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ABSTRACT

AN ANALYSIS OF SCHOOL RACIAL COMPOSITION

OVER A TEN-YEAR PERIOD AS RELATED TO BLACK

AND WHITE ELEMENTARY STUDENT ACHIEVEMENT

SCORES IN MEMPHIS, TENNESEE: A REPLICATION

STUDY

By

Gail Wingard Sciamanna

The purpose of this study is to examine the relation-

ship of school racial composition over a ten-year period

with the educational achievement of black and white ele-

mentary students, while at the same time controlling for

wsocio-economic influences. This thesis grew out of a school

desegregation court suit brought by the N.A.A.C.P. in Memphis,

Tennessee, and is utilyzing information from that case.

The material that is being examined is elementary

student educational achievement data in the form of grade

equivalents, the racial composition of the elementary schools,

and the socio-economic background of the elementary students.

A statistical test on the means was used to test this hypo-

thesis: Educational achievement is at or above the expected

mean-grade equivalent for both black and white students when

the racial composition of a school has remained majority

white: and conversely, that educational achievement is be—

low the expected mean-grade equivalent for both black and

white students when the racial composition of a school has

remained majority black or has racially changed from white

to black over a period of time.

The results of this study show that white students



students did achieve at or above the expected grade level

in each type of racially composed school, while black stu-

dents achieved below the expected grade equivalent in these

same schools. White students generally achieved the highest

in schools that remained predominantly white over ten years.

They also generally achieved highest if they were in high

SES schools rather than middle or lower SES schools, despite

the racial make-up of the school. Black students also

generally achieved highest in predominantly white schools.

A noticable and very significant exception to this, however,

was the group of black students in predominantly black. mid-

’dle SES schools that scored higher than their counterparts

in middle SES, predominantly white and racially changing

schools.

Stable white middle class environments for white stu-

dents and stable black middle class environments for black

students with their corresponding positive influences seemed

to have played a significant role in this higher aca-

demic achievement. SES factors as well as racial factors

made a noticable impact on scholastic performance. The

significance of these findings is not in the racial and

ideological realm as it relates to the myths of white super-

iority. Rather, what is important is that the structural

reality of present racial divisions is reflected in unequal

access to American Opportunity structures, such as educa-

tional quality.
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CHAPTER I -- RACE AND EDUCATIONAL ACHIEVEMENT: AN

INTRODUCTION TO A SELECTED STUDY

Purpose of Study

This thesis has been develOped in close relationShip

to the author's emphasis on urban sociology and urban educa—

tion within the Department of Sociology. In general, the

purpose of this study is to examine the relationship of

school racial composition over a ten-year period with the

educational achievement of black and white elementary stu-

dents, while at the same time controlling for socio-economic

influences.

Specifically, this thesis grew out of a school de-

segregation court suit brought by the N.A.A.C.P. in Memphis,

Tennessee. Faculty members of the Center for Urban Affairs

(nowtme College of Urban.DevelOpment) at Michigan State

University were asked by the defendants to analyze educa-

tional data in the form of test results. ngorah North—

cross vs. the Board of Education, Memphis City Schools, .

(nun F2d 1179, 1971) had originally been filed in 1960 and

had been before many appellate courts on numerous occasions.

In 1971 it came to the U.S. District Court for the Western

Division of Tennessee on a remand from the Court of Appeals

for the Sixth Circuit. A 1971 decision of de jure segre~

gation was handed down in the Northcross case based on

findings showing that deliberate, segregated housing pat-

terns led to one-race schools. This practice was per-

1
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petuated by the Memphis Housing Authority, the Federal

Housing Authority, realtors, and lending institutions. It

was also found that the Memphis Board of Education became

an active partner in the entire process by influencing the

size and location of federally—funded subsidized housing

.projects, by assigning pupils to schools by race rather than

location of neighborhood, by redrawing school zones to

accommodate only one race, and by controlling the location

and construction of new schools to continue patterns of

segregation. The court stated that 87.7% of black Memphis

elementary and secondary students attended schools that

were 90% or more black and that 76.“% of white Memphis

elementary and secondary students attended schools that were

90% or more white. It was thought that the impact of school

racial composition over an extended period of time could be

dramatically shown by examining the scholastic achievement

of the elementary school children in the Memphis School

System. Therefore, when material related to this court

case was made available to faculty members of the MSU Cen-

ter for Urban Affairs, it seemed to be an apprOpriate time

to conduct this study.

Wilma

A voluminous amount of research has been done by edu—

cmrtion specialists and sociologists who examined school

aCfllievement data and its relationship to the above mentioned

vaitiables of race and socio-economic status. Not all of



3

the published research findings are accurate, conclusive,

or methodologically sound. There are four books available,

however, which attempt to analyze and summarize the latest

research studies in the area of educational achievement as

it is related to race and social class. The studies re-

ported in these works have contributed a great deal to the

body of knowledge regarding the educational achievement of

youngsters. The following works have become somewhat clas-

sics in this field: James S. Coleman, et. al., Equality of

Educational Opportunity, 1966: U.S. Commission on Civil

Rights, Racial Isolation:;p the Public Schools, 1967: Meyer

Weinberg, Desegregation Research:_An Appraisal, 1968: and

the most recent and controversial, Christopher Jencks, et.

al., Inequality: A Reassessment of the Effect of Family and

Schooling in America, 1972. All of the above research stu-

dies dealt with many aspects of educational achievement,

but the portions of most interest to this study addressed

the tOpics of academic achievement in relation to race and

socio-economic background. These studies thus served as a

basis from which a hypothesis and methodology could be de-

've10ped in order to analyze the Memphis school data.

The first two studies are federal agency reports on

the status of equal education in the U.S. Equality_of Ed-

lgcational Opportunity, (Coleman, 1966), was conducted by

‘the U.S. Office of Education. It documented extensive in-

ecquality of educational Opportunity in the U.S. and dis-

Cthsed the possible learning effect of desegregation. In
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the area of race and achievement some of the major findings

are: (1) "...As the prOportion white in a school increases,

the achievement of students in each racial group increases:

(2) ... This relationship increases as grade in school in-

creases; (3) ...The higher achievement of all racial and

ethnic groups in school with greater proportions of white

students is largely, perhaps wholly, related to effects

associated with‘UHastudent body's educational background

and aspirations rather than with better facilities and

curriculum: (A)...Average test performance for Negroes in-

creases as the prOportion of white classmates increases..."

A large body of literature has criticized, defended, con-

demned, and interpreted Coleman's findings. Coleman only

cites two specific findings (Katz, 1964, and Wilson, 1959),

but refers generally to much previous research. The samples

in the study also failed to include many of the largest U.

S. cities, therefore, its findings could be 10psided. How-

ever, many large city school systems refused to participate.

Katz has defended the Coleman report in the area of socio-

economic factors since he states that they were substan-

tially controlled and make the report accurate.

A second federal report was commissioned by President

.Iohnson in 1965. In February 1967, Racial_lsolation in the

Eflublic Schools was completed, (U.S. Commission on Civil

Iiights, 1967), with Thomas F. Pettigrew serving as the

Cfliief educational consultant for the study. The Commission

utilized five research approaches in its study: (1) a re-
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analysis of the data used for the Office of Education study,

(2) a longitudinal study of the Richmond, California, schools,

(3) an analysis of 1965 Oakland, California, high school

graduates, (Q) a study of the long-term effects of dese-

gregated schools upon adult attitudes, and (5) a series of

special studies. James McPartland and Robert L. York re-

analyzed the Office of Education data in an attempt to se-

parate the effects of race and social class upon achievement

which were highly mixed in Coleman's report. In their re—

view of achievement scores, they found "that there is a

positive association of achievement scores with the racial

composition of the classroom, no matter what the racial

composition of the school may be...even when holding constant

the social class of the student and his school, there re-

. mains an upward trend in average achievement level as the

pr0portion of white classmates increases." In the Office

of Education study, racial desegregation is accorded a

minor_role, while the Civil Rights Commission gives it a

major role. McPartland and York have explained that the

difference is due to the statistical technique used in the

earlier study which confounded class and race and also that

the earlier study used the school rather than the class-

room as its object of analysis when applying the statistical

technique of regression analysis. They stress that ”...it

is in the classroom within the school where the character-

.istics of the fellow-students have their effects."

Ibisegregation Research, (Weinberg, 1968), appraises both
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federal studies and the numerous individual studies contained

within those two volumes. It analyzes also many academic

achievement studies in relation to segregation and dese—

gregation of schools, (Portland, Oregon, Board of Educa-

tion, 1964; Sexton, 1961, Crowley, 1932; Weinberg, 1965;

Katz, 1964; Pettigrew, 1964; Dumbarton Research Council,

1966; etc.) Initially it defines segregation as "...a

socially—patterned separation of people, with or without

explicit sanction...Fundamentally, a school is segregated

when the community comes to View the school in its nature

to be inferior and unsuitable for privileged children. For

example, a school is segregated whenever it becomes known

as a 'Negro school.'" The great number of empirical stu—

dies reviewed in Weinberg conclude that pacial segpegation

has a negative effect on black children and that racial

desggpegation has a positive learning effect on black chil-

dren. _ Most of the studies concluded that either race or

social class (and sometimes both) contributed to a change

in the educational achievement of black and white children.

 

Ipeguality: A Reassessment of the Effect of Family and

Sphooling_in America, (Jencks, et al., 1972), is one of the

most controversial recent books to examine educational

achievement and the significance of race and social class,

as well as inequality in all aspects of life. It summarizes

the findings of three years of research at the Center for

Educational Policy Research. Jencks and his colleagues

also reassess the Office of Education data with far diff—
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erent conclusions than those arrived at by Coleman or the

Civil Rights Commission. Jencks concludes that schools

cannot contribute to future, long-term adult equality and

that very few of the variables operating within a school

setting have had any significant impact upon school achieve-

went. His study indicated that little in the way of

school reform could reduce cognitive inequality in the area

of reading, math, and language. The study admitted that

desegregation can raise black elementary school students'

test scores by a few points, but that the large gap be-

tween black and white test scores still persists within the

same schools. Segregation really had little appreciable

effect on either test scores or educational achievement,

.Jencks concludes. He found little evidence to support

tracking as a method of affecting changes in test scores.

He also found that overall school resources and school ad-

ministrative policy had little significant effect on cogni-

tive skills. Although his evidence knocked down many pre—

viously studied assumptions and hypotheses, it did not

explain "why" school quality has such little effect on test

scores. Jencks offered three possible explanations: (1)

that children seemed to be more influenced by home, street,

and tv occurences than by school events, (2) that administra—

tors have very little control over aspects of school life

that do affect children, such as direct teacher—pupil con—

tact, and (3) that even when schools do exert an unusual in—

fluence on children these changes will not persist into
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adulthood and will not significantly alter status or income.

The above four books with their reports of research

studies on academic achievement and variables such as race,

social class, economic background, etc., formed a good

basis from which to begin analysis of the Memphis elementary

school achievement data. This author wished to determine

the extent to which social class and race were significant

variables in the Memphis Public School System since they

had been demonstrated to be significant elsewhere. Based

on the findings of Coleman, the Civil Rights Commission, and

Weinberg, the major hypothesis for the study was formulated:-

Educational achievement is at or above the expected mean—

grade equivalent for both black and white students when

the racial composition of a school has remained majority

white; and conversely, that educational achievement is be—

low the expected mean—grade equivalent for both black and

white students when the racial composition of a school has

remained majority black or has racially changed from white

to black over a period of time.

Methodology
 

There are many available measuring instruments that

record the scholastic achievement of youngsters in schools.

In order to measure the rate of learning in Memphis schools,

standardized academic achievement tests were administered,

based on the comprehension of curriculum material for given

grade levels and given subjects. Students' scores can then

be compared on a scale against the progress of other pupils,

classes, schools, or a total school system to learn if
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academic performance, or educational achievement as it is

often labeled, is at the full grade level. One form

of interpreting students' scores on achievement tests is

the "grade equivalent." A grade equivalent of a particular

raw score is the grade level of those pupils whose median

(or arithmetic mean) is the same as the raw score in quest—

ion," (Ahmann and Glock, 1971.) In other words, if the me-

dian raw score was 53 for a test administered to fifth-

grade pupils just beginning that grade level, all raw

scores of 53 have a grade equivalent of 5.0. There is a

generally accepted way of reporting grade equivalents which

is in terms of two numbers. The first of these two numbers

is designated as the year number and the second as the month

number.f For example, a grade equivalent of 3.7 is the

median raw score of pupils tested at the seventh month of

the third grade. It should be noted that school calendars

usually are divided into nine academic months.

Computing grade equivalents is a systematic process.

First, the standardized achievement tests are administered

to large groups of pupils in consecutive grade levels. This

takes place at the same time of year for all pupils so that

they may be judged fairly. Next, the median raw score of

each grade level is found and plotted against the grade

level. Then the "best-fitting" curve is passed through

the points. The grade equivalents of raw scores are read

from this curve, (Ahmann and Glock, 1971). The grade

equivalents by schools and grades may then be printed out
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on sheets of paper so that a school district can assess its

pupils' growth. This was the form in which the Memphis

School District scores were available. An average score of

all subjects tested for a particular grade is the "total

grade equivalent." Each pupil and each grade has a total

grade equivalent. This study used the "total grade equiv-

alents" for all Memphis students. When the total grade

equivalents for all students in a school system for a part—

icular gpggg are averaged together, a."mean—grade equivalent"

is then available for analysis.

Like other forms of academic measurement, grade equiv—

alents have their limitations. But despite their short-

comings, grade equivalents scores have been widely used and

well received, especially in the elementary grade levels

in American schools. Grade equivalents have been more

easily understood than such devices as standard scores or

percentile ranks, (Ahmann and Glock, 1971). It is more‘

comprehensible to many teachers, administrators, and

parents to compare a pupil's actual grade leVel with his/

her grade equivalents yielded by tests in various subject

matters. Grade equivalents have thus become graphic and

convenient units for plotting pupil achievement profiles.

Pupils' scores can also be compared to see if there is a

significant correlation between their educational achieve—

ment and their personal characteristics such as race, social

class, and economic status. For example, the differences

'between the mean-grade equivalent scores can be statistical—
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ly analyzed to determine if high, medium, or low socio-

economic status is a significant factor. The same can be

done with data on race, ethnicity, self—concept, teacher

perceptions of students, etc.

In order to test the hypothesis for this study, Memp—

his Public School data was obtained from the attorneys for

the defendants in the Northcross vs. Board of Education

court case. Educational achievement data was available in

the form of mean-grade equivalents obtained when Memphis

students took the 1970 edition of the "MetrOpolitan Achieve-

ment. Tests Series" published by the Test Department of

Harcourt, Brace, and Jovanovich, Inc. The tests were ad—

ministered in May of the 1970-71 school year to all stu-

dents in the Memphis Public School System. The results

from grade levels one through six were obtained for this

study. The tests measured skill learning for each grade

level in the following areas: word knowledge, comprehension

word analysis, reading, language, spelling, mathematical

computation, mathematical concepts, mathematical problem

solving, natural science, and social studies. The scores

that were utilized for this study were "total grade equiva-

lents" which were the total average of all subject areas

tested for that grade level. All Memphis elementary stu-

dents' scores were used for this study; samples were not

taken from each grade level or each school.

In addition to educational achievement data, information

was obtained on two additional variables, the race and so—
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cio-economic background of Memphis elementary students.

Racial composition of the elementary schools was obtained

from a report of the Memphis Board of Education titled:

"Report Showing Enrollment of Schools by Race Commencing

with the 1961—62 School Year and Continuing to Present

(1971-72)." The socio-economic background of the students

was obtained from a Board of Education report on the po—

verty level in Memphis City Schools for the school year

1972-73. Both the percent and the number of poverty level

children in each school was listed.

The 110 Memphis elementary schools used in the study

contained 74,469 students. (There were a few other Memphis

elementary schOols in addition to the 110: however, they

were eliminated due to lack of data regarding one of the

three variables.) Of the 74,469 Memphis elementary students

in the first through sixth grades, 35,149 were white (47.2%)

and 39,320 were black (52.8%). All elementary students were

used in this study; samples were not taken from each grade

level or each school.

The schools were divided into three major groups ac—

cording to their total racial composition over ten years.

The three racial composition groups were: (1) "white—white"

(the student population at these 57 schools had been pre-

dominantly white in the 1961—62 school year and had re-

mained predominantly white through the 1970-71 school

year, (2) "black-black" (the student pOpulation at these

37 schools had been predominantly black in the 1961—62



13

school year, had gradually changed, and was predominantly

black in the 1970—71 school year.

Each of the three racial composition groups was then

subdivided into three additional groups according to the

socio—economic background of the students attending those

schools. Arbitrary cut points of poverty level were chosen,

relative to the data used. This was an available measure

in order to conveniently split the group of scores into

three SES groups. The schools within each racial grouping

that had less than 11% poverty level students were design-

ated as high SES (socio-economic status) schools, those

with 11-30% poverty level students were designated as

medium SES schools, and those with more than 30% poverty

level students were designated as low SES schools. Thus,

white students could fall into one of nine groups according

to the racial composition and SES level of their schools

and black students could fall into one of nine groups

based upon the same criteria.

In order to test the hypothesis and to analyze what

significance race and socio—economic status had upon black

and white elementary students' achievement scores, a statis—

tical correlation was performed on the data.

In summary, the purpose of this study is to examine the

relationship of school racial composition over a ten—year

period with the educational achievement of black and white

elementary students, while at the same time controlling for

Socio-economic influences. This thesis grew out of a school
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desegregation court suit brought by the N.A.A.C.P. in

.Memphis, Tennesee, and is utilizing information from that

case. The material that is being examined is elementary

student educational achievement data in the form of grade

equivalents, the racial composition of the elementary

schools, and the socio—economic background of the elementary

students. A statistical correlation was used to test the

following hypothesis:

Educational achievement is at or above the expeCted

mean-grade equivalent for both black and white students

when the racial composition of a school has remained major-

ity white: and conversely, that educational achievement is

below the expected mean-grade equivalent for both black and

white students when the racial composition of a school has

remained majority black or has racially changed from white

to black over a period of time.



CHAPTER II -— RESULTS

The results as a whole of Memphis elementary student

achievement data correlated with racial and SES data are

shown in Table 1. They are indicated in the form of mean-

grade equivalents, as explained in the previous chapter.

(As an example, Table l ShOWS'UNItWhlte first graders in

high SES, predominantly white schools have a mean-grade

equivalent of 2.0. This means that they are achieving as

well as second graders just beginning that grade level. This

is higher than the level at which first graders are expected

to achieve. The test was administered in May, the ninth

academic month of the school year, so the scores should re-

flect the grade level plus nine months of academic growth.

Thus, first graders' mean-grade equivalents should be 1.9,

second graders' should be 2.9, third graders' 3.9, etc.)

The results are also graphically represented in Figures

1—6 by indicating deviations above or below the expected

grade equivalent for May of the school year. (This means

that instead of representing the Egggt mean—grade equivalent

of the students, the graphs indicate how much their scores

fall above or below the expected mean—grade equivalent.
 

In other words, if first graders in the ninth academic month

are expected to have a mean—grade equivalent of 1.9, and

instead have a mean-grade equivalent of 2.0, then this number

is represented as one deviation above the expected mean—

grade equivalent. The expected mean-grade equivalent is in-
 

dicated on the six graphs by a heavy double line at zero.

15
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Students“ mean—grade equivalents that are higher than the ex—

pected are represented by positive deviations above the

double line and students' mean—grade equivalents that are

lower than the expected are represented by negative de—

viations below the double line.) Figures l-3 show the

results of white students in three types of racially com- E‘}

posed schools, and Figures 4—6 show the same for black stu— E

dents.

The mean—grade equivalent scores indicated that in

 
A

general, both black and white elementary students in Memp— "j

his, Tennessee, achieved highest in schools whose student

populations had remained_predominantly white over ten years.

Although achievement was consistently higher for both

black and white students in high SES schools, the racial

composition of the school over ten years did make an

appreciable difference. (Because there were no high SES

predominantly black elementary schools in the Memphis Pub—

lic School System, achievement scores of white and black

students in this type of setting could not be analyzed.)

A. White Students in "White-White Schools

White Memphis elementary students attending the 57

schools that had remained predominantly white over the ten

year period consistently scored at or above the expected

grade equivalent. (See Table I) This is also clearly in—

dicated by the three SES lines in Figure 1. White students

in the 49 high socio-economic white schools scored on the

average above the expected grade equivalent in all grades,
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Table 1. School Racial Composition over Ten-Year Period

as related to Results of May, 1971, Memphis

MetrOpolitan Elementary Achievement Tests,

indicated in Mean-Grade Equivalents.

RACE WHITE-WHITE BLACK-BLACK WHITE-BLACK

(57) (37) (16)

SES High Med. Low High Wed. Low High Med. Low

(491m m (0) (BI (29) (4) L41 £8)

1st Grade ' ’

White 2.0 1.9 2.0 1.7 1.7 1.9 107 106

Black 1.7 1.6 1.7 1.7 1.6 1.6 1.6 1.5

2nd Grade

White 3.1 3.0 2.8 3.3 3.3 2.9 206 203

Black 2.6 2.4 2.3 2.7 2.4 2.5 2.3 2.2

3rd Grade

White- 4.4 3.8 3.9 3.2 3.2 4.2 3.4 3.1

Black #3.} 2.7 3.5 43.3 3.1 p3.2 45.1 2.8

4th Grade

White 5.6 4.7 5.1 4.8 5.0 5.4 3.6 4.3
Black 4.7 3.6~4.6 4.1 3.7 3.8 3.8 3.6

5th Grade

mute I 6.4 6.0 5.4 4.1 4.6 6.3 5.8 4.6

Black 5.6 5.0 4.3, 4.744.4 4.8' 4.8 4.2

6th Grade

White 7.5 6.7 6.9 9.8 5.3 7.3 6.7 6.0

BlaCk 5051 5011509 505 5'01 L6 505 408

White students = 35,149 (47.2%;

Black students = 59,520 52.8%

Total students = 7 ,4

Total schools = 110

schools with less than 11% poverty

students

Medium SES schools = schools with 11-30% poverty students

Low SES schools = schools with more than 30% poverty

students

High SES schools =
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Deviations from the

Expected Mean-Grade Grades

Equivalent

1st 2nd rd 4th th 6th

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

'+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

-0.2

-004

—0.6

-O.8

-1.0

-1.2

-104

-1.6

-1.8

-2.0

-202

-204 
 

High SES Med. SES Low SES

Figure 1. White Students in "White—White" Schools over

Ten Years
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Deviations from the

Expected NeanuGrade Grades

1st 2nd rd 4th th 6th

Equivalent

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

—0.2

-004

—O.6

—0.8

-1.0

-102

-104

—1.6

-1.8

-2.0

—2.2

"204 
 

Hig SES Med. SES Low SES

Figure 2. White Students in "Black-Black" Schools over

Ten Years 4
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Deviations from the

Expected Mean-Grade Grades

Equivalent p

1st 2nd rd 4th th 6th
      

 

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

“002

.0,4

-0.6

-O.8

-1.0

-102

-104

-1.6

-1.8

-2.0

-2.2

—2.4

 

High SES Med. SES Low SES

Figure 3. White Students in "White-Black" Schools over

Ten Years
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De iaticns from the

T.“

4.1

v

xpectcd Mean-Grade Grades

1st 2nd rd 4th th 6th

7 Equivalent

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

—0.2

-004

-0.6

-O.8

-1.0

-102

-104

-1.6

-1.8

—2.0

-2.2

”204 
Rich SES Med. ass Low 833

Figure 4. Black Students in "White-White" Schools over

Ten Years
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Deviations from the

Expected Mean-Grade Grades

Equivalent ‘

1st 2nd rd 4th th 6th
      

 

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

—0.2

.0,4

-0.6

-0.8

-1.0

-1.2

-104

-1.6

-1.8

-2.0

—2.2

‘204

 

High SES Med. SES Low SES

Figure 5. Black Students in "Black-Black" Schools over

Ten'Years
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Deviations from the

Expected Mean-Grade Grades

Equivalent

 

1st 2nd 6th

+3.0

+2.8

+2.6

+2.4

+2.2

+2.0

+1.8

+1.6

+1.4

+1.2

+1.0

+0.8

+0.6

+0.4

+0.2

+0.0

-0.2

“0.4

-0.6

-O.8

-1.0

-1.2

"104'

-1.6

—1.8

—2.0

-2.2

-2.4

 

High SES Med. SES Low SE

Figure 6. Black Students in "White-Black" Schools over

TenlYears
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first, through sixth. Youngsters in seven middle and lower

SES white schools varied from grade to grade, but there was

no great difference between the two sets of students. At

times middle income school students achieved higher, but

in other grades such as the third, fourth, and sixth, the

lower income school students achieved higher than middle

income and were at or above the expected grade equivalent.

B. White Students in "Black—Black" Schools

White Memphis elementary students attending the 37

schools that had remained predominantly black over ten years

showed no consistent pattern to their achievement. (See

Table l and Figure 2.) It varied greatly from grade to

grade. Figure 2 shows this erratic up and down pattