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I. INTRODUCTION 

Purpose and Scope 

Statem.ent of Problem 

The purpose of the present research was to determine the 

extent to which racial attitude and receptivity to favorable change 

in racial attitude among a sample of 120 White college students 

were influenced by the quality and duration of integrated school 

experience. Racial attitude was measured by a questionnaire which 

was developed for this study.^ The persuasive communication used 

to attempt favorable change in racial attitude was a low-key 

reproduced statement of information pertinent-to current racial 

issues. This information was read by the experimental group 

members prior to their receipt of the questionnaire and by the 

comparison group members only after they had completed the question

naire. The measure of quality of integrated school experience was 

the extent to which participants had formed friendships with Black 

fellow students, while the measure of duration of integrated school 

experience was the number of years during which the participants 

had Black classmates or teammates in school. 

These variables were examined in a 2 x 2 x 2 completely random

ized factorial design to isolate the effects of (A) information, 

(B) Black friendships, and (C) years integrated and their inter

actions on the dependent variable, racial prejudice. Potentially 
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confounding effects of other individual or situational variables, 

including attitude of school authorities, geographical area, 

academic achievement, grade level at first integration experience, 

racial composition of the schools, and sex and age differences 

were controlled by random assignment of participants to the experi

mental (information) or comparison (no information) groups. 

The statement of information read by the experimental group 

before they were given the questionnaire and by the comparison 

group after they had completed the questionnaire was designed as a 

low-key statement to minimize reactance against the attempt to 

change attitude. For the same reason, the Likert-type questionnaire 

contained more negative than positive statements about Blacks to 

partially counterbalance the positive tone of the persuasive 

communication and make the total presentation seem more nearly 

balanced and neutral. 

Black friendships may appear to be more an indication of 

predispositions brought to the integrated experience. However, 

there is considerable evidence in the literature that other factors 

such as the extent to which a school is really integrated, the 

attitude of school authorities toward integration, the influence 

of parents and peers, and the type of shared activities determine 

whether the climate in the school and community facilitates or 

hinders the formation of interracial friendships. Though determina

tion of pre-integration attitudes is beyond the scope of the present 

research, there is some indication in the research literature that 



the formation of friendships out of interracial contact situations 

is relatively independent of racial attitudes which were held before 

the contact. 

Though a considerable body of literature exists on theories 

of attitude formation and attitude change and on personality 

facto'rs involved in attitude formation and attitude change, both 

attitude theories and personality factors are beyond the scope of 

the present study. Rather, the focus will be on situational 

factors in school integration which affect the quality and dura

tion of the experience and the racial attitudes which grow out of 

the resulting interracial contact. 

The importance of these questions is seen in the effect of 

racial attitude on racial harmony, which, in turn, affects 

academic achievement in the schools and progress toward the 

larger goals of the society as a whole. 

Hypotheses 

The hypotheses advanced for the study were: 

Hypothesis 1: That the experimental group will show less 

racial prejudice than the comparison group (Effect A: Information 

(a,) vs. No Information (a^)). 

Hypothesis 2: That students who report friendship with Black 

schoolmates will show less racial prejudice than those who report 

no Black friends in school (Effect B: Black Friends (bj vs. 

No Black Friends (b^)). 



Hypothesis 3: That students who report longer duration of 

school integration experience will show less racial prejudice than 

those who report shorter duration of school integration experience 

(Effect C: Years Integrated - High (cj vs. Low (c^)). 

Hypothesis 4: That experimental group members who report 

friendship with Black schoolmates will demonstrate more receptivity 

to favorable attitude change by showing less racial prejudice than 

experimental group members who report no friendship with Black 

schoolmates, while comparison group students who report no Black 

friends in school will show the most racial prejudice (A x B 

Interaction effect). 

Hypothesis 5: That experimental group members who report 

longer duration of school integration experience will show less 

racial prejudice than experimental group members who report 

shorter duration of school integration experience, while compari

son group members who report shorter years integrated will show 

the most racial prejudice (A x C Interaction effect). 

Hypothesis 6: That students who report Black friendships in 

school and more years integrated will show the least racial preju

dice, while those who report no Black friends and fewer years inte

grated will show the most racial prejudice (B x C Interaction 

effect). 

Hypothesis 7: That experimental group members who report 

Black friendships in school and more years integrated will show the 

least racial prejudice, while comparison group members who report 



no Black friendships and fewer years integrated will show the most 

racial prejudice (A x B x C Interaction effect). 

Review of Previous Research 

Mere Exposure 

Although the development of interracial contact theory pre

dates mere exposure theory, the latter theory goes to the more 

basic questions involved in attitude change as a result of inter

racial contacts. As originally proposed by Zajonc (1968), "mere 

exposure" theory of the role of contact in attitude change clearly 

would include any interracial contact even though most of the 

research generated by this theory has involved socially and affec

tively neutral words and symbols. Zajonc's hypothesis was that 

repeated mere exposure to any stimulus object is sufficient to 

enhance the attractiveness of the object or the observer's atti

tude toward it. He presented four types of evidence to support 

his mere exposure theory: (1) a correlation between the affective 

connotation of words and word frequencies; (2) a positive effect of 

experimentally manipulated frequency of exposure upon the affective 

connotation of nonsense words and symbols; (3) a correlation 

between word frequency and attitude toward their referents; and 

(4) a positive effect of experimentally manipulated frequency of 

exposure upon attitudes. 

In two experiments which suggest possible limitation of the 

mere exposure theory. Burgess and Sales (1971) demonstrated that 



the affective context of the exposure situation determines whether 

"mere exposure" produces positive or negative change in attitude 

or affect. In the first experiment, they discovered that the 

relation between exposure frequency and attractiveness was 

stronger for participants who found the exposure context to be 

relatively pleasant. In the second experiment, they manipulated 

the pleasantness conditions for the exposure context and showed 

that the positive contexts yielded a positive relationship between 

increased familiarity (exposure frequency) and affect, while 

negative exposure contexts produced a negative relationship 

between familiarity and affect. 

Some support for pleasantness of context as a prerequisite 

for the "mere exposure" effect is provided by Stang's (1975) 

three experiments which suggest that learning is one of the 

mechanisms involved in the relationship between exposure frequency 

and affect. Because learning may be intrinsically rewarding, it 

creates the pleasant context required for "mere exposure" to yield 

positive changes in affect. With a total of 229 introductory 

psychology students exposed repeatedly to 16 Turkish adjectives, 

Stang found that both learning and affective measures varied 

together as a function of exposure duration (Experiments 1 and 3), 

serial position (Experiments 1 and 2), rating delay (Experiment 1), 

and stimulus properties (Experiment 1). 

Earlier, Stang (1974) reviewed mere exposure studies for an 

indication of possible delay effects in their results. He found 



that those studies which incorporated a delay of one minute or 

more between exposure of the stimulus object and the observer's 

evaluative rating of the object were more likely to obtain positive 

change in affect than were those studies which included no delay 

or a shorter delay.' Though warning that these results were merely 

correlational and should be treated with caution, he reported a 

delay effect Chi Square for all the studies reviewed of 15.82, 

df = 1, p.<[.005. Stang offered two possible explanations for the 

delay effect: (1) The delay allows participants time to guess the 

experimenter's expectations and to make enhanced evaluations to 

confirm them, or (2) the reported experimental enhancement of 

affect is a function of the degree of learning and, unless other 

factors are operating, follows the shape of the typical learning 

curve. 

The second explanation of learning effect seems more likely 

for most of the extensive list of studies reviewed by Stang, Most 

used paralogs (Turkish words, trigrams, pentagrams, etc.) or 

ideographs which would be affectively neutral and therefore would 

provide scant clues to the experimenter's expectations. Only 

seven studies used protraits. Six of those seven showed enhancement 

of affect. Stang's first explanation of experimenter expectations 

might be more appropriate for the only one of the seven (Cantor, 

1972) which is shown as having used portraits of Blacks and Whites. 

Cantor (1972) used distributed exposure with no delay and 

found enhancement of affect for portraits of Blacks, but not for 
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portraits of Whites. He exposed 80 9- to 11-year-old White 

children (40 boys and 40 girls) from schools with low minority 

group representation to ten 10-second presentations of each of 

three pictures of White boys and each of three pictures of Black 

boys. Then the children rated these pictures and unfamiliar 

pictures of three other White boys and three other Black boys on 

how much they would want to take the boys to their homes to visit. 

Both boys and girls rated the Blacks more highly than the Whites. 

Repeated exposures produced higher ratings for the pictures of the 

familiar Black boys, as compared with the unfamiliar pictures of 

Blacks, but no exposure effect for the pictures of Whites. Here 

the time required for the distributed exposure might have allowed 

the children to note the obvious salience of race and to have 

guessed the experimenter's expectations, which might explain in 

part not only the positive exposure effect for the Black boys' 

portraits, but also the lack of positive exposure effect for the 

White boys' portraits. 

In another study using portraits and racial difference, 

Perlman and Oskamp (1971) had 96 White college students first rate 

pictures of adult males, both Black and White, in "neutral" dress 

on twelve different behavior traits. Then the students were 

exposed to varying frequencies of pictures of the same men in 

either the "neutral" dress condition, in a "positive" dress (clergy

man, scientist, etc.) condition, or in a "negative" dress (prisoner, 

unskilled worker, etc.) condition. Finally, they rated the sane 



men again in the "neutral" pictures. Analysis of variance of the 

changes in trait ratings revealed significant main effects for 

the dress condition and frequency of exposure and a significant 

interaction effect for dress by frequency for the Black models 

( £ < . 0 1 ) . For the White models, positive exposures generally 

enhanced ratings, while other treatments showed little or no 

effect. However, the enhancement effect of positive exposure was 

smaller for Black models than for White models, while the decre

ment effect of negative exposure was larger for the Black models. 

Two experiments by Hamm, Baum, and Nikels (1975) replicated 

and extended the "mere exposure" effect reported by Perlman and 

Oskamp using the variables of race, sex, and level of initial 

favorability. White participants (N = 80 in Experiment 1, 50 in 

Experiment 2) first rated their favorability toward 20 photographs 

of college graduates, 10 Black and 10 White, half male and half 

female. Then the experimental group was exposed to 10 presenta

tions of each photograph, while those in the comparison group were 

assigned an unrelated inverted alphabet printing task. Finally, 

both groups again rated the photographs for attractiveness. In 

both experiments, the additional exposure involved in the experi

mental treatment was found significantly to enhance the attractive

ness of the photographs regardless of the race or sex of the person 

in the photograph or their initial level of favorability. Treatment 
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(Exposure) by Tests (Pre- vs. Post-) interaction produced an 

£ (1,76) = 7.28, £ < .01, in Experiment 1 and an F (1, 48) = 42.54, 

2^< .001, in Experiment 2. 

Hamm et al. (1975) indicated that the most important result 

of their experiments was the absence of significant Treatment by 

Tests by Race interactions. However, it should be noted that the 

low level of statistical power of their test provides only a 

small probability of finding a three-way interaction effect if 

it in fact existed. The larger of the two experiments with a 

cell n = 10 would have only a 57% probability of finding even a 

large effect size of .5 standard deviations average difference 

between cell means (Cohen 1969, pp. 304, 363-367). 

Hamm et al. (1975) acknowledged that caution should be used 

in generalizing the results of their experim.ents to real-life 

interactions or integrated situations. The context of the exposure 

in their experiments as in most "mere exposure" studies, was 

neutral and nonthreatening and involved no immediate or expected 

social interaction. The social context may well be critical in 

determining the effect, if any, of interracial exposure upon racial 

attitudes. 

The relevance of the "mere exposure" research to the present 

problem is in its demonstration that factors other than mere exposure 

can be expected to be involved in determining the effect of inter

racial contact on racial attitude. In sum, these factors may produce 

an overall pleasant context for the interracial contact which. 
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according to the "mere exposure" research could be expected to 

result in a more positive racial attitude. On the other hand, 

these contextual factors can produce an unpleasant situation 

which would effect racial attitude negatively. In the research on 

early Army integration we shall see that the pleasant context can 

involve the receipt of badly needed and well motivated replacements 

at a critical point in combat. In studies of housing integration, 

the pleasant context may be good neighboring. In the review of the 

literature on school integration, we shall examine those factors 

which lead to a pleasant context by promoting racial harmony and 

academic success. 

Early Army Integration 

Early experiences with racial integration in the U. S. Army 

helped to provide evidence upon which interracial contact theory 

was based. The Information and Education Division, U. S. War 

Department (1947) and Star, Williams and Stauffer (1965) reported 

wery favorable White officer and non-commissioned officer (NCO) 

opinions about Black soldiers after two months of integrated 

experience in combat in Europe near the end of World War II. 

