural Sociology, 1942, v.
VIL. No. 3, pp. 252-260. More recently see M. Gordon,
Assimilation in American Life, 1964,

3 Herskovits cites the use of the words Akkultura-
tionagebieten (areas of acculturation) and Akkultura-
tionaverhaltnis (acculturational relationships) by
Ehrenreich in 1905 in a study of South American
Mythology: Mr. Herskovits, Acculturation, 1938, pp. 4-5.

4 See, for example, P. Radin, "The Influence of the
Whites on Winnebago Cuiiure,” Proceedings of the State
Histarical Society of Wisconsin, 1913, pp. 137-145, or his

“A Sketch of the Peyote Cult of the Winnebago: A Study
in Borrowing,” Journal of Religious Psychology, v. XII,
1914, pp. 1-22.

% B. 8. Bogardus, Essentials of Americanization, 1919
R. Park and H. A, Miller, Old World Traits Transplanted,
1921; W. I. Thomas and F. Znaniecki, The Polish Peasant
in Europe and American, 1918-1921.
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roblems,” “troublemakers,
P

THE LABELING PERSPECTIVE
AND DESEGREGATION

The labeling perspective is a useful device
for identifying cultural processes that do not
adapt themselves to the accepted behavior
codes of the dominant group. The extent to
which such behavior is discernable presup-
poses deviance from those acceptable patterns
of behavior. The nature of this “‘deviance” can
then be explored in terms of the cultural milieu
from which the individual comes. While the
labeling perspective, sometimes referred to as
labeling theory, originated in the study of
deviance ahd criminal behavior, a small but
growing body of literature does exist that ap-
plies this theoretical perspective to schools.

It should be noted at this point that for the
study of segregation in schools we.are con-
cerned with two different processes of labeling:
those labels, usually deviant in nature, that
originate in the organizational structure of the
schools and those that are applied by society at
large such as ethnic stereotypes. The implica-
tions of all this for the functioning of the
schools as they undergn deésegregation is an ob-
vious if unattended area of research interest,
particularly as it relates to classrooms.

In The Educational Decision-Makers,
Cicourel and Kitsuse studied a high school in
an upper income community and investigated
the processes by which the persons came to be
defined, classified and recorded in the cate-
gories of the high school's records. Attention

was directed to the definitions applied and

procedures followed by ite personnel whereby
students were differentiated, labeled, and pro-
cessed as ‘‘college material,” ‘‘academic
" etc. The use of
such definitions and their effects upon the in-
terpretation of student behavior by the
organizational personnel became the primary
source of data for understanding how stuidents
came to- be classified and distributed a:nong
the various categories of the high school’s

records. A significant point made in the study
is that the high school as a socially organized -
system ‘of activities differentiates talented from‘
~average and low-ability students and college- -
going from non-college going students and

-151

these activities may affect the future occupa-
tional careers of the student population.
Cicouvel and Kitsuse also found that ability

_grouping is significantly related to the distribu-

tion of educational opportunities among the
student population and that the school serves
as a clearing house for other community agef-
cies that come into contact with the adolescent.
The school, therefore, occupies a strategic
position in the organization and conttol of the
adolescent’s status position. The authors coii-
clude that the day-to-day activities of school
personnel effectively control the access of stu-
dents to the limited number of. curriculums
available, particularly those most instrumental
for upward mobility, ‘i.e., the college pre-

.paratory curriculum. Their case study findings

support the view that “the student’s progress in
the sequence of transitions is contingent upon -
the interpretations, judgements, and action of
school personnel vis-a-vis the student’s biogra-
phy, social class and *social type,” as well as
his demonstrated ability and performance
(1962:136-7).

Reflecting upon thelr approach the
researchers share the’ following thoughts on the
differentiation process in the school:

The consequences of. social typing for

differential interpretation and treatment of

the behavior of individuals so typed are
commonplace and quite obvious. What is
not so obvious, and the central concern of
this paper, are the interpretive rules utilized
by the organizational personnel who decide
what forms of behavior and what kinds of
evidence warrant actions which define in-

dividuais as deviant within the system. .

In any investigation of how ‘deviant’ and

‘non-deviant’ populations are differentiated

“within a system, the rules of interpretation

employed for evaluating the behavior ele-
ments observed and classified in t'he day-to-
day activities of the personnel must
systematically be taken into account. (as
cited in Hargreaves 1975:19)

More recently, in a British approach to the

'.larbe_ling.'perspective as applied to classrooms,

Hargreaves and his associates found the
following variables important to typing stu-
dents: ‘“‘appearance, conformity to discipline
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role aspects, conformity to academic role
aspects, likeability, and peer group relations”
(1975:147-148).
These authors proceed to use their results to
develop a theory of typing: e
The theory proposes that pupils are typed or
formulated by teachers in three stages. The
first stage, that of ‘spcculation,’ begins when

the teacher first comes to know about and/or ...

to meet the pupil for the first time. The third
stage, that of ‘stabilization,’ marks the point
at which .the teacher has a relatively clear
and stable conception of the identity of the
pupils. He ‘knows’ the pupil; he understands
him; he finds little difficulty in making sense
of his acts and is not puzzled or surprised by
what he does or says. The second stage, that
_of ‘elaboration,’ stands between the other
two stages. ... These stages should not be
regarded as highly discrete or distinct stages
that can easily be distinguished. Although
the stages do occur in a sequence, they do
not refer to distinctive periods of time. A
stage is characterized by certain problems
and processes. The stages fuse into each
other, both in the sense that they can overlap
in time and in the sense that processes from
different stages can and do occur at the same
point in time. (1975:145)
This is one of the most formalized statements
relating the labeling approach to classroom
processes. Yet, if one were to test these stages
in a school being desegregated, attention must

be called to the fact that these stages may be

greatly influenced by cultural factors in the
social milieu from which the teacher and the

student come. Indeed, from his own research of

stigma in ¢ schools Fisher (1972) argues that the
emphasis for labeling theorists to study the

““developmental course represents an over-

emphasis on external coercion and an under-
emphasis ‘or choice and opuortumty" (1972:
Considering that -the whole issue of school
desegregation came about through the courts
mandating equal opportunity, we suggest that
the study of labels may have ramificationson a
more macro of societal level.,

More recently, Ianni and his associates at
the Horace Mann Lincoln Institute have used

used here. ln studylng the social orgamzatlon

of a multi-racial urban inner city high school,
they have found that students are sorted into .
perspective groupings largely by racial or
ethnic identification. Chinese students, for ex-
ample, are perceived as bright, studious and
academically oriented, while black students
are perceived generically as poor students
lacking motivation and ability. In comparison
studies in a rural and a suburban high school,
both ethnically homogenous, they found that
sorting exists there also but around different,
non-ethnic dimensions (Calhoun, 1973).

To begin to determine the applicability of
the labeling perspective to ethnic groups in
educational settings, some evidence can be
gleaned from Jane Mercer’s (1973) study on
the prevalence of mental retardation in the ele-
mentary schools of Riverdale, California. It
was found that many minority parents from
lower socio-economic levels are not likely to
perceive their children as mentally. retarded
during the pre-school years and do not refer
them to a clinician while Anglo parents are

~miore likely to make a referral. After being in

the term “"sorting™ in much the way labeling is

5

-

school, children acquire other statuses. ‘‘Men-
tal retardate” may be acquired as well as other
differentiation within the classroom such as
“talented,” “‘average,” or “slow.” Students who
perform in an exemplary manner are assigned
to valued groups and those who fail receive
punishment through assignment to devaluated
groups.

More Mexican-American and black
children were recommended for placement
and ultimately placed in classes for the men-
tally . retarded. The ethnic disparities. are
revealing. Anglocentrism in labeling the men-
tally retarded was found in the public schools
and is clearly linked with the statistical defini-

“tion of “normal”and the 1.Q. test. ‘According T

to Mercer, “‘Anglocentrism is a form of ethno-
centrism in Ainerican. society. Historically,
Anglocentrism has relegated Non-Anglos to
marginal social statuses” (Mercer..1973:121).
Later using socio-culturally oriented techni-
ques, she found disproportionately large num-
bers of children who were reclassified as quasi-
retarded and normal rather than mentally
retarded were Mexican- Amencan and black.
The usefulness of labelmg for the study of
ethmc background and classroom processes ’
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emerges clearly in Rosenfeld's study of the
failure of an elementary school in Harlem in
“Shut Those Thick Lips!" In a chapter whose
title itself -has labeling implications—"White
Lies About Black Children”-—~Rosenfeld
makes the following observation on teacher ex-
pectations. and student reactions:
Still another myth about the children was
that “they were unwilling to change” and
“were of little worth as they were.” This at-
titude is partly in keeping with the dominant
American value that one must strive to bet-
ter himself constantly; one cannot stand
still, so to speak. Status is to be achieved by
continual efforts to improve. Pedagogically
this implied that the child could not be
worked with as he® was; he was not suffi-
ciently ready for learning. Thus, if the
teacher failed, it was becausz the child
offered insufficient material with which to
work. However, the greater the push to alter
who children were, the greater was their
resistance to change. (1971:56)
Note that according to Rosenfeld, failure and
the -cultural . milieu of the school in the
desegregated setting are closely related:

This fact is extremely important to realize:-

~ the failure of children at Harlem School! is

" also the failure of the teachers, just as in-
dividual success may be related to teachers’
efforts, Culture is a group phenomenon and
even individual expressions of it are the
result of group influences. If the child slips
back in his educational achievement, it is
likely that a cultural shove was provided in
that direction. Learning not to learn is just
as effective as learning to learn.
It was my own view that too much attention

was likely paid to the “emotional” condition

of children who did not achieve rather than
to the social and cultural factors influencing
the learning situation. ! had realized early
in my experience that children have
different learning styles. Until now “little
‘careful analysis is given how the child’s
learning might improve simply by con-
centrating on the way he works and learns,
rather than on his affective reasons for not
learning” (Riesman, 1964:51). And equal
attention hasto be paid to the differences in
teaching styles. Learning style and teaching
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style combine through the medium of sub-
ject matter—-~in a specific cultural context—
to effect educational transmission.
(1971:39) i
This notion of culture as a group
phenomenon is an important oue for it tells us
something about the link Despres was looking -
for between macro and micro levels of
analysis. It also reminds us that school
desegregation involves all these levels, On the
other hand, due process, as was noted earlier in
the review of court decisions, was more than
mere structural outcomes. As Singleton argues,
education can be defined as cultural transmis-
sion (1974:26). If this definition is to be ac-
cepted, then what goes on in the classroom of
the desegregated school can be seen as cultural
conflict. Once again we quote Rosenfeld:
The education of children has been seen for
100 long as an intuitive process. Thus, when
intuition fails, there is the tendency to label
children as non-conforming, disruptive, and
outside the mold we have artifically created
for them. Yet one wonders if outspoken
children do not keep alive for us the hope
that we must alter our views and thereby
assign new meaning and -purpose to the
transmission of culture in our schools. Their
restlessness preserves for us the chance to
-overcome our centripetal attitudes about
their capabilities for learning. As long as the
pot boils someone has to look after it. The
examination of Harlem School has revealed
that the requirements for being a student
were much more stringent than were the re-
quirements for being a teacher. And the
penalties for failure in the student role were
much more harsh and longer lasting than
the penalties for failing to teach. The
teacher-learner relationship was not
réciprocal; rather, it placed ‘an ‘altogether
incommensurable burden on the child. It
placed him at a disadvantage in the strivings
toward reasonable. life chances.. Problems
unsurmounted in the classroom made for
compounded problems in later years,
diminishing the skills with which his educa-
tion purportedly prepared him. (1971:94)
Before leaving our discussion of the labeling
perspective, it should be noted that Becker
(1973) has argued that .the term labeling be -




154

dropped. Instead, one should think in terms of
“interactionist theory” which he says looks at
the people involved in any episode of alleged
deviance. When we assume an interactionist
perspective, we feel that the activities require
overt or tacit cooperation of many people and
groups to occur as they do. Deviance then, can
be seen as collective activa and is reflected in
people’s action from the standpoint of their
being concerned with the way their fellows will
evaluate what they do and how this evaluation
will affect their prestige and rank. He further
suggests that interactionist theory can focus on
-some relatively unstudied participants in-
volved in the episode who are powerful enough
to make their charges of devianc:- stick: police,
courts, parents, school officials and physicians.
What is significant here is that Becker asserts
that when one party to a relationship is dis-
proportionately powerful, they are able to en-
force their will over others’ objectives while
maintaining the-appearance of justice and ra-
tionality. The less powerful occupy a subordi-
nate status that is comparable to the interac-
_tions in parent-child, teacher-student, and
welfare worker-client relationships. Becker
stresses that superordinate groups are moral
entreprencurs who exert control over the less
fortunate by manipulation of definitions and
labels which work smoothly and cost less. This
insight has far-reaching implications for
education and the study of desegregation with-
in the framework of the school and the com-
munity. It is clear, as Becker points out, that
the study of people with power is necessary to
detect forms of labeling and means by which
labeling achieves the status of being “‘normal”
and “‘legitimate.”

While research on school desegregation has

not been a major concern of the labeling

perspective, there are several related concepts
that have implications for school desegregation
- processes in the classroom: the notion of role-
sets (Merton 1957; McPherson 1972),
reference groups (Shibutanni 1955), self-con-
cept (Rist 1970; Rosenthal and Jackson 1968;
Snyder 1966), and the presentation of the self
(Goffman 1959; Goffman 1963).

REFERENCES CITED

Becker, Howard
1973 The Outsiders. New York: Free Press
Asserts that interactionist theorists insist
that we look at all the people involved in
" any episode of alleged deviance, because
we do find that activities require overt or
tacit cooperation of many people and
groups to occur as they do.
Calhoun, Craig Jackson
1974 General Status: Specific Role. In -
Council on Anthropology and Education
Quarterly 5:2
Discussion of the implication of a given
status and its associated roles within a
formal organization. Examples of high
school organizational behavior are dis-
cussed.
Cicourel, Aaron and John Kitsuse .
1963 The Educational Decision. Makers.
New York: Bobbs-Merrill Co., Inc
The authors studied an upper income
community and investigated the process
by which persons came to be defined,
classified and recorded in the categories
of the administrative organization (high
school’s) statistics.
Fisher, Sethard
1972 Stigma and Deviant Careers in
Sch:;ol. Social:Problems. 001.20:1.
In a study of 7th, 8th, and 9th’grade stu-
dents, the researcher tests the claims of
the labeling approach to deviance. Find-
ings were not entirely consistent with the
claims.
Goffman, Erving
1959 The.Presentation of Self in Everyday
Life. New York: Doubleday.

The author develops the ‘theory of g

dramaturgical perspective toward view-
ing interaction among persons and roles.
The section on presentation maps has im-
plications for classroom studies of
desegregation. '
Goffman, Ervivg
1963 Stigma. Englewood Clltfs

Prentice-
Hall, Inc ‘

158




As the subtitle suggests, Goffman ex-
plores the management of spoiled iden-
tity. Various types of stigmas are dis-
cussed. Possible applications exist for the
study of ethnic groups.

Hargreaves, David H., Stephen Hester and

Frank Mellor -

1975 Deviance in Classrooms. London:

Routledge & Kegan Paul.

In an application of the labeling perspec-
tive to the study of classroom processes,
the authors develop a theory of typing.
This is the most extensive application of

this theoretical perspective to schools to =

date.

Mercer, Jane R,
. 1973 Labeling the Mentally Retarded.

Berkeley, California: Unrversrty of
California Press. ‘

A field survey and an agency survey for
the Riverside, California research project

" are the basis of a two-pronged design for

studying the epidemiology of retardation
from a clinical,as well as social system
perspective,

Merton, Robert K.
1957 Social Theory and Social Structure

Glencoe: The Free Press.

This is the second =dition of Merton's
classic work o.. structural-functional
theory in sociology. Developed in this
volume are the concepts of status set and
role set.

McPherson, Gertrude H.
l972 Small Town Teacher. Cambridge:

- Harvard University Press,
McPherson applies her observations as a

. elementary school teacher to Merton’s

concept of role-set. The various roles a

-~ ~teacher- performs .’+: her daily tasks are

described.

Rist, Ray C.
1970 Student Social Class and Teacher Ex-

pectations: -The Self-Fuifilling Prophecy
in' Ghetto Education. Harvard Educa-
tional Review 1.40:411-451.

An observational study of negative self-
fuifilling prophecy |nfurmat|on in ghetto

‘children over.a three: year penod (kin-
; “dergarten to second grade). It is con-
-cluded that the teacher’s behavior greatly

155

rnfluences the achlevement level of the
children. °

Rosenfeld, Gerry
1971 Shut Those Thick Lips!: A Study of

Slum .School Failure. New York: Holt,
Rinehart and Winston, Inc.

An anthropologrcal study of interracial
processes in a Harlem public elementary
school. The author explores the implica-
tions of why the achievement of minority
youngsters is slow.

Rosenthal, Robert and Lenore Jacobson
1968 Pygmalion in rhe Classroom New

Ypr}’:-ﬁoltt Rmehart rnd Wlnston Inc.

e Y

"-Us'l'ng“‘"the concept "6f " self-fulfilling

prophecy, Rosenthal’s data demonstrates
how the teacher’s expectations of the stu-
dent becomes in fact a significant definer
of the student’s performance level

Shibutani, Tamotsu
1955 Reference Groups as Perspectlvcs

Awmerican Journal of Soclologyt
60:562-569. '

The author explores the” concept of

reference group as it is used in research

‘and thé literature. He concludes that
. reference group can best be defined if its

definition is restricted to the group which
provides the frame of reference for the
actor,

Singleton, John
1974 Implications of Education as Cultural

Transmission. /n Education and Cultural
Process: Toward an Anthropology of
Education. George Spindler, Ed. New
York: Holt, Rinehart and Winston, Inc.
pp. 26-38.

The author explores the implications ot
defining education as.cultural transmis-

- sion. He also suggests some anthropologi- ...

cal strategies for educatronal research.

Snyder, Eldon :
Self-Concept Theory: An Approach to

Understanding the Behavior of Disad-
vantaged Pupils. /n Interpreting Educa-
tion: A Sociological Perspective. Edward
Drabick, Ed. New York App]eton Cen-
tury-Crofts.

The author summarlzes self- concept
theory and applies-it to the lmphcatlons_
for studyrng the educatron of lower class -
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child. The problems of low self—csteem
are explored.

IMPLICATIONS FOR
CLASSROOM OBSERVATION

As with so much of the research on school
desegregation, the methods which have been
used for classroom observation are structural
systems which take a specialized approach to
selected variables or categories of behavior.
Today, a multitude of specific instruments
exist for classroom observation (Simon and
Boyer 1968; Westbury and Bellack 1971;

Grant and Hennings 1971; Castwright and.

Cartwright 1974; Good and Brophy 1970;
Willower 1975; Hoy 1969; Rexford et al.
1972; Helsel and Willower 1974). All these
approaches share a common shortcoming in
their operational use: they necessarily impose a
pre-designed structure on social reality. At the
other end of the continuum, a number of field
observation techniques, often lumped together
as “participant observation,” usually use

~ systematic observation without closure. This

approach is also beginning to be represented in
the research literature (Walker and Adelman

1975; Jackson 1968; Smith and Geoffery 1968 -
" “-Bursiett 1973). In_the former approach the

contextual aspects are specified before obser-
vation begins. In the latter approach there is an

. attempt to keep field methods flexible enough

to allow categories to emerge. We have argued
that this principle of emergence is of major im-
portance for a valid and reliable assessment of
the impact of school desegregation on
classroom processes. Such a field stance allows
for observation of desegregation from both.
macro- and micro levels of analysis. As this
d.lcates any research system must
take these factors into consideration and at-
tempt to dlscnmlnate their effects.

It is also obvnous that, for classroom obser-
.4 one must be aware of those organiza-
tional charactenstlcs peculiar to the school set-
ting. Startlng wnth Waller (1932) a substantial
body of research’exists that has utilized a field
methods perspective. Two extensive bibliogra-
phies on this method exist (Wolcott 1975; Bur-

_nett-1974). More recently, lanni (1975) has

developed a social organization framework in-

volving the domains of sorting, territoriality

and autonomy for studying the school. A simi-
lar approach has earlier been applied to the
analysis of the classroom (Jensen 1955). One
must again call attention to the work of
Jackson (1968) and of Smith who carried the
insights of his qualitative work into the more
quantitative domain (Smith and Kleine 1969).
In a similar vein Walberg (1969) has applied
the field originated concepts of physical and
psychological distance in the classroom to a
statistical mode of inquiry. Jules Henry’s work
on classroom climate (1957, 1959) was

_another early and pioneerins approach to field

analysis of school and classroom settings.
Furthermore, anyone interested in exploring .
the research on social control in schools should
consult Willover’s summary in The En-
cyclopaedia of Education (1971). As mentioned
earlier, this approach has not been confined to
the United States. Hargreaves (1975) and his
associates in England have applied the
theoretical orientation of the"‘}abelling
perspective to a study of deviance in
classrooms, also the work of Walker and Adel-
man (1975).

Indeed, this is only a sampling of the

wliterature that exists in this area. What is im-

portant about this approach, we again argue, is
that its holistic framework allows for the ob-
servation, documentation, and analysis of what
really hé'ppens in classrooms. Such an ap-
proach becomes even more relevant when such
metro or cultural level factors such as ethnicity
or culture contact are to be considered.

There is now a llim ited but growing body of
literature that deals with the field methods ap-
proach to ethmcuylrace and education. Its in-
terpretation, howéver, “is- ‘still- problematic.
Erickson, for ‘example, lnvgstlgated ‘the coun-
seling style of junior college advisors in an ap-
plication of the theoretical™ orientation of
Barth, Goffman, and theorists from the label-
ing perspective. The following passage clearly
i'lustrates the confusion applied research or
desegregation can generate for policy mgk'ers:‘

While our research does not imply that
ethnically segregated educational settings
are superior to desegregated ones, it does
show that ethnicity cannot be ignored. We
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have found that ethnicity, race and com-
munication style can affect the quality of
counscling students receive. Because these
factors are an integral part of face-to-face
interaction, the probably affect other in-
teractions. in “.e school aid therefore are
important -educational variables. It seems
that our schools would profit greatly if they
discovered and used the distinctive educa-
tional possibilities of both inter-group and
intra-group contact among- adults and
young people in schools. (Erickson,
1975:68) ‘
Evidence that desegregation as a form of
culture conflict can be harmful can be found in
some sources. In his study on school failure,
for example, McDermott notes:
Because behavioral competence is

differently defined by different social

groups, many children and teachers fail in
their atternpts to establish rational, trusting
and rewarding relationships across ethnic,
racial or class boundaries in the classroom.
As a result of this miscommunication,
school learning is shunned by many
minority children, and school failure
becomes a peer group goal. The high rate of
reading disabilities among minority
children can be explained in terms of such
miscommunication. The difficulty is usually
neither “dumb kids™ nor “racist teachers,”
but cultural conflict. (McDermott 1974:82)
But, again the reader must be aware that for
as long as acculturation has been taking place

the problem of culture conflict has existed in

the schools and is not a function of desegrega.-
tion. In his study of minority group status and
adolescent culture Ianni goes-back a genera-

~ tion and briefly describes what it was like to'be
~../in’an;Italo-American teenage culture: .
-~ What was happening to us, and what I sug-

gest happens to most minority teen-age
groups, is that we were discovering (and in
"some cases inventing) behavior norms from
the surrounding dominant culture and these

norms conflicted with what our parents ex- -
pected of us. We had not developed a new

Italo-American teen-age culture—an all-in-
clusive-system of behavior which provided
‘guides for: everyday -life—we  had simply
. found some ways by which to-adjust con-
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flicting parent-expectations with dominant
culture expectations. What emerged for us
was not a distinctly Italo-American pattern
of behavior but rather what have come to be:
called “contracultural patterns of values
and behaviors based onh conflict.”
(1964:220)
All of this has implications for the student’s
role and self-concept. It is not merely a
problem of ethnic stratification but ezonomic
stratification as well. In her study of schools in
poverty areas Dawson notes:

The majority of ghetto youth, as a result of
their environment and cultural patterns,
grow up in a sea of conflicts as'to what to.
think about themselves. Most professionals
and confused parents do not give them much
help in lmﬂ'ovmg their self-concepts. In
many cases they only compound the confu-
sion by not even listening to how'yoyths feel
about. themselves and those around them.
(Dawson 1968)

The field work perspective to desegregation
research seems to indicate that the kinds of
things the courts were trying to erridicate on
the macro-societal level seem to persist in the
more micro =spects of everyday l| e in the
schools.

It appears that the public school system not

only mirrors the configurations of the larger

society, but also significantly contributes to
maintaining them. Thus the system of public
education in reality perpetuates what it is
ideologically committed to eradicate—class
barriers which result in inequality in the
social and economic life of the cmzenry
(Rist 1970:449)

“"Understanding desegregatlon as a soclal pro-

cess, then, requires that we look at the process

where- it occurs- as-a-necessary first-step-in - -

understanding its social policy lmpllcatlons

Concluding Comments

Documenting the social world wnthln which
desegregation is takmg place is not ‘an easy
task. Aitempting to create a change in it is even

more difficult.- Our review of legal decision

making has shown how the courts have consis-
tently tried to mandate change The ¢lassroom
observauon research shows us that_ the success
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of what they have attempted can be debated fo:
a variety of reasons—substantive,
methodologicai, and theoretical. Despite the
huge body of documentation on this subject we
feel that we have uncovered a number of sig-

nificant gaps and that the field methods*

perspective has an important contribution to
make to the dialogue between applied research
and policy.

A final word of caution. Definitive
literaturc searches are idealized construcis.
The actual process of development has a
»snowball” or multiplier effect: the more one’s
curiosity is aroused, the broader and more
diverse become the scope of the inquiry. In that
light we urge those who use our bibliography as
a starting point for developing their own hy-
potheses about what school desegregation
really means. Some advice can be taken from
Redfield who echos the point with which we
began: : '

None of us can truly say that his way of work

is necessarily the best way or that it either

should or will prevail over all others. All
advance in knowledge is a dialectic, a con-

versation. (Redfield 1960:148)

Burnett, Jacquetta

1973 Event Description and Analysns in the
Microethnography of Urban Classrooms.
In Culwural Relevance and Educational
Issues. Francis A. J. lanni and Edward
Storey, Eds. Boston: Little, Brown, pp.
287-303.

By the use of the mixed method of net-

work ‘and event analysis the author

analyzes the ethnography of the urban
. classroom.

1974 Anthropology and Education: An An-
notated Bibliographic Guide. New
Haven, Conn.: HRAF Press.

The most comprehensive guide to date on

. research in anthropology and education.
Cartwnght‘ Caro! and G. Phillip Cartwright

1974 Developing Observation Skills. New

York: McGraw-Hill.

The authors present an observation

“scheme for classroom behavior. Methods

of observing and record keeping are pre-

sented. Rating scales are also presented.

Dawson, Helaine
1968 On the Outskirts of Hope. New York:
McGraw-Hill.
This book is a discussion of the education
of ghetto youth. It is based on classroom
observation and discussion with two
hundred students done over a three-year
period. Why ‘“‘traditional™ classroom
methods will not work in such settings are
discussed. Pay particular attention to the
chapter on communicating in the
classroom. -

Erickson, Frederick

1975 Gatekeeping and the Melting Pot: In-
teraction in Counseling Encounters. Har-
vard Educational Review 45,1:44-70.
Through an analysns of filin, video tapes,
and participants’ reactions, the author
observes how junior college counselors
can act as gatekeepers to minority group
members. The author does note that the
effects of race, ethnicity, and cultural
style can be canceled out by other factors.

Good, Thomas and Jane Brophy

1970 Teacher-Child Dyadic Interactions: A
New Method of Classroom Observation.
Journa!l of School Psychology
8,2:131-137,
A method for studymg the dyadic in-
teraction between teacher and student is
presented along with a coding system.

Grant, Barbara and Dorothy Hennings

1971 The Teacher Moves: An Analysis of
Non-Verbal Activity. New York:
Teachers College Press.
A discussion of the effects of a teacher’s
non-verbal activity in the classroom.
Statistical evidence is presented that ex-
plores the factors related to non- verbal
“clues and strategies. ' ‘

Hargreaves, David, Stephen Hester, and Frank

Mellor
1975 Deviance in Classrooms. London:

Routledge & Kegan Paul.
Through the use of the labeling perspec-
tive and field observation the nature of
deviant behavior in classrooms is ‘ex-
plored. The implications for theory,
research, and practical application are
discussed.




Helsel, A. Ray and Donaid Willower
1974 Toward Definition and Measurement

of Pupil Control Behavior. Journal of
Educational Administration 12,
1:114-123.

In another discussion of the Pupil Con-
trol Ideology, Ray and Willower present
a discussion of a companion measure in
pupil control behavior.
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1975 Studying Schools as Social Systems: A

Manual for Field Research in Education.
New York: Horace Mann-Lincoln In-
stitute, Teachers College, Columbia
University.

A comparative study on the organiza-
tional structure of three high schools
through the use of field methods. The
concepts of sorting, territoriality, and

Henry, Jules autonomy are developed in light of the
1957 Docility or Giving Teacher What She field findings.
Wants. Journal of Social Issues Jackson, Phillip
11,2:33-41. 1968 Life in Classrooms. New York: Holt,

Study of elementary school children. The
signal response mechanism between stu-
dents and teachers is explored. It is con-
cluded that students relate to teachers in
terms of seeking acceptance.-

1959 Spontaneity, Initiative, and Creativity

in Suburban Classrooms. American Jour-
nal of Orthopsychiatry 29:266-279.
Through the use of direct observation the
author studies classroom climate. It is
concluded that spontaneity and initiative
can be threatening in terms of. the
“teacher's loss of control. Implications of
a broader cultural context are referred
to.

Hoy. Wayne K.
1969 Pupil Control Ideology and Organiza-

tional Socialization. The School Review,
pp. 257-265.

Hoy applies the Pupil Control Ideology
to organization socialization. In this case
he uses the beginning teacher. Implica-

tions for roles are discussed. Possible ap—

plications to other statuses within
schools.

lanni, Francis A. J.
1964 Minority Group Status and Adoles-
V cent Culture. /n The American Adoles-

cent. David Gottlicb and Charles E.
Ramsey, Eds. New York: Dorsey Press,
pp. 219-247.

Ianni discusses the problems of adoles-
cence of the Italo-American teenager.
Reference is also made to Jewish and

black teenagers. Particular attention-

should be paid to the section on minority
group status and adolescent behavior.
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Rinehart and Winston, Inc.

This book is a description of elementary
school classroom life. Jackson relates
empirical work to his own observations
noting, “classroom life, in my judgement,
is too complex an affair to be viewed or
talked about from any single perspec-
tive.” The reader should note in particu-
lar chapter five on the need for new
perspectives. '

Jensen, Gale E.
1955 The Social Structure of the Classroom

Group. Journal of Educational Psy-
chology 46:362-374.

Written by a psychologist, this article
argues ior the need to be aware of the
sociai structure of the classroom. The
following dimensions are identified and
discussed: problem-solving, authority-
leadership, power, friendship, personal
prestige, sex, and priviledge.

McDermott, R. P.
1974 Achieving School Failure: An

Anthropological Approach to liliteracy .
and Social Stratification. /n Education
and Cultural Process. George Spindier,
Ed. New York: Holt, Rinehart and

Winston, pp. 82-118. o ‘

Application of culture-contact conflict to
an analysis of the social system of the
classroom. Author calls attention to
differing communication styles among
differing social groups. How this leads to
school failure is discussed.

Redfield, Robert
1960 The Little Community. Chicago:

Univ. of Chicago Press.



A review of the research on small com-

munities with an emphasis on theoretical

underpinnings.

Rexford, G. et al.
1972 Teacher Pupil Control Ideology and

‘Classroom Verbal Behavior. Journal of
Experimental Education 40,4:78-82.
Authors apply PCI to teacher’s classroom

behavior. Differences between custodial -

oriented teachers and humanistically
oriented teachers are discussed.

Rist, Ray C.
1970 Student Social Class and Teacher Ex-

pectations: The Seif-Fulfilling Prophecy
in Ghetto Education. Harvard Educa-
tional Review, pp. 411-51.

Rist’s study is based on the observation of
ghetto children during their kin-
dergarten, first. and second grade years.
He finds that teachers’ behavior toward
different groups influences the achieve-
ment level of the children. The implica-
tions of this show how schools reinforce
society’s class structure.

Simon, Anita and E. Gil Boyer
1968 Mirrors for Behavior: An Anthology

of Classroom: Observation Instruments.
Classroom Interaction Newsletter'3,2.

" This special edition of the newsletter con-
tains a collection of twenty-six systems
for classroom observation.

Smith, Louis and William Geoffrey
1968 The Complexities of an Urban

Classroom. New York: Holt, Rinehart &
. Winston.

A study on the development of urban
classroom microethnography.

Smith, Louis and Paul Kleine
1969 Teacher Awareness: Social Cognition

in the Classroom The School Revnew,
" pp- 245-256.

The authors apply the concept of
“teacher awareness” through the use of
statistical procedures. It was found that
teacher awareness is related to pupil
esteem.

Walberg, Herbert

1969 Physical and Psychological Distance

in the Classroom. The School Review,
pp. 64-71.

Through the use of quantitative measures
the authors found that where a student
sits can be related to biographical items.

Friendship patterns were also felf to be -7

an important variable.

Walker, Rob and Clem Adelman
1975 A Guide to Classroom Observation.

London: Methwan and Co., Ltd.

A handbook for observation methods.
The authors present various forms of
unstructured (including photographs)
and some structured methods. This book
is suitable for the untrained observer.

Waller, Willard
1932 The Sociology of Teaching. New

York: John Wiley & Sons, Inc.
One of the first studies of the field
methods approach to observation in
schools, this work has become a classic.
While historically important, its conclu-
sions are still relevant to today’s school
settings.

Westbury, lan and Arno Bellack, Eds.
1971 Research into Classroom Processes.

New York: Teachers College Press.

A discussion of articles by various
authors is presented that reviews the cur-
rent status.of research in classroom pro-
cesses. Fundamental questions are ex-
plored, recent developments - assessed,
and. implications for the future are
reviewed. '

Willowe.r, Donald
1971 Social Control in Schools. /n The En-

cyclopaedia of Education. L. C.

-Deighton, Ed. New York: Macmillan,

pp. 245-253.
A survey of "esedrch to date dealing with
‘research-on: socnal -control in-schools:-

1975 Some Comiments of Inquiries on
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Schools and Pupil Control. Teacher Col- .
lege Record 77, 2:219-230.
The author discusses the current -
literature on pupil control with reference
to the Pupil Control Ideolegy and its
meaning for the organizational structure.