From March and April 1945 through VE-day, a hastily-trained 

platoon of Black volunteers for combat was assigned to augment the 

regular four platoons in each of a large number of White Infantry 

companies in 11 of the American divisions in Europe. In late May 

and early June 1945, a representative sample of 24 of these companies 
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from seven of the divisions was surveyed by interviewing all avail-

able White company grade officers and a representative sample of 

the White platoon sergeants for their reactions to the Black troops. 

According to the officer and NCO responses to the retrospec

tive question about how they had felt "at first about serving in a 

company that had white platoons and colored platoons," 64% of each 

group reported that their feelings had been relatively unfavorable. 

But 77% of each group reported that their feelings about the 

integrated situation had become more favorable since having served 

in the same company with Black soldiers. None reported that his 

attitude had become less favorable (I & E Division, 1947, 

pp. 542-543). 

To the question "How well did the colored soldiers in this 

company perform in combat?" responses of 84% of the officers and 

31% of the NCO's were "\ery well." The remaining 16% of the 

officers and 17% of the NCO's responded "Fairly well." In 

comparing Black troops with White troops as Infantry soldiers, 

69% of the officers and 83% of the NCO's said they were "just the 

same" as White troops. Of the remaining respondents, more than 

twice as many rated Blacks "better than" Whites than rated them 

"not as good as" White troops (I & E Division, 1947, p. 543). 

All of the Black soldiers were combat volunteers, while of 

course most of the Whites had not volunteered for combat assign

ments. By other objective standards normally used in group compari

sons of Army personnel qualifications, however, the Black soldiers 
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were at a considerable disadvantage. Besides their limited combat 

training and their complete lack of combat experience, only 22% 

of the Black combat volunteers had graduated from high school 

compared with 41% of White riflemen, and only 29% had Army General 

Classification Test standard scores above 90 compared with 71% 

of the White riflemen (I & E Division, 1947, pp. 545-546). 

To the question "How have the white and colored soldiers 

gotten along together?" responses of 73% of the officers and 60% 

of the NCO's were "Very well," while 7% of the officers and 36% 

of the NCO's responded "Fairly well," a few said "not as well in 

garrison as in combat," and none said "Not well" (I & E Division, 

1947,. p. 544). 

In a separate survey conducted about the same time, a repre

sentative sample of 1,710 White enlisted men in the American field 

forces in Europe was asked the question "Some Army divisions have 

companies which include Negro and white platoons. How would you 

feel about it if your outfit was set up something like that?" The 

percentage of White enlisted men answering "would dislike it very 

much" was (I & E Division, 1947, p. 545): 

Men in company with a Negro platoon (N=80) 7% 

Men in same regiment, but not in same 
company with Negro platoon 20% 

Men in same division, but not in same 
regiment with Negro platoons 24% 

Men in other field force units which 
do not have companies with Negro 
platoons 62^ 
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Favorable change in racial attitude as a result of inter

racial contact certainly can be inferred from the progressively 

more negative attitudes of men who had been more distant from the 

interracial combat experience, as well as from the retrospective 

reports of the White officers and NCO's who had been directly 

involved. 

Roberts (1953) reported similar retrospective evaluations of 

favorable change of attitude toward Whites by 219 Black college 

student veterans of World War II. About 75% of the Black veterans 

reported that they had held negative attitudes toward Whites 

before their military experience. Of those who had negative 

attitudes, 51% reported that following the war they felt less 

negative toward Whites, while 29% were unchanged. 

But 20% of Roberts' Black veterans reported that they felt 

more hostile to Whites after their wartime interracial experience 

in military service. This more negative group was largely accounted 

for as Northern-born Blacks who before the war had held more 

favorable attitudes toward Whites, but who developed more hostility 

toward Whites because, during their military service, mostly in the 

South, they had been "subjected to racial segregation, discrimination 

and violence or threat of violence . . . never experienced before or 

with such constancy and intensity" (Roberts, 1953, p. 67). 

In a review of Project Clear, the Army's 1951 study of the 

utilization of Black manpower. Foreman (1955) reported that White 

soldiers who had served with Blacks in combat were more favorable 
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toward integration than were those who had not, a finding that 

seems to support interracial contact theory. But the White 

soldiers least favorable toward integration were those in all-

White units serving near large Black units, a finding that seems 

contrary to the "mere exposure" hypothesis. 

Project Clear was undertaken at a time when most combat units 

in Korea were integrated, yet the majority of Black troops were 

still in Black units. The study involved contacts with White and 

Black officers, enlisted men, and civilians. Southern and non-

Southern, on- and off-duty, in the U. S., Japan, and Korea. It 

included one survey of 1200 interviews, and detailed questionnaires 

returned by 12,000 offiers and enlisted men. The study assessed 

the effects of the full-scale Army integration process which had 

begun following the Executive order by President Truman in 1948 and 

as a result of the critical need to eliminate complications to the 

flow of replacements in Korea, particularly after the retreat from 

the Yalu River. 

Among other Project Clear conclusions summarized by Foreman 

(1955) were: 

1. Integration took place most smoothly in the 
Army where individual troop commanders moved to implement 
the policy enthusiastically and decisively. . . . 

5. Men in mixed units, overseas and in the U.S., were 
consistently more favorable to mixing than were men in 
comparable segregated units. . . . 

7. In segregated units Negro soldiers often exhibit 
the failings charged to them; in integrated units they 
approach the performance level of white soldiers. . . . 
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12. . . . In general, combat experienced officers held 
that Negro soldiers, though their performance in all-fjegro 
units was judged to be poor, became good soldiers in inte
grated units and that their presence had no adverse effects 
on the performance of hitherto all-white fighting teams. . . . 

18. When a direct and persistent attempt was made 
to find interracial incidents attributable to integration, 
the evidence obtained showed that integration tends to 
reduce interracial tensions and conflict. . . . 

Harding, Proshansky, Kutner, and Chein (1969, p. 51) summarized 

a number of early studies of Army integration, including those cited 

above, as demonstrating "the most dramatic changes in attitude as 

a result of intergroup contact . . . in situations in which two 

different ethnic groups both lived and worked together in circum

stances requiring a high degree of mutual cooperation." 

Housing Integration 

Perhaps one of the earliest reports of the effect of inter

racial contact in integrated housing, education, and employment 

was contained in Lee and Humphrey's (1943, pp. 20-59) book on 

Detroit's June 20-21, 1943, race riot which required 4000 soldiers 

to quell. They concluded (Lee & Humphrey, 1943, p. 130) that 

three great lessons of the Detroit riot were: 

(1) People who had become neighbors in mixed Negro 
and white neighborhoods did not riot against each other. 

(2) The students of Wayne University--white and black--
went to their classes in peace throughout Bloody Monday. 

(3) And there were no disorders between the white and 
black workers in the war plants. 

In the first large systematic study of interracial contact in 

integrated public housing, Deutsch and Collins (1951) found sharp 
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reduction in racial prejudice among White housewives in racially 

integrated public housing projects as compared with those in 

segregated projects. Retrospective reports of prior attitudes 

toward integrated housing indicated that those with initially 

unfavorable attitudes were more likely than residents with initially 

favorable attitudes to develop more favorable attitudes toward 

integrated housing as a result of their living in an integrated 

project (Deutsch & Collins, 1951, pp. 97-98). 

The more favorable attitudes toward integrated housing which 

developed out of the experience with Black neighbors was found by 

Deutsch and Collins (1951, pp. 103, 106) to generalize somewhat to 

more positive beliefs about Blacks, more positive feelings toward 

Blacks, and more positive policy orientation toward Blacks, as well 

as toward Chinese and Puerto Ricans who were not represented in 

the housing projects. Of the White housewives in two integrated 

public housing projects, 53% favored racial integration for all 

city housing projects, as compared with only 5% of the White 

housewives in two segregated projects who favored such a policy 

(Deutsch & Collins, 1951, p. 116), 

Contrary to William G. Sumner's notion that "stateways cannot 

change folkways," Deutsch and Collins (1951, p. 127) concluded, 

"the evidence of our study is that official policy, executed without 

equivocation, can result in large changes in beliefs and feelings 

despite initial resistance to the policy." 
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In another study of interracial public housing, Wilner, 

Walkley, and Cook (1955, p. 4) reviewed some thirty studies of 

interracial contact and concluded that they "provide rather sub

stantial support for the general hypothesis that equal-status 

contact between members of initially antagonistic ethnic groups 

under circumstances not marked by competition for limited goods 

or by strong social disapproval of intergroup friendliness tends 

to result in favorable attitude change." They listed some of the 

complications involved in interracial contact in public housing 

as (1) the conditions of the social contact, (2) the influence of 

the initial attitude on the outcome of the contact experience, 

(3) the influence of social pressures, and (4) the effect of 

different proportions of minority group members (Wilner et al., 

1955, p. 5). Token integration of only a few Blacks constitutes 

insufficient evidence of integration as an established social 

policy, provides too few opportunities for interracial contact, 

and makes it easy to dismiss them as exceptions. On the other 

hand, Wilner et al. (1955, pp. 11-12) point out that a wery high 

proportion of Blacks may cause the White residents to feel 

threatened. 

This threatening effect of a very high proportion of Blacks 

is demonstrated in a follow-up to the Deutsch and Collins (1951) 

study in which Jahoda and West (1951) found that the intention of 

many Whites to move out of a half-Black, half-White housing project 

was related to a belief that the proportion of Blacks would increase 
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in the future, although the announced policy of the public housing 

project management was to maintain the half and half racial mix. 

The Wilner et al. (1955, p. 146) study compared Whites in 

integrated public housing projects on the basis of their proximity 

to Black tenants and concluded that "one of the major ways in 

which the integrated occupancy pattern is conducive to more favor

able attitudes is through greater proximity between Negro and white 

tenants. Where the proportion of Negroes is high, so that many 

white residents live next door to a Negro family, this factor is 

enhanced. . . . " Wilner et al. (1955, p. 147) also concluded 

that their findings support their conclusions from the review of 

earlier research that "attitudes of the members of one racial group 

toward the members of another will tend to become more favorable 

if there is sufficient contact between the two groups, provided 

that (a) the contacts occur between individuals who do not differ 

markedly in their social status in the contact situation, and (b) 

the contacts do not occur under circumstances in which there is 

competition for limited goods or facilities." 

Saenger (1953, p. 221) credits close neighborly contact between 

Black and White families in integrated public housing projects not 

only to the greater opportunity to get acquainted, but also to "the 

social norms implicit in integration or segregation as manifested 

in the administrative policies of the housing authorities." 

Interracial contact in private housing has presented a consider 

ably different picture. The element of housing integration as an 
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implied social norm was missing at least until the passage of the 

Federal Fair Housing Act in 1963. Harding et al. (1969, pp. 52-53) 

found the literature indicated that White residents in private 

housing areas see the "invasion" of Black families as a serious 

threat to their social status, and their attitudes become more 

negative. In public housing projects the interracial situation 

can be established and m.aintained by the administering authori

ties, but in private housing the residents themselves can decide 

whether to continue the interracial contact. 

In a review of the literature on private interracial housing 

for an earlier study (Burtis, 1967), I found that the most important 

element in the attitude of White residents toward a mixed neighbor

hood was the "self-fulfilling prophesy" that other White residents 

would leave, new White homeseekers would find the area undesirable, 

and a large influx of Black families would lead to neighborhood 

decline and loss of property values. In contrast to reports of 

hundreds of residential areas in an apparent process of transition 

from all-White to all- or predominantly-Black, I found only two 

studies reporting unplanned racial integration widely dispersed over 

broad middle-class residential areas. In both cases, the proportion 

of Blacks in the total population was so small (4% and 8%) that 

there was no threat of large scale influx of Blacks and therefore 

no e)(odus of White residents. Both of these studies showed a lessen

ing of race prejudice in the mixed areas and a growing White accep

tance of Black neighbors, credited at least in part to the effect of 

equal-status contact. 
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More recently. Petti grew (1973, p. 37) has observed that "on 

the abstract level of what is 'right,' an overwhelming number of 

white Americans believe a black family should be able to live 

where it wishes and can afford. But, in the face of their own 

block and the house next door, many of these same whites shift 

ground and believe whites have the right to exclude blacks. It is 

more than a simple fear of lowered property values. . . . Many 

white Americans assume 'blacks aren't ready yet,' that they are 

typically of a different and lower social class." 

The change of White attitude on the abstract level is illus

trated by Duncan, Schuman, and Duncan (1973, p. 99) in a Detroit 

Area Study comparing social attitudes, including those on race, in 

a 1958 and a 1971 survey. The following were responses to the 

question "Would you be at all disturbed or unhappy if a Negro with 

the same income and education as you moved into your block?" 

1958 1971 

Yes 
Unsure 
No 

Pettigrew (1973, p. 23) concluded that there was a clear trend 

in White attitude reflected in a variety of survey questions asked 

over the period from 1942 to 1968 by a number of different agencies 

He cited the National Opinion Research Center's finding that the 

percentage of White respondents who answered that they would not 

mind Black neighbors increased from 35% in 1942 to 76% in 1968. 

Their question was substantially the same as the one reported by 

54% 
5% 

40% 

28% 
4% 

68% 
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Duncan et al. (1973) for the Detroit Area Study: "If a Negro, 

with just as much income and education as you have, moved into your 

block, would it make a difference to you?" 

Another example of different and apparently conflicting racial 

attitudes in compliance with different social norms is provided by 

Reitzes (1953). He studied the attitudes of 151 White union 

members working in two integrated factories who also belonged to 

a neighborhood association called the Civic Club which was organized 

to keep Blacks out of the neighborhood and was active in a demon

stration and a racial disturbance for that purpose. At the factories, 

both union and management had strong policies of pioneering in 

equal employment opportunity and nondiscrimination on the job. 

Reitzes found a significant positive relationship between level 

of involvement in the group life of the neighborhood and rejection 

of Blacks in the neighborhood, as well as a significant positive 

relationship between level of involvement in union activities and 

level of acceptance of Blacks at work. Of the 68 who registered 

a high level of rejection of Blacks in the neighborhood, no more 

than 18 also indicated a low level of acceptance of Blacks at work. 

Thus at least 50 registered both a high level of rejection of Blacks 

in the neighborhood and a high level of acceptance of Blacks at work. 

A more recent study, however, shows that union attitudes toward 

Blacks may have had time to generalize to open housing. Blume (1973) 

studied the responses of 233 White union members to an open housing 

referendum. He found that union members who were most active in 



23 

their union were also significantly more receptive to^open housing, 

as were those who had lived on the same block with a Black family. 

Finally, a recent study by Ford (1973) found that the inter

racial contact effect is still alive and well in integrated public 

housing, at least among White housewives. He found a strong 

association ( £ < . 0 1 ) between interracial neighboring and favorable 

racial attitudes among White housewives, but a wery weak and non

significant relationship among Black housewives in a border city's 

public housing projects. However, for both racial groups taken 

together as well as for each separately, he found a strong associa

tion (£<1.01) between previous equal-status contact (prior to 

entering public housing) and favorable racial attitudes. 

Interracial Contact Theory 

Out of these studies of racial integration in the Army and of 

residential integration, a rather well-defined theory of inter

racial contact had developed by the 1950's. No proponents were 

found for any "mere exposure" theory of interracial contact, however. 

Rather, the earliest formal statements of a theory contained specific 

conditions under which interracial contact would have favorable 

effects on racial attitudes. These conditions are best summed up 

in Allport's (1954, chap. 16) widely accepted statement that inter

racial contact results in more positive racial attitudes when the 

two groups (1) are on an equal status footing within the contact 

situation, (2) share common goals within that situation, (3) are 
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each dependent upon the cooperation of the other, and (4) feel 

that the contact situation is sanctioned by the authorities, laws, 

or social climate. 

Allport (1954, p. 9) defined ethnic prejudice as "an antipathy 

based upon a faulty and inflexible generalization. ..." He listed 

the variables to be considered in the study of contact effect upon 

prejudice as (1) quantitative aspects of frequency, duration, and 

number of persons, (2) status of individuals involved, (3) role, 

whether competitive or cooperative, (4) social atmosphere, (5) per

sonality, including intital prejudice level, depth of prejudice, 

age, education, and (6) areas of contact, whether casual, residential, 

occupational, recreational, or religious (Allport, 1954, pp. 262-263). 

Not only did Allport specify the conditions under which inter

racial contact would lessen prejudice, he also listed conditions of 

contact which are harmful as "contacts in a hierarchical social 

system, or between people who equally lack status (poor whites and 

poor Negroes), or contacts between individuals who perceive one 

another as threats" (Allport, 1954, p. 488). The possibility of 

negative as well as positive consequences and the importance of social 

or official sanction also were noted by Deutsch and Collins (1951, 

pp. vii, 127). 

Saenger (1953, pp. 217, 221) also reported general agreement 

that equal status and positive social sanction were conditions under 

which interracial contacts produce positive results. He may have 

summed up the effects of the various favorable conditions named by 
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others in his "main condition of favorable contact" which he said 

"lies in the rewarding character of the contact experience" (Saenger, 

1953, p. 214). 

More recent reviews (Amir, 1969; Harding et al., 1969; 

Pettigrew, 1969, 1973; and Webster, 1961) have supported those 

earlier listings of conditions for favorable interracial contact. 

Among additional positive contact factors emphasized in reviews 

and research were duration and intimacy of contact (Amir, 1969; 

Webster, 1961) and group success (Blanchard, Adelman, & Cook, 1975). 

Amir and Webster both reviewed studies which showed that positive 

contact of longer duration and more intimate association led to 

more positive attitude change. Blanchard et al. (1975) reported a 

study in which 56 young White male military recruits from small 

towns in Southern states exhibited significantly greater attraction 

for groupmates, one Black and one White, under a group success as 

opposed to a group failure condition (£<;.001), with no difference 

in attraction for the Black or White groupmate under either condi

tion. 

Both the recent Blanchard et al. (1975) study implicitly and 

the earlier Deutsch and Collins (1951, pp. 97-98) explicitly indicate 

that unfavorable initial attitudes do not preclude the development 

of favorable racial attitudes under conditions of favorable inter

racial contact. 

Hamsher and Sigall (1973) reviewed two additional aspects of 

interracial contact research: the race-belief-prejudice question. 
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and the implications of research indicating that considerations of 

social desirability may cause some White participants to refrain 

from reporting their belief in a negative stereotype of Blacks. 

On the first issue, Hamsher and Sigall (1973, p. 202) reported 

that the considerable number of research studies since 1965 on 

race vs. belief tend to support the position that perceived belief 

similarity was a more important variable than race in determining 

interpersonal attitudes. However, they do "not conclude that race 

is therefore unimportant." Rather, they (and M. Brewster Smith, 

1969, pp. 131-132, 135) reported research which shows that race is 

important in the absence of information about beliefs, because 

belief dissimilarity is inferred from racial dissimilarity. According 

to the belief similarity-dissimilarity theory of racial prejudice, 

interracial contact should decrease racial prejudice "because it 

would lead people to learn of others' beliefs and thereby would 

circumvent problems resulting from incorrect attribution" (Hamsher & 

Sigall, 1973, p. 202). 

On the second point, the social desirability of avoiding 

negative stereotyping of Blacks, Hamsher and Sigall (1973, pp. 237-

238) discounted suggestions which they had reported in their review 

that research results may have been biased by some White participants' 

unwillingness to express openly their true attitudes against Blacks. 

The reviewers interpreted such social desirability bias as recognition 

by respondents that norms have changed and that they need to conform 

to the norms in public even if they have not completely internalized 



them. As part of the socialization process, they said, "if the 

norms change, as they have, the behavior does too." This interpre 

tation supports the virtually unanimous acceptance of Allport's 

(1954, chap. 16) condition that favorable results from interracial 

contact depend upon "the positive support of authorities, laws, 

or custom." 

School Integration 

Attitude of authorities. Considering the school integration 

difficulties reported in the research literature, it should not be 

surprising if many school administrators and school board members 

hold negative attitudes toward school integration and the minority 

children who might be seen as the source of the trouble. John H. 

Fischer, President of Teachers College, Columbia University, 

summed up these problems in 1967 in his statement that "twelve 

years of effort, some ingeniously pro forma and some laboriously 

genuine, have proved that desegragating schools . . .is much more 

difficult than it first appeared. . . . Despite some initial 

success and a few stable solutions, the consequences, for the most 

part, have proved disappointing. Steady increases in urban Negro 

population, continuing shifts in the racial characteristics of 

neighborhoods, actual or supposed decline in student achievement, 

unhappiness over cultural differences and unpleasant personal 

relations have combined to produce new problems faster than old 

ones could be solved (Fischer, 1967). The more recent research 
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reports seem to indicate that since 1967 the difficulties have 

proliferated. 

Yet the sanction of authority is one of the essential require

ments for positive interracial contact, as was emphasized in the 

research literature cited earlier in connection with Army integra

tion, housing integration, and interracial contact theory. And 

the attitude of school authorities in particular has been identi

fied in school integration reviews as the most important, or one 

of the most important, elements in determining the effects of 

school integration on the racial attitudes of teachers and students, 

academic achievement, and racial harmony or conflict (Amir, 1969; 

Harding et al., 1969, pp. 50-51, 53; O'Reilly, 1970, p. 257; 

Pettigrew, 1961; St. John, 1974, p. 157; Willie & Beker, 1973, 

p. 70,86). In a review of desegration research, Pettigrew (1961), 

for example, concluded that "violence has generally resulted in 

localities where at least some of the authorities give prior hints 

that they would gladly return to segregation if disturbances 

occurred; peaceful integration has generally followed firm and 

forceful leadership." 

These generalizations on the importance of the attitude of 

school authorities were supported by several large scale empirical 

studies. In an evaluation of the Federal Emergency School Assistance 

Program (ESAP), Grain (1973) and associates interviewed principals, 

teachers, and students and recorded changes in academic perfornance 

and academic achievement test scores in 150 matched pairs of newly 
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integrated schools (50 pairs of high schools and 100 pairs of 

elementary schools) eligible for ESAP funds. One school in each 

pair was randomly designated as a comparison school to receive 

no funds. 

Grain and associates found that ESAP programs which emphasized 

development of racial understanding and harmony were related to 

more favorable racial attitudes among school personnel and students, 

and to higher academic achievement among students of both races. 

On the other hand, ESAP programs which emphasized remediation for 

minority children, often in segregated classrooms or with ability 

grouping in integrated classrooms, stigmatized the minority group 

students and had a negative effect on racial attitudes and academic 

achievement among students of both races (Crain, 1973, pp. 83, 

108-109). They recommended continuation of the ESAP program with 

more emphasis on promoting racial harmony, but they found that the 

most effective way to influence White students to accept school 

integration (the major requirement for racial harmony) was to make 

it clear that the school is "firmly committed to improved race 

relations" (Crain, 1973, p. 97). 

Narot, one of Crain's associates in the ESAP study, examined 

staff attitudes and their effect on student attitudes and achievement 

at both the high school and the fifth-grade levels. She concluded 

(Narot, 1973a) that "the strongest finding for both grade levels is 

the importance of the principal." The attitude and actions of the 

principal strongly influenced the teachers who, in turn, had great 
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influence over the reaction of students of both races to the 

integrated situation. 

In two studies of school desegregation in a number of repre

sentative cities and towns nationwide, the U. S. Commission on 

Civil Rights (1972, p. 3) concluded that "one vital element in a 

smooth transition from segregation to desegregation has been the 

determination of the school board and administration to carry out 

the desegregation plan and to do so firmly and unswervingly" and 

(U. S. CCR, 1973, p. 3) that "the way in which school officials, 

civic leaders, and the news media respond to disruptive incidents 

can serve either to preserve an atmosphere of calm or heighten 

tension even more." 

But polls of school board mem.bers, administrators, and 

professional educators seem to indicate that many of these key 

people do not hold the kind of positive attitude toward race and 

racial integration which have been found to be so important to 

successful school integration. 

In a national sample of school board members and superintendents 

(weighted N = 169) of school districts having some nonwhite students, 

Zeigler and Boss (1974) found that half of the superintendents and 

more than half of the school board members acknowledged no racial 

problems in their integrated school systems. Another third recog

nized the existence of racial problems, but when asked to identify 

them were able to do so only with a vague generalization. Among 

those reporting racial problems "well over half report that racial 

problems have only been discussed or have been ignored entirely. . . 
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In only one school district did school governors indicate that any 

action was taken in an attempt to minimize racial problems before 

such problems become critical." 

Finally, a poll by Phi Delta Kappa, the professional educa

tion society, of a random sample of 1020 from their 97,920 members 

produced 609 usable returns which showed that education professionals 

were ambivalent about school integration, as indicated by their 

responses to these two statements (Spears, 1972): 

7. School systems that are de facto racially segregated 
are as obligated to desegregate as are those school systems 
that are de jure segregated. 

Agree - 59% Disagree - 27% Neutral - 13% 

8. To improve the opportunity for learning in a city in 
which a large minority group is surrounded by predominantly 
white neighborhoods, a school district is considering the 
three alternatives below. Please rank these three alternatives 
according to your opinion of their desirability. 

Percent Ranking 
Response as 

Response First Choice 

a. Upgrade the neighborhood schools 
according to need with no busing 

b. Bus minority group children into the 
schools in white neighborhoods 8% 

c. Interchange children by busing white 
children into the central city and 
minority children into the white 
neighborhoods 12% 

Geographical area. Most research which attempted to measure 

differences in racial attitude by geographical area reported 

Southerners more prejudiced than Northerners and residents of 
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rural areas and small towns more prejudiced than city residents 

(Campbell, A., 1971, p. 45; Dell Orto & Jordan, 1973; Erskine, 

1967-68 Winter; Gallup International, 1968; Greeley & Sheatsley, 

1971; Schuman, 1973, p. 89; Sims & Patrick, 1936). 

Some recent studies, however, have reported findings which 

indicate the North-South and rural-urban gaps in racial attitudes 

may be closing. In reporting progress in school integration from 

1968 to 1970, the Civil Rights Digest (School Desegregation, 1971) 

noted that practically all of the increased school integration had 

been in the 11 Southern states. Mack (1968, pp. 445-446), in a 

study of integrated schools in their community settings in nine 

representative towns and cities nationwide, found that small towns 

and medium-sized cities. North and South, were desegregating their 

schools, while the large metropolitan areas. North and South, were 

resegregating their schools. In a Florida study, among a random 

sample of White parents interviewed throughout eight representative 

desegregating districts statewide, Cataldo, Giles, Athos, and 

Gatlin (1975) found parents who were born and raised in the South 

were slightly more likely (by an insignificant margin) to enroll 

their children in newly desegregated schools than were parents who 

were born and raised in the North. The alternative was enrollment 

in all-White private schools because in each case all of the public 

schools in the county or metropolitan area were being integrated. 

Sex differences. In a recent review of racial awareness and 

preference. Brand and Ruiz (1974) reported quite complex and sometimes 
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apparently contradictory evidence on the varying effects of sex 

on racial attitudes under different conditions and at different 

age levels. But they found a sex effect confirmed frequently 

enough to warrant recognition and some effort at control in any 

study of racial attitude. Most studies showed females to be less 

prejudiced than males in high school (Caffrey & Jones, 1969), at 

college level (Sims & Patrick, 1936), at graduate level in college 

(Dell Orto & Jordon, 1973), and at the adult level (Erskine, 

1967-68, Winter; Gallup International, 1968). In another study, 

Caffrey, Anderson, and Garrison (1969) found college freshman 

women less prejudiced than freshman men, but, although both sexes 

declined in prejudice by their senior year, the men had become 

less prejudiced than the women. Other studies found no consistent 

sex differences in racial attitude among adults (Campbell, A., 1971, 

p. 56; Greeley & Sheatsley, 1971). 

In integrated schools, however. White students might react 

differently by sex to the differential adjustment of Black students 

by sex to the integrated situation. Several studies have shown that 

Black male students adjust more readily, gain more in academic 

achievement, and develop more positive attitudes toward school 

integration than do Black female students (Crain, 1973, pp. 108-109; 

Dwyer, 1953; Nelsen & Uhl , 1973; Veroff & Peele, 1969). 

Age. Wherever age has been a factor in studies cf racial 

attitude and reactions to interracial contact, whether among children 

or adults, the results have indicated that people of younger ages 
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generally were less prejudiced and more receptive to change in 

interracial behavior (Dwyer, 1958; Gallup International, 1968; 

Weinberg, 1971). In college, however, research has shown that 

prejudice generally declined from freshmen to seniors (Caffrey et al., 

1969; Campbell, A., 1971, p. 63). 

Grade level. The effect on racial attitude of the grade level 

at which school integration is first experienced is closely related 

both to the preceding question of age and the question of years of 

integrated experience which follows. A number of reviews agree 

that the research has shown interracial contact in school was much 

more likely to have favorable results when it occurred at earlier 

grade levels (Brand & Ruiz, 1974; Harding et al., 1969, pp. 49-50; 

O'Reilly, 1972, pp. 207, 252, 254; Pettigrew, 1968; Pettigrew et al., 

1973; U. S. CCR, 1967, p. 111). 

Brand and Ruiz's (1974) review of racial identification and 

preference reported that White children rejected black dolls by 

age 4 and that social cleavage between White and Black children 

began about age 10 and continued to increase through age 14. Once 

children's prejudices are formed they tend to increase with age. 

Williams, Best, and Boswell (1975) measured the racial attitudes 

of 483 children in the first four grades of an integrated public 

school and found that the pro-White, anti-Black bias of White 

children reached a peak at the second grade level and subsequently 

declined over the third and fourth grades. 
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An extensive review of major studies in racial and social 

class isolation in the schools by O'Reilly (1970) and associates 

concluded that the potential positive influence of school integra

tion was more likely to occur if integration started at the elemen

tary school level--"the earlier the better," though, as they noted, 

isolation was more prevalent at the elementary school level because 

of the usual pattern of neighborhood schools. From their review 

of a number of surveys concerning the effect of integrated experience 

on racial attitudes, they concluded that both Blacks and Whites 

held more positive racial attitudes if they attended integrated 

schools, especially if their integrated experience began in elemen

tary school. A review of school integration by the U. S. Civil 

Rights Commission (1967, p. Ill) found integration in the early 

grades had a more positive influence on racial attitudes of White 

children than did integration in the upper elementary or secondary 

gravies. The massive Coleman, Campbell, Hobson, McPartland, Mood, 

Weinfeld, and York (1966, p. 333) study concluded that White students 

were more likely to choose some Black friends if they began their 

integrated experience in the early grades. 

In a comparative psychiatric study of first graders and high 

school students in integrated schools of New Orleans and Atlanta, 

Coles (1963, p. 23) found transition to integrated schools easier 

for the first graders than for the high school students. Dwyer (1958) 

studied patterns of interaction in desegregated schools throughout 

Missouri and found that elementary children involved themselves 
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more in informal associations and adjusted more easily to the 

integration process than did the high school students. 

Harding et al. (1969) found a number of studies which had 

shown a change to less favorable racial attitudes following school 

integration at the high school level. Ernest Q. Campbell (1961) 

reported a one-year before-and-after study in 1955-56 of the racial 

attitudes of 746 White junior and senior high school students in 

Oak Ridge, Tennessee, in which he found a significant negative 

shift on each of four attitude scales. More recently, Krovetz (1972) 

found in a two-year before-and-after study that both Black and 

White students in a newly integrated high school developed more 

negative racial attitudes over the two years of integration, while 

racial attitudes of both Black and White students in two segregated 

control high schools remained unchanged. A Phi Delta Kappan 

editorial (Shall We Give Up, 1972) noted than in integrated Charlotte 

N. C., schools, elementary teachers reported Black-White barriers 

to be virtually nonexistent, but that junior and senior high schools 

reported students tend to segregate themselves by race and there 

were frequent racial difficulties. M. Brewster Smith (1969, p. 127) 

concluded a study of schools and prejudice with the finding that 

"children come into the eighth grade already furnished with preju

dices. They do not change greatly in prejudice, for better or for 

worse, over the high school years." 

Years of experience. Most of the comment on the effect of 

grade level at the earliest integration experience on racial 
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prejudice applies with equal relevance to the effect of the number 

of years of integrated experience, but with the important difference 

that long years of integration imply a stable situation in which 

early positive impressions can be reinforced over time. The effect 

of a single year's experience at an early age might be reversed by 

later experiences. Furthermore, the first year's experience with 

integration is likely to be accompanied by some discomfort and 

tension, some academic and social stress, although the evidence is 

that such stresses decline or disappear after the first year of 

integration (Coleman, 1968; Dwyer, 1958; Harding et al., 1969, 

p. 49; Narot, 1973a; O'Reilly, 1970, pp. 254-255; and Orfield, 

1973). Typical of the research on this issue is Dwyer's (1958) 

report that the second year of integration in any given school was 

likely to result in a more relaxed atmosphere and in more situa

tions in which spontaneous interracial contact could occur than 

during the first year. 

Racial composition. Under this topic, the primary focus will 

be on the effect of racial composition of an integrated school on 

its stability, which involves the question of whether there is a 

"tipping point" at which the Black proportion of the enrollment 

triggers a rapid acceleration of White flight and the process of 

resegregation. Also involved is the effect on stability of inte

grating only a few schools in a system, or only the central city 

schools, as compared with citywide or metropolitan areawide inte

gration. It can be expected, of course, that stable integrated 
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schools will enhance racial attitudes, while White flight results 

from negative racial attitudes and reinforces them. 

Research on the effect of racial composition on the academic 

achievement of both Black and White students will be considered 

under the topic "academic achievement," below, while literature 

bearing on the effect of racial composition on the formation of 

interracial friendships and on racial harmony or conflict will be 

discussed under the topic "interracial friendships," below. 

It is difficult to separate these three topics because White 

flight from integrated schools occurs in response to the self-

fulfilling prophesy that school integration or increased Black 

enrollment will lead to declining academic achievement or the 

prevalence of racial conflict and further increases in Black 

enrollment will follow. 

Generally, school desegregation has proceeded at a rate 

inversely related to the proportion of Blacks in the population 

and positively related to their economic level (Pettigrew & Cramer, 

1959; Vanfossen, 1968). For the cities, where more and more Blacks 

are congregating in large segregated areas, the process of integra

tion has been reversed. More than three-fourths of the Black 

students in the nation's largest cities attend schools which are 

90-100% minority, while an even larger percentage of Whites in the 

surrounding suburbs attend schools which are 90-100- White 

(O'Reilly, 1970, p. 41; U. S. CCR, 1975, p. 56). The existence of 

these opposite and adjacent concentrations helps to encourage more 
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White flight in response to any piecemeal school integration in 

marginal areas between the central Ghettos and the suburbs. 

Narot (1973a, p. 32) reported that the greater the percentage 

a.f Whites in a school, the more likely the White students were to 

perceive that the staff supported integration, and the more likely 

the White teachers were to evaluate integration positively. Thus 

larger Black enrollments lead to growing White dissatisfaction and 

decreasing likelihood of successful integration. At what point do 

these factors combine to produce the "tipping point"? 

The "tipping point" in the percentage of Black enrollment 

at which White flight from integrated schools may accelerate to 

start resegregation has been variously set at from 30% based on the 

Washington, D. C , experience (Hansen, 1968, pp. 67-63) to almost 

half or majority Black (U. S. CCR, 1967, p. 10). The latter 

estimate seems to be supported by the following verbal responses 

of White parents to the Gallup Poll (Gallup, 1972, Vol. 3, pp. 

1940-1941, 2010, 2211, 2248; Gallup International 1973, p. 14) 

question: 

Would you, yourself, have any objection to sending your 
child to a school where: 

Percentage Objecting 

A few of the chi 
Negroes? 

1963 
1965 
1966 
1969 
1970 
1973 

Idren are 
Wh 

Northern 
ite Parents 

10% 
7% 
6% 
7% 
6% 
6% 

Wh 
Southern 
ite Parents 

61% 
375̂  
24^; 
21% 
16:', 
16% 
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Percentage Objecting 

Half of the children are 
Negroes? 

1963 
1965 
1966 
1969 
1970 
1973 

More than half are Negroes? 

1963 
1965 
1966 
1969 
1970 
1973 

Northern 
White Parents 

' 22% 
28% 
32% 
28% 
24% 
23% 

53% 
52% 
60% 
54% 
51% 
63% 

Southern 
White Parents 

78% 
68% 
49% 
46% 
43% 
36% 

86% 
73% 
62% 
64% 
69% 
69% 

We can see that the percentage of parents objecting. North 

and South, has declined steadily for the first two categories, but 

the decline in objections to the over half Negro category has 

reversed since 1969. 

Kopanen (1966) called the "tipping point" argument a myth 

used as a delaying tactic to avoid real integration until the 

myth becomes a self-fulfilling prophesy that it is impossible to 

maintain racial balance in school enrollments. His prescription 

to avoid the tipping point is a coordinated area-wide integration 

plan. 

Indeed, coordinated area-wide integrat ion plans have been 

proved to avoid the usual t ipp ing point e f fect in Berkeley, 

Ca l i f o rn ia , and in F lor ida. Simpson and Yinger (1972, p. 552) 

reported that Berkeley, with a 41% Black elementary school 
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enrollment, used cross-busing of 2000 Black and 2000 White elemen

tary children in 1963 for a system-wide integration of all 

elementary schools with Black enrollment varying from 36% to-45% 

from school to school. Berkeley lost neither White teachers nor 

White students because, with system-wide integration, there was no 

threat that future Black enrollment increases would be concentrated 

in only a few schools. The total added cost of integration was 

less than 3% of the budget. 

Similarly, Giles, Cataldo, and Gatlin (1975) studied area-wide 

desegregation in seven Florida counties selected for geographic, 

urban/rural, percentage Black, and school district size to be 

representative of school districts throughout Florida. Because 

the districts were county-wide and were surrounded by other dis

tricts also being integrated, a city to suburb move to avoid school 

integration was not possible. "White flight" could be accomplished 

only by transferring to private schools. 

Giles et al. (1975) found a 30% Black threshold effect, above 

which an increased proportion of White parents enrolled their 

children in private schools. Because of the costs involved, there 

was an income differential in percentage of White children with

drawn from the public schools, although the 30% Black threshold 

operated for each income group. The percentage of White students 

lost to private schools did not increase, however, as the percentage 

of Black students increased beyond 30%, but was limited to the 

initial effect of crossing the 30% Black threshold. Nor did it 
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increase from year to year, but rather declined steadily after the 

first year. 

Thus, although the 30% threshold effect appeared, even in 

area-wide integration, it represented only a temporary reaction 

which dissipated v;hen the White parents had time to see that 

integration was working, all of the schools v/ere racially balanced, 

and therefore none were threatened with Black majorities. 

It seems more reasonable, however, to expect the "tipping 

point" to be tied to the local racial balance. Whereas 30% Black 

enrollment appeared to be threatening for the Giles et al. (1975) 

study in Florida, no tipping effect was reported with a 36% to 45% 

range of Black elementary school enrollment in the Berkeley study 

by Simpson and Yinger (1972, p. 562). But if Berkeley had had a 

30% instead of 41% average Black elementary school enrollment, 

which varied from school to school from 15% to 45%, White parents 

might have seen a big threat to their children in the 45% Black 

school. 

To avoid fur ther White f l i g h t , the U. S. Commission on Civ i l 

Rights (1975, pp. i , 59, 355, 357, 359, 378) proposed metropolitan 

area-wide in tegrat ion as the stable solut ion which could be man

dated where the d i s t r i c t s involved f i t the pr inciples of the U. S. 

Supreme Court decision in Bradley v. M i l l i k i n , i . e . where the racia l 

imbalance was caused by i n t e r d i s t r i c t const i tut ional v io la t i ons , 

or in any case i n i t i a t e d vo lun tar i l y by state or local author i t ies 

because i t has worked. 
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Academic achievement. The issue of academic achievement in 

connection with school integration involves the question of whether 

and under what conditions the minority achievement improves and 

whether and under what conditions White achievement declines with 

integration. 

The measurement or estimation of academic achievement is 

beyond the scope of the present study. The issue is reviewed 

here, however, to demonstrate the kinds of integration conditions 

which lead to favorable or unfavorable academic results and thereby 

contribute to the students' overall evaluation of the integration 

experience. 

The reviewers and the major research studies are in substantial 

agreement that, when a majority of the students in an integrated 

school come from a middle-income background, the academic achieve

ment of minority students improves substantially, especially after 

the first year, while the White achievement level does not decline 

but may even improve slightly. Integrated schools without a middle-

income majority, however, have shown mixed results in academic 

achievement, with Black students sometimes showing no gains and 

White students sometimes showing declines (Coleman et al., 1966, 

p. 22; Dreger & Miller, 1968; Gordon, 1975; Jencks & Brown, 1975, 

Mayer, King, Borders-Patterson, & McCullough, 1974, p. 110; Narot, 

1973b; O'Reilly, 1970, pp. 164, 206-208, 255-253; Orfield, 1973, 

1975; St. John, 1974, pp. 165-167; Scudder & Jurs, 1971; U. S. CCR, 

1967, p. 77; Weinberg, 1970, pp. 87-33; Wilson, 1969, pp. viii, 

64-66). 
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While a number of conditions, other than a majority from a 

middle-income background, have been found to be important, some 

even essential, to improved academic achievement in an integrated 

setting, these conditions usually accompany a middle-income 

majority. These conditions include support of authorities for 

school integration (Crain, 1973, p. 97; Narot, 1973a; St. John, 

1974; Willie & Beker, 1973, pp. 70, 88), positive attitude of 

teachers (Narot, 1973a; St. John, 1974), acceptance of Black 

students by White peers (Lewis & St. John, 1974; Narot, 1973b; 

O'Reilly, 1970, pp. 253-254; St. John, 1974), classroom, not 

merely school, integration (Krovetz, 1972; O'Reilly, 1970, p. 207), 

racial harmony (Narot, 1973b; O'Reilly, 1970, pp. 250, 321), oppor

tunities for interracial friendships (Lewis & St. John, 1974; 

Narot, 1973b; O'Reilly, 1970, p. 209), absence of ability grouping 

(O'Reilly, 1970, p. 207), quality school curriculum and facilities 

(Crain, 1973, p. 101; O'Reilly, 1970, p. 206), and integration at 

the elementary level (Mayer et al., 1974, pp. 85-86, 93; O'Reilly, 

1970, pp. 207, 254). 

The Coleman et al. (1966) report was a detailed survey which 

covered a national sample of approximately 4000 elementary and 

secondary schools. 

Coleman (1972) listed as the main finding of the Coleman et al 

(1966) report, "as has been confirmed by numerous further analy

ses . . . that the academic achievement of children from lower 

socioeconomic backgrounds (black or white) was benefitted by being 
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in schools . . ." where a majority of the children are "from higher 

socioeconomic backgrounds (black or white)." Although this achieve

ment increment is "not nearly sufficient to-overcome the educational 

disadvantage of children from lower socioeconomic backgrounds," it 

is greater than any "ordinarily added by compensatory programs." 

Indeed, that finding of the great effect on achievement of the 

socioeconomic level of the school's majority has survived through 

many criticisms and reevaluations to which the Coleman et al. (1966) 

report has been subjected. 

The Coleman et al. (1966, pp. 21-22) finding which has been 

most often misinterpreted and has drawn the greatest criticism on 

a number of methodological grounds was that, when socioeconomic 

background of the students is statistically controlled (emphasis 

mine), "it appears that differences between schools account for 

only a small fraction of differences in pupil achievement." But 

even this finding was qualified further by the statements (1) that 

minority achievement depends more on school quality, than does the 

achievement of White students, and (2) that teacher quality is the 

most important factor in school quality, and it is more important 

to minority achievement than to White achievement (Coleman et al., 

1966, p. 22). School characteristics and student body characteristics 

together account for more than three times as much of the variance 

in Black students' achievement scores as in White students' achieve

ment scores (Coleman et al,, 1966, p. 306). Coleman (1968, p. 24) 

explained this finding with the comment that "the child with many 
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educational resources in the home gets a lot out of school, whether 

or not the teacher is good, whether or not his classmates are also 

achieving highly. A child without these resources in the home is 

one for whom the extra efforts of the teacher and for whom the 

climate provided by other students in the classroom make the most 

difference in his achievement." 

Taking the most publicized Coleman et al. (1966, p. 22) finding 

that differences between schools account for little of the differ

ences in pupil achievement, without the qualifying statements which 

preceded and followed it, could easily mislead the unwary into 

accepting the popular belief that the Coleman data and the re-

analyses demonstrated the futility of spending more money for 

schools (Guthrie & Thomas, 1973)--or transferring minority students 

to "better" schools. 

Most of the very real difference in school resources was 

partialed out as common variance with family background of the 

students at the beginning of the analysis (Bowles & Levin, 1971, 

pp. 93-94). Further, the differences in school resources (per 

pupil expenditures) in the Coleman data was district-to-district 

difference, which obscured the very frequent school-to-school 

differences within districts, while the differences in teacher 

characteristics, which Coleman et al. found important, were school-

to-school differences (Bowles & Levin, 1971, p. 87). 

Carver (1975) made the point that, for the Coleman et al. 

(1966) data, the individual differences within each grade level 
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are so large that the school-to-school differences seem relatively 

small. But if the school-to-school differences are compared instead 

with average grade-to-grade differences, they become quite large, 

accounting for from three" times as large a percentage of the total 

variance for grade nine to nine times as large for grade six. 

Crain (1973, p. 101) found evidence suggesting that differences in 

school quality could account for two to four grade levels of 

difference in achievement test scores. 

Guthrie and Thomas (1973) stressed the additional point that, 

in the Coleman et al. data, home background characteristics of the 

students explain from 50% to 70% of the variation in achievement 

test scores of White students, but only 30% of the variation in 

achievement test scores of Black students, which is not inconsis

tent with the Coleman et al. (1966, p. 22) statement that school 

quality and teacher quality were more important for Black students 

than for White students. 

A reanalysis of the Coleman et al. data by McPartland (1969) 

found that the effects of integration were cumulative over the 

years in school, and that, with family background held constant, 

over three years of integration there had been about one year of 

difference in academic growth (about half of the racial gap) 

between the ninth-grade Black students who attended majority-White 

classes and those who attended all-Black classes. He also found 

that the effects of integration are largely due to socioeconomic 

background of classmates, but when socioeconomic level is 
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controlled, both Black and White students in White-majority class

rooms still show a small increase in achievement test performance. 

Finally, some critics of school integration (Armor, 1972; 

Orfield, 1975) cite findings from first-year integration studies 

that Black students often fail to reduce the racial gap in achieve

ment scores during the first year, overlooking the well established 

fact that the average Black student in segregated schools falls 

progressively farther behind grade level in achievement test scores 

as he advances in school. Blacks average from 1.6 years behind 

grade level on verbal ability tests at the sixth-grade level to 

5.2 years behind grade level in math at the twelfth grade (Mack, 

1968, p. 444), from one year behind grade level overall in the 

third grade to nearly three years overall by the twelfth grade 

(U. S. CCR, 1967, pp. 73-74). The proper comparison for a test 

of integration success is integrated Black students with peers 

still in segregated schools or with the Black national norms, 

rather than with their White classmates. If the decline in Black 

scores can be arrested in the first year of integration, the year 

should be counted an academic success (Mayer et al., 1974, pp. 86, 

98). 

Indicentally, however. Blacks are not the only students who 

fall farther behind year by year. Mayer et al. (1974, p. 110) also 

found that White students in the lowest achievement test quartile 

fell further behind under both segregation and desegregation condi

tions, though the performance declined less in desegregated schools 
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Interracial friendships. A nationwide Gallup poll (Elam, 

1973, pp. 98-99) showed that, despite all the difficulties which 

have been reported in the school integration literature, the public 

in general and especially high school juniors and seniors (by 59?̂  

to 28%) still believed that school integration had improved race .. 

relations. In such a climate of opinion, interracial friendships 

still are possible. It seems obvious that interracial friendships 

should lead to more favorable racial attitudes, as reported 

consistently by researchers and reviewers (Crain, 1973, p. 33; 

Harding et al., 1969, p. 49; O'Reilly, 1970, pp. 253-254; U. S. 

CCR, 1967, p. Ill; Webster, 1961, pp. 294-295). 

But the question may arise as to whether interracial friend

ships are the cause of more favorable racial attitudes or merely 

reflect more favorable preintegration attitudes. Two studies 

were found which addressed this question. E, Q. Campbell (1953) 

administered four racial attitude scales to 746 White high school 

students at Oak Ridge, Tennessee, just before and again six months 

after integration in the 1955-56 school year. On the After measure, 

he found that those having Negro friends were more likely to show 

favorable change, and the relation between direction of change and 

friendship formation seemed to be independent of the Before attitude 

Webster (1961) made a similar before-and-after study comparing 

students of a newly integrated junior high school in the San 

Francisco Bay Area with others of similar socioeconomic status in 

all-White and all-Black schools in nearby Bay Area towns. He 
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found that, contrary to his prediction, the incidence of inter

racial friendships was not related to the students' precontact 

attitudes, but rather to the effects of the contact situation. 

The research which I found indicated that interracial friend

ships were more likely when integration occurred in the early 

grades (Coleman et al., 1966, p. 333; Crime in the Schools, 1975; 

Dwyer, 1953; Krovetz, 1972; Smith, M. B., 1969, p. 134), after 

the first year of integration (Dwyer, 1958), in racially well-

balanced schools (O'Reilly, 1970, p. 167; Smith, M. B., 1969, 

p. 134; Webster, 1961, p. 292), and in classroom integration with

out ability grouping (Crain, 1973, pp. 83-85). 

A climate of racial harmony in which interracial friendships 

are likely to be formed has a favorable influence on academic 

achievement of both Black and White students. Racial tension is 

detrimental to both Black and White achievement (Narot, 1973b). 

While the constant threat of rejection is harmful to Black achieve

ment, the feeling of being accepted by White peers is favorable 

(Katz, 1964; Lewis & St. John, 1974; O'Reilly, 1970, p. 209; 

Pettigrew, 1958; St. John, 1974, p. 167). 

In an experiment teaming 32 Black and 32 White college 

students in biracial work groups, half with authoritarian and 

half with nonauthoritarian Whites, Katz and Benjamin (1960) found 

that the Black students reacted differently to individual and 

group reward conditions with authoritarian than with nonauthoritarian 

White groupmates, although there were no measurable differences in 
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the overt behavior of the Whites. Katz and Benjamin speculated 

that the authoritarian Whites emitted some subtle behavioral 

clues of their hostility which the Black students, as objects 

of the hostility, were able to pick up, even.though the overt 

behavior was entirely accepting. These findings suggest the 

importance of racial attitude, as well as overt behavior, in 

any interracial contact setting. 

At the same time that a plurality of parents and a majority 

of high school juniors and seniors were reporting their belief 

that school integration had improved race relations (Elam, 1973, 

pp. 98-99), the public also registered their belief that discipline 

was the number one problem of the public schools (Elam, 1973, p. 2) 

and alarming reports were published telling of rising disruption, 

crime, and violence in the schools (Crime in the Schools, 1975), 

much of it involving racial conflict or positively related to 

integration or to the proportion of Blacks in school enrollments 

(Bailey, 1970, pp. 9-12; Pitts, 1974; Pucinski , 1970; Ritterband & 

Silberstein, 1973; U. S. CCR, 1973, pp. 1-4). 

In a large-scale study for the National Association of 

Secondary School Principals, Bailey (1970, pp. 4-11) expanded an 

on-site survey of 27 high schools in 19 cities, which had been done 

for the U. S. Office of Education, by mailing questionnaires to all 

high schools in the United States (2000) with an enrollment of more 

than 750 and located in a city of more than 50,000 population. The 

report included 683 returned questionnaires, 85'̂  of which had 
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experienced some disruption in the past three years. Although 

most of the disruptions were not reported as racially based, they 

were positively related to integration and to the percentage of 

Black students in the enrollment (Bailey, 1970, p. 12). However, 

integrated schools with higher proportions of Black students were 

less frequently reported disrupted if such schools also had a high 

proportion of Black teachers, and more frequently disrupted if 

teachers were predominantly White (Bailey, 1970, p. 12). 

The role and importance of school authorities in connection 

with the eruption of disturbances and their escalation into 

violence was again emphasized by Bailey (1970, pp. 33-34, 37, 40-47) 

and by Inger and Stout (1971), as it had been earlier by Clark 

(1953). Orfield (1975) and the U. S. Commission on Civil Rights 

(1973, pp. 1-4) emphasized the disruptive influence on local 

integrated and integrating schools throughout the country of the 

pervasive nationwide controversy over school integration and 

busing, much of it fueled by political leadership. 

In the face of these negative influences, it becomes even 

more important to understand the conditions which make school inte

gration work and those negative factors which need to be avoided. 

School authorities can plan activities, especially in the classroom 

where there is less resistance to interaction, which can cause 

favorable interactions to occur and can lead to more positive 

racial attitudes and more opportunity for interracial friendships 

(Krovetz, 1972). 
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The rationale for expecting a more positive racial attitude 

in students who have experienced longer and more favorable school 

integration should be clear from the statement of the problem and 

the review of the previous research. 

However, no previous research was found bearing on the 

expected greater receptivity of these students to favorable change 

in racial attitude. The rationale for that expectation is that, 

although most high school and college students with favorable 

interracial experience can be expected to have positive racial 

attitudes, they may be relatively uninformed about current develop

ments concerning racial issues. Therefore I expected their positive 

attitude to make them receptive to additional favorable information 

concerning racial issues and that this additional information 

would bring an even more positive response to a questionnaire which 

touched on those issues. 

Definitions of Terms 

Racial prejudice, the dependent variable in the present 

study, is used in the sense defined by Allport (1954, p. 9) as 

"an antipathy" toward those of a different race "based upon a 

faulty and inflexible generalization," which was expanded by 

Ehrlich (1973, pp. 3-4) to include "an unfavorable attitude or 

judgment" and to add "generalizations not easily changed by con

trary information." 

Reactance as used in the present study is defined as a re-

assertion through behavior (including questionnaire responses) 
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of a greater attachment to some freedom of action or belief which 

appears to be threatened. The perceived threat may be real or 

inagined, direct or implied through some subtle pressure (such as 

providing unwanted information which contradicts-cherished beliefs), 

immediate or future. The degree of reactance will be dependent 

upon the perceived strength of the threat and the importance of 

the threatened freedom (Wicklund, 1974, pp. 10-11). 



II. METHOD 

Participants 

The participants were 155 college student volunteers from two 

large introductory psychology classes at Texas Tech University. 

They were assigned randomly to levels of main effect A, either the 

experimental group (a, = Information) or the comparison group 

(a2 = No Information). Before the attitude questionnaire used as 

the measure of the dependent variable was scored, 17 participants 

were eliminated from the data analysis either because they were 

non-White or foreign citizens, because they were older than the 

typical college student (over 25) and their age limited their 

integration experience in school, or because of missing data. 

The 138 White participants who remained were dichotomized on 

the basis of main effect B (Black Friends/No Black Friends). Then 

they were again dichotomized on the basis of main effect C (Years 

Integrated = High or Low), with level c^ = 5 to 14 years and level 

C2 = 1 to 4 years. 

Following the dichotomization on the basis of main effects 

B (Black Friends/No Black Friends) and C (Years Integrated), each 

A X B X C cell was reduced to the size of the smallest cell (15 

participants) by randomly removing the excess number of participants 

from each of the larger cells, leaving a total of 120 participants 

for the data analysis. 

55 
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The age and sex character ist ics of the remaining part ic ipants 

by group were as fo l lows: 

Experimental Comparison 
Group Group 

Coy. ^3iTe 34 33 
^' Female 26 27 

Anp. ^^"9e 18-24 18-23 
^ ' ' " Mean 19.75 19.50 

Materials 

The materials developed for and used in the study were (1) the 

preliminary questionnaire, (2) the racial attitude survey, and 

(3) the information sheet. 

The preliminary questionnaire (see Appendix A) was designed 

to obtain information from each participant about personal charac

teristics such as sex and age, and about the conditions of their 

school integration experience such as number of years, average 

racial composition, and Black friendships. To preserve anonymity, 

students' names were omitted from all forms. 

The racial attitude survey (called a racial opinion survey) 

(see Appendix B) was a questionnaire on a number of current racial 

issues. It consisted of 23 items, including 7 positive and 13 

negative Likert-type statements and three items requiring selection 

of a preferred school integration procedure. 

Items for the attitude questionnaire were adapted from 

national polls, from news developments, and from items contributed 
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by members of Dr. Walter J. Cartwright's class in research methods 

in sociology and Dr. Clay E. George's class in social psychology. 

The latter class participated in a trial of a longer edition of 

the attitude questionnaire. The earlier form was subjected to an 

item analysis by stepwise regression to eliminate the items which 

did not correlate at least moderately with the total prejudice 

score. 

The final version of the questionnaire was scaled so that the 

total possible range was 23 to 160, with a high score indicating 

more racial prejudice. 

The information sheet (see Appendix C) summarized facts and 

pro-integration or egalitarian arguments about the issues of 

school integration, housing integration, and race theories. The 

object of the information sheet was to bring these facts and 

arguments to the attention of the experimental group prior to 

their consideration of the attitude questionnaire so as to lead to 

positive attitude change in those who might be receptive. Argu

ments were kept low-key to minimize the reactance effect in those 

who might be unreceptive to positive change. 

Procedure 

The participants in the study completed the questionnaire in 

group sessions with experimental and comparison group members 

seated on opposite sides of the large classroom. 

Prior to distributing any materials to the students, I explained 

to them the general purpose of the study, but not the distinction 
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between the Information and No Information conditions. I explained 

to them that their responses on the opinion survey were anonymous, 

and that we were not interested in any individual opinions, but 

rather in group opinions and how those group averages related to 

various factors connected with their integration experience. 

Experimental group (a^ = Information) members read the informa

tion sheet and turned it in before receiving the attitude question

naire, while comparison group (a^ = No Information) members com

pleted and turned in the questionnaire before being given the 

information sheet to read. 

After both groups were finished, the remaining materials were 

turned in and the students were dismissed. 

Following analysis of the data, I explained the findings of 

the study to both introductory psychology classes from which the 

participants had volunteered. 

The error rate for the F_ tests for each main effect and 

interaction was set at alpha = .05, and for the F_ tests of each 

family of simple main effects at the per family rate of 

alpha = .05/k = .05/2. 



III. RESULTS 

Descriptive Data 

Out of a possible prejudice score range of 23 to 160, the 

experimental group (a^ = Information) had a range of 28 to 120, 

while the comparison group {^2 = No Information) had a range of 

37 to 108. 

The distribution of prejudice scores approached normal for 

each level of each main effect. 

The overall mean prejudice score was 66.29. Mean prejudice 

score for each cell and each main effect and simple main effect 

is shown in Table 1. The mean scores differed in the expected 

direction for each main effect, with levels â  (Information), 

b, (Black Friends), and c, (Years Integrated = High) showing less 

prejudice. However, the difference for main effect A (Information/ 

No Information) is not large (63.58 to 69.00) and for main effect 

C (Years Integrated) only slight (65.10 to 67.48). The largest 

mean prejudice score difference for main effects was for main 

effect B (Black Friends/No Black Friends) which had means of 

59.67 and 72.92. 

Figure 1 illustrates the differences between means for the 

largest interaction effect between the Information/No Information 

condition (A) and the Years Integrated (C), indicating that, con

trary to expectations in each case,"the largest difference between 

59 
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Table 1 

Mean Prejudice Scores 

By Main Effect and Interaction Level (n = 15) 

^ ^1 ^2 ^2 

Group c^ C2 c^ C2 • A 

A8.. 56.77 70.40 62.57 75.43 

1 

^l Info. 50.33 53.20 72.33 68.47 63.58 

a^ No Info. 59.60 65.53 68.13 82.73 69.00 

BCjj^ 59.97 59.37 70.23 75.60 1 = 6 6 . 2 9 

a , a - d.n din 

Cj ^2 ^1 ^2 ^j 

b^ Blk. Fr. 60.33 53.20 59.60 65.53 59.67 

b2 No Blk. Fr. 72.33 68.47 68.13 82.73 72.92 

AC".,̂  65.33 50.33 63.87 74.13 

^1 ^1 ^2 ^2 

^ ^2 ^1 ^2 ^k 

c^ Yrs. Int. = Hi 60.33 72.33 59.50 68.13 65.10 

C2 Yrs. Int. = Lo 53.20 58.47 65.53 82.73 67.48 

Abbreviations for main effect levels are Info. = Information, 
Blk. Fr. ••= Black Friends, Yrs. Int. - Years Integrated, Hi = High, 
Lo = Low. 
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Figure 1. Interaction between Information/No Information condition 
(A) and Years Integrated (C). 
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levels of A is at C2 Years Integrated = Low and the largest 

difference between levels of C is at a2 = No Information. Each 

of those differences is in the expected direction, but where the 

largest differences were expected there were only small differences 

in the opposite direction. 

Table 2 showing standard deviations for each cell, main 

effect, and interaction level indicates an overall SD = 19.91, 

the largest main effect SD at levels a^ = Information (21.46) and 

b2 = No Black Friends (20.75), the largest two-way interaction 

SD̂  at AC^^ Information by Years Integrated = High (23.89), and 

the largest three-way interaction SD̂  at ABC,21 Information by No 

Black Friends by Years Integrated = High (27.22). 

The assumption of homogeneity of variances was tested by F 

for each main effect and interaction effect and no significant 

differences were found. Therefore the assumption of homogeneity 

was accepted. 

Analysis of Variance 

Assumptions of the model having been met, analysis of variance 

(fixed effects model) was completed for the overall main effects 

and interaction effects, which were tested by F̂  tests. Table 3 

indicates a highly significant Black Friends (B) main effect, F_ 

(1,112) = 15.257, £ < . 0 0 0 5 , and a significant Information/No 

Information by Years Integrated (A x C) Interaction effect, ^ 

(1, 112) = 5.401, £ < . 0 2 5 . 
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Table 2 

Standard Deviations 

By Main Effect and Interaction Level 

Group 

a. Info. 

ap No Info. 

^1 

^ n 
19.03 

15.37 

^1 

^2 

15.98 

15.50 

^2 

^1 

27.22 

15.81 

^2 

^2 

18.60 

18.15 

^ i 

21.46 

18.01 

'^^C 
jk 

§^r 17.03 16.69 21.97 19.46 SD„ = 19.91 
— X 

b^ Blk. Fr. 

b2 No Blk. Fr. 

^ C 

C, Yrs. In t . = 

Co Yrs. In t . = 

Hi 

Lo 

^1 

^1 

19.08 

27.22 

23.89 

^1 

^1 

19.08 

15.98 

^1 

^2 

15.98 

13.60 

18.72 

^1 

^2 

27.22 

18.60 

h 

h 

15.37 

15.81 

15.92 

^2 

^1 

15.37 

15.50 

^2 

^2 

15.50 

13.15 

18.75 

^2 

^2 

15.81 

18.15 

J 

16.72 

20.75 

SD̂  
~ ^ k 

20.16 

19.75 

S^g 17.67 22.99 15.46 18.30 
ij 
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Table 3 

Analysis of Variance Source Table 

Source Sum of Squares df Mean Square F Ratio 

1 A Info. 380.208 a - 1 = 1 880.208 (1/8) 2.550 

2 B Blk.Fr. 5,266.875 b - 1 = 1 5,266.875 (2/8) 15.257** 

3 C Yrs.Int. 170.408 c - 1 = 1 170.408 (3/8) .494 

4 A x B 4.408 (a-l)(b-l)=l 4.408 (4/8) .013 

5 A x C 1,854.408 (a-l)(c-l)=l 1,864.408 (5/8) 5.401* 

6 B x C 267,008 (b-l)(c-l)=l 267.008 (6/8) .773 

7 A x B X C 54.675 (a-l)(b-l)(c-l) 54,675 (7/8) .158 
= 1 

8 S (ABC) 38,662.797 abc(n-l) = 112 345.203 

9 Total 47,170.789 abcn - 1 = 119 396.393 

* £ < .025 

** £ < .0005 

Tests of Simple Main Effects 

Because the Information/No Information (A) by Years Integrated 

(C) first-order interaction effect was significant, simple main 

effects of A for each level of C and simple main effects of C for 

each level of A were calculated with a per family error rate of 

alpha = .05, allowing each simple main effect to be tested at 

alpha = .05/c or .05/a = .025. 

Table 4 shows a highly significant simple main effect for A 

(Information/No Information) at C2 (Years Integrated = Low), £ 



65 

Table 4 

Source Table With Simple Main Effects 

Source Sum of Squares djf Mean Squares F Ratio 

1 A Info. 

2 A at c. 

880.208 a - 1 = 1 380.208 

- 1 = 1 91.257 91.257 a 

3 A at C2 2,653.350 a - 1 = 1 2,653.350 

4 B Blk.Fr. 5,266.875 b - 1 = 1 5,256.875 

5 C Yrs.Int. 

6 C at a 

7 C at a. 

170.408 c - 1 = 1 170.408 

453,749 c - 1 = 1 453,749 

1,581.067 c - 1 = 1 1,581.067 

8 

9 

10 

11 

12 

A X B 

A X C 

B X C 

A X B X C 

S(ABC) 

4.408 

1,864.408 

267.008 

54.675 

38,662.797 

(a-l)(b-l) 
= 1 

(a-l)(c-l) 
= 1 

(b-l)(c-l) 
= 1 

(a-l)(b-l) 
(c-1) = 1 

abc(n-l) 
= 112 

4.408 

1,864.408 

267.008 

54.675 

345.203 

1/12) 2.550 

2/12) 1.669 # 

3/12) 48.529***** 

4/12) 15.257*** 

5/12) .494 

6/12) 8.299** # 

7/12) 28.918**** 

8/12) .013 

9/12) 5.401* 

10/12) .773 

11/12) .158 

13 Total 47,170.789 abcn - 1 
= 119 

396.393 

# Simple main ef fects tested at .05/2. Therefore reported 
p robab i l i t i es fo r simple main effects equal tabled probabi l i 
t ies mul t ip l ied by two. 

* £ <.025 
** £ < . 0 1 

• * • £^ .0004 
**** £ <.00003 

***** £<.000002 
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(1, 112) = 43.529, £ < .000002, and for C (Years Integrated) at 

a2 (No Information), £ (1, 112) = 28.918, p<.00003, with a^ 

(Information) and c^ (Years Integrated = High) showing less 

prejudice as expected (see Figure 1). The simple main effect for 

C at a^ (Information) is also significant, F_ (1, 112) = 8.299, 

£ < . 0 1 . However, as illustrated in Figure 1, the difference is 

in the opposite direction from that expected, with c, (Years 

Integrated = High) in this case showing more prejudice. 

Strength of Association 

The strength of association between the dependent variable 

(prejudice score) and the main effects, simple main effects, 

and interaction effects was estimated by omega squared as follows 

Effect Omega Squared 

A (Information/No Information) .01 

A at c, (Years Integrated = High) .00 

A at C2 (Years Integrated = Low) .05 

B (Black Friends/No Black Friends) .10 

C (Years Integrated) .00 

C at a. (Information) .002 

C at a2 (No Information) .03 

AB (Info./No Info, x Blk. Fr./No Blk. Fr.) .00 

AC (Info./No Info, x Yrs. Int.) .03 

BC (Blk. Fr./No Blk. Fr. x Yrs. Int.) .00 

ABC (Info./No Info, x Blk, Fr, x Yrs. Int.) .00 
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Thus 10% of the variance in the dependent variable (prejudice 

score) is accounted for by main effect B (Black Friends/No Black 

Friends), 5% by simple main effect A (Information/No Information) 

at C2 (Years Integrated = Low) and 3% by simple main effect C 

(Years Integrated) at a2 (No Information). 

Post hoc Power Analysis 

Power was calculated post hoc for £ tests of the main effects 

and interaction effects for an error rate of alpha = .05 using 

Cohen's (1969, pp. 357-373, 304-305) procedures and tables as 

shown in Table 5. 

Table 5 

Post hoc Power Analysis 

Source 

A Info. 

B Blk.Fr. 

C Yrs.Int. 

A X B 

A X C 

B X C 

AxBxC 

a_ 

.05 

.05 

.05 

.05 

.05 

.05 

.05 

£ 

a - 1 = 1 

b - 1 = 1 

c - 1 = 1 

(a-l)(b-l) = 1 

(a-l)(c-l) = 1 

(b-l)(c-l) = 1 

(a-l)(b-l)(c-l) = 1 

£ 

60 

60 

60 

30 

30 

30 

15 

f 

.136 

.333 

.060 

.013 

.230 

.106 

.090 

Power 

.32 

.94 

.10 

.02 

.53 

.11 

.08 

Thus the only two significant £ tests, for the B (Black Friends/ 

No Black Friends) main effect and the A (Information/No Information) 

by C (Years Integrated) Interaction effect, have marginal or better 
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power. The other £ tests of main and interaction effects are 

ambiguous in meaning because "of their lack of minimal power for the 

small attained effect sizes. 

It cannot be assumed that any of the attained effect sizes 

for the nonsignificant effects are accurate. But if the size of 

the B X C Interaction effect, for example, were accurately 

measured at £ = .106, or a small effect size of only .1 standard 

deviation, the power would provide only an 11% chance of finding 

it in the present study. Even for a real medium effect size of 

.25 standard deviations (£ = .25), however, the power would 

increase to only .49. Therefore the present study provides a 

reliable test only for main effects with a medium effect size of 

.25 standard deviations or more (power = .79) or first-order inter

actions with a medium-to-large effect size of .35 standard devia

tions or more (power = .77). 



IV. DISCUSSION 

Only Hypothesis 2 (Effect B: Black Friends/No Black Friends) 

was fully supported by the results. Effect B'accounted for the 

largest percentage of the variance (10%) in the prejudice scores 

of any of the variables studied. These results are interpreted as 

indicating that the extent of opportunity for interaction and the 

overall quality, pleasantness, or satisfaction of the interracial 

contact experience, as measured by the Black Friends dimension, 

has more effect on racial attitude than does its duration, as 

measured by the effect C (Years Integrated) dimension. 

Hypotheses 1, 3, and 5 were only partially supported by the 

results. To follow the discussion of these hypotheses below, see 

Figure 1. 

Under Hypothesis 1, simple main effect A (Information/ 

No Information) at C2 (Years Integrated = Low) was highly significant 

(£<^.000002) in the expected direction and accounted for 5% of 

the variance. That result indicates that the information sheet 

(a,) was very effective in reducing the racial prejudice score of 

students with only 1 to 4 years of integrated experience (02) from 

the a2 (No Information) mean of 74.13 to the a. (Information) mean 

of 60.83 at the Cp level. But the information condition was 

ineffective for students who had longer years of integration experi

ence (c. Years Integrated = 5 to 14), as indicated by the 

69 
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nonsignificant simple main effect A (Information/No Information) 

at c^ (Years Integrated = High). It is speculated that the explana

tion for these results may be (1) a ceiling effect, which I had 

failed to anticipate, limiting further favorable change in atti

tude of those students who already held positive racial attitudes 

as a result of long years of satisfactory integration experience, 

and (2) a reactance effect causing unfavorable change in attitude 

in those students who held negative racial attitudes as a result 

of long years of unsatisfactory integration experience. The 

latter students would be likely to place more importance on their 

negative attitudes and to see contradicting information as a 

threat which would meet Wicklund's (1974, pp. 10-11) conditions 

for reactance to occur. The increased range of prejudice scores 

for the experimental group (a, = Information) (28 to 120) as 

compared with the comparison group (a2 ~ No Information) (37 to 

108) seems to support these explanations. 

Under Hypothesis 3, simple main effect C (Years Integrated) 

at a2 (No Information) was highly significant ( £ < .00003) in the 

expected direction, though accounting for only 3% of the variance. 

That result indicates that, without the influence of any persua

sive communication, students with long years of integrated experience 

(c,) on the average hold somewhat less prejudiced attitudes than 

those with fewer years of integrated experience (C2), with means of 

63.87 and 74.13, respectively. But simple main effect C (Years 

Integrated) at a, (Information) was significant (£<'.01) in the 
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opposite direction from that predicted, indicating that those with 

fewer years of integration experience (C2) were more receptive to 

the persuasive communication than were those with longer years of 

integration experience (c^), with means of 60.83 and 66.33, 

respectively. 

The difference here was too small to account for as much as 

1% of the variance, but it is important in the interpretation of 

the results because it is a statistically reliable difference in 

the opposite direction from that predicted. A possible explanation 

for these results is offered under the discussion of Hypothesis 1, 

above. 

Under Hypothesis 5, the A (Information/No Information) by 

C (Years Integrated) Interaction effect is discussed in terms of 

its simple main effects under Hypotheses 1 and 3, above. 

Hypothesis 4 which predicted an A (Information/No Information) 

by B (Black Friends/No Black Friends) Interaction effect was not 

supported. Differences between means were in the predicted direc

tion (see Table 1, M means), but neither the differences between 

AB",, and AB21 (56.77 and 62.57, respectively), nor the differences 

between AB̂ ,2 and AB22 (70.40 and 75.43, respectively) are large 

enough for the interaction effect to reach significance. These 

results might be explained in terms of the ceiling effect, but they 

are ambiguous in view of the very limited statistical power (.02). 

Hypothesis 6 which predicted a B (Black Friends/No Black 

Friends) by C (Years Integrated) Interaction effect was not supported 
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It is apparent (see Table 1, BC" means) that Years Integrated 

makes no difference for those with Black Friends (means = 59.97 

and 59.37, respectively), and not enough difference for those with 

No Black Friends (m,eans = 70.23 and 75.60, respectively) to make 

the interaction significant. Each of these groups of course 

includes participants from both the a, (Information) and a2 (No 

Information) conditions, so that the AC Interaction might obscure 

a real simple interaction effect of BC at a2 (No Information). If 

so, a sufficiently powerful test of the ABC Interaction could uncover 

the relationship. 

Hypothesis 7 which predicted an ABC Interaction, however, had 

insufficient power (.08) to be tested by the present study. The 

ABCppp mean for comparison group members who report no Black 

Friends and Years Integrated = Low does show the most racial 

prejudice, as predicted (mean = 82.73), but it is the ABC^^2 ^̂ "̂ 

for the experimental group members who report Black Friends and Years 

Integrated = Low that shows the least racial prejudice, contrary 

to my prediction (mean = 53.20). 

It may be concluded from the results of this study that 

college students with little integrated experience in school are 

likely to hold less favorable racial attitudes than most students 

with longer integrated experience, but that their attitudes, being 

based less on personal experience, are likely to be more receptive 

to change. Though most students with long integrated experience 

will hold relatively positive attitudes, some will have encountered 
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unfavorable interracial experiences and will hold more negative 

attitudes. But whether positive or negative, their attitudes will 

be relatively resistant to change. 

The major weakness of the present study is the lack of 

statistical power to test interaction effects. In view of the 

several situational factors which the previous research has shown 

to be involved in the attitudinal effects of school integration 

experience, and the likelihood of important interaction effects 

among them, these variables should be studied together in a more 

powerful research design. 

ry 
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Appendix A: Preliminary Questionnaire 

1. Group SN 

RACIAL OPINION SURVEY 

PRELIMINARY QUESTIONNAIRE 

This preliminary questionnaire will provide classificatory 

information which is needed for assigning individual subjects to 

groups. Later, you will be given opinion questionnaires which 

will be entirely anonymous. Group data from the survey will be 

analyzed statistically, but nobody will be able to identify any 

individual's opinions. 

Please complete the following: 

2. Race: White Black Other (specify) 

3. Sex: Male Female 4. Age: 

5, Cumulative grade point ave. (est. to one decimal place): 

6. a. If you ever attended an integrated school or college, 
where was your home during most of that time? 

Lubbock West Texas Northern or Western States 

Southern States (including eastern half of Texas) 

b. If you never attended an integrated school or college, 
where was your home during most of your school years? 

Lubbock West Texas Northern or Western States 

Southern States (including eastern half of Texas) 

7. Circle your grade level for the first year during which you had 
one or more black classmates (or teammates in organized sports): 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 Never 
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tegJi^A^ Preliminary Questionnaire 

1. Group 5[yj 

RACIAL OPINION SURVEY 

PRELIMINARY QUESTIONNAIRE 

This preliminary questionnaire will provide classificatory 

information which is needed for assigning individual subjects to 

groups. Later, you will be given opinion questionnaires which 

will be entirely anonymous. Group data from the survey will be 

analyzed statistically, but nobody will be able to identify any 

individual's opinions. 

Please complete the following: 

2. Race: White Black Other (specify) 

3. Sex: Male Female 4. Age: 

5, Cumulative grade point ave. (est. to one decimal place): 

6. a. If you ever attended an integrated school or college, 
where was your home during most of that time? 

Lubbock West Texas Northern or Western States 

Southern States (including eastern half of Texas) 

b. If you never attended an integrated school or college, 
where was your home during most of your school years? 

Lubbock West Texas Northern or Western States 

Southern States (including eastern half of Texas) 

7. Circle your grade level for the first year during which you had 
one or more black classmates (or teammates in organized sports): 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 Never 
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8, During how many years in school or college did you have one or 
more black classmates (or teammates in organized sports)? 

9. What was the average racial composition of your school during 
the years that you attended an integrated school or college? 

Predominantly Anglo (95% or more) Substantially integrated 

(55% to 94% Anglo) About equally Anglo and black or other 

minority groups (each between 46% and 54%) Majority black or 

other minority groups C55% to 89%) Predominantly black or 

other minority groups (90% or more) 

10. How close were your black friends or acquaintances in school? 

Close friends Friends Acquaintances Did not 

really know any blacks in school 

11. During most of the time that you attended an integrated school 
or college, did you feel that the school authorities supported 
integration, were indifferent to integration, or opposed integra
tion? 

Supported integration Seemed to support it Indif

ferent (or no basis for opinion) Seemed to oppose it 

Opposed it 
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Appendix B: Racial Opinion Survey 

Group SN 

RACIAL OPINION SURVEY 

QUESTIONNAIRE 

Your answers to this questionnaire will be entirely anonymous. 

The responses to the questionnaire will be examined and analyzed 

only by group. Nobody will be able to identify any individual's 

opinions. 

No doubt you will disagree strongly with some of the statements in 

the survey, but it is necessary that different kinds of statements 

be included so that various shades of opinion can be measured. 

There are no right or wrong answers to these statements. Your 

answer simply should reflect your opinion. 

Please check the appropriate answer to show how strongly you agree 

or disagree with each statement. You should select the strongest 

response which you can accept and try to avoid the "undecided" 

response. Please answer each question in turn without backing up 

to change answers. What is needed is your first thoughtful opinion 

1. Black people have a right to live wherever they can afford the 
same as white people, 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 
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2. Many Negroes miss out on jobs today because of discrimination 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

3. Negroes are treated as well as others of the same income. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

4. The government should get out of racial and job training pro
grams and let our free enterprise system take care of these 
problems. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

5. The government should not use "open housing" laws to interfere 
with the right of property owners to sell or rent to whomever 
they choose. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

6. One reason that I would rather not send my children (if I had 
any) to predominantly Negro schools is that they are inferior 
schools. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 
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7. Thinking about the next five or ten years, I believe the best 
- thing to do about the problem of riots is to build up tighter 

police control in the Negro areas. 

Strongly agree Agree ._ Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

8, Children of different racial and ethnic groups should go to 
school together and learn to get along, 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

9. On the average, Negroes have worse jobs, education, and housing 
than white people. This is due mainly to something about 
Negroes themselves, rather than to their having been discrimi
nated against. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

10. If black families were widely distributed throughout the city, 
subject only to their desire to move and their ability to pay, 
I would be willing to move into (or to remain in) a block in 
which there was a black family whose income and educational 
level was similar to mine. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

11. Most Negroes are born with less mental capacity than whites 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 



89 

12. Separate-but-equal schools can best meet the needs of minority-
group children. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree ^ Disagree 

Strongly disagree 

13. Most Negroes are born with less potential than whites and 
can't be changed. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

14. The business of business should be making a profit, not 
wasting money on social welfare projects like trying to 
train "unemployables" who have newer held a steady job. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

15. If public schools must be integrated, which 0N£ of the following 
methods would you prefer? 

a. Freedom of choice 

b. The closing of Negro schools 

c. The pairing of each Negro school with the nearest 
white school (sending about half of the children from 
each school to the other school) 

d. The pairing of each Negro school with one of the better 
(but more distant) white schools (sending about half 
of the children from each school to the other school) 

e. Building centralized "educational parks" for all 
children regardless of race 

f. Changing attendance zones to provide substantial inte
gration in all or most schools 

g. Undecided or no opinion 
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16. If public schools must be integrated, it would be better for 
the children that the integration process start with: 

a. High schools and junior high schools 

b. Elementary schools 

c. All grade levels at the same time 

d. Undecided or no opinion 

17. Black people have as much native-born intelligence as white 
people. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

18. I would rather send my children (if I had any) to a substantially 
integrated school (but where a majority of the children are 
white) than to a segregated school. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

19. To prevent some unethical realtors from moving in a Negro 
family to start panic selling in a previously all-white 
neighborhood, a majority of the residents of the neighborhood 
should be able to block the sale of a house in their neighbor
hood to a Negro. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

20. There is no need for school integration because Negroes 
already have good schools, 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 
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21. School integration inevitably lowers academic standards and 
scholastic achievement. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

22. Equal educational opportunity requires that there be sub
stantial racial integration in all or most schools. 

Strongly agree Agree Inclined to agree 

Undecided Inclined to disagree Disagree 

Strongly disagree 

23. If it is necessary to integrate all or most schools in the 
near future (without waiting for substantial changes in 
existing residential patterns), the ONE method which would be 
most equitable and most effective educationally would be: 

a. Freedom of choice which would avoid busing 

b. Closing all Negro schools and busing Negro pupils to 
white schools 

c. The pairing of each Negro school with the nearest 
white school and busing about half of the children 
from each school to the other school 

d. The pairing of each Negro school with one of the 
better (but more distant) white schools and busing 
about half of the children from each school to the 
other school 

e. Busing of most children of both races to centralized 
"educational parks" 

f. Providing substantial integration in all or most 
schools by busing a limited number of children of 
both races from marginal areas (those areas which are 
most distant from neighborhood schools and where 
children already require busing or other transporta
tion) 

g. Undecided or no opinion 
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Appendix C: Information Sheet 

RACIAL OPINION SURVEY 

INFORMATION SHEET 

The following information may help you in thinking about 

some of the issues raised in the opinion survey: 

School Integration 

In a national study of integrated schools, the Coleman Report 

(1966) found that school achievement was strongly related to the 

educational backgrounds and aspirations of the majority of the 

pupil's classmates. Where disadvantaged black children had been 

integrated into classrooms in which middle-income white children 

were in the majority, the academic achievement of the black children 

had improved, and the achievement of the white children had not 

been reduced. 

These conditions for academic improvement were not met, how

ever, in many schools which had been integrated by "pairing" an 

all-black school and an all-white school. This pairing process 

involved sending all children in certain grades to the formerly 

all-black school and all children in the other grades to the former

ly all-white school, so that each school had about a 50-50 racial 

division. Not only were the white children not in the majority in 

m.any of the paired schools, but the formerly all-white schools 
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often were located in lower-income areas where many white children 

share the inadequate educational motivation of many of the lower-

income black children. In other words, pairing over-integrated 

some white schools, usually in poorer neighborhoods, while leaving 

most of the better schools all-white. 

Some integration plans have started with high school and 

worked down, while others have started with the lower grades and 

worked up. Although there seems to be less parental resistance to 

sending older children to integrated schools, integration at the 

high school level is more likely to be accompanied by racial 

conflict and academic problems. A number of studies have shown 

that younger children accept children of other races or ethnic 

groups more naturally, that they can overcome language handicaps 

more readily, and that they have less academic handicap and can 

overcome it more easily if they are integrated at a younger age. 

Parents of younger children, however, are more likely to 

stress the importance of the neighborhood school and to oppose 

busing their children to a more distant school. Since "busing" 

has become associated with integration, it has aroused much 

emotional opposition, especially when young elementary children 

are involved. Yet there is little objection to busing even younger 

pre-school children considerable distances to kindergarten and 

Headstart classes. Time (March 9, 1970) reported that, in fact, 

"39% of all U,S. public-school children ride buses anyway and find 

it no great handicap." 
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Until established residential patterns are changed substan

tially, many schools can be integrated only through some busing. 

With "pairing" of schools, approximately half of the children from 

each school (even some living across the street) must be bused to 

another school. 

Where local authorities have not presented acceptable school 

integration plans, some federal courts have ordered immediate and 

abritrary busing plans which seem disruptive in timing and massive 

in extent, and which have involved distances up to 30 miles. 

Other city-wide integration plans, however, have been worked 

out to require only the diversion to other schools of some of the 

children already being bused, or the busing of only a relatively 

few additional children who already are being transported by their 

parents because they live some distance from the nearest school. 

One side effect of such city-wide school integration might be to 

reduce resistance to city-wide housing integration, thereby 

gradually decreasing the need for continued busing to maintain 

integrated schools. 

Housing Integration 

Among the most frequently heard objections to housing inte

gration are that, when black families move into a neighborhood, 

there is (1) a rapid loss of property values and (2) accelerated 

neighborhood deterioration. A review of national studies has shown, 

however, that where such a loss of property values occurs, it is 
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prim.arily as a result of panic selling and is only temporary 

(Burtis, 1967), These studies also suggest that neighborhood 

deterioration is more often the cause than the result of integra

tion. Usually only the less desirable areas open up for black 

occupancy. 

The national experience with integrated housing shows that 

there has been little success with efforts to maintain racial 

balance in such declining neighborhoods while most of the city or 

metropolitan area remained segregated. Planned city-wide housing 

integration, however, might avoid the stigma usually attached to 

integrated areas as declining neighborhoods. City-wide housing 

integration also could break the pattern of white flight from 
4 

integrated areas. 

Race Theories Until the 1920s, all of the social sciences generally accepted 

the theory of inherent Negro inferiority to explain the obvious 

black-white differences in average measured intelligence and 

academic performance. However, the increased use of the scientific 

method to find underlying causes for differences in human behavior 

has brought a complete reversal of social science opinion. Although 

there is general recognition of inherent individual differences, 

psychologists, sociologists, anthropologists, and geneticists now 

are almost unanimous in attributing significant differences in 

intellectual or social performance largely to social and cultural 
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factors (Cartwright & Burtis, 1958). One well-known social scientist 

of the current generation (Jensen, 1969) continues to argue strongly 

for the older doctrine, however. 
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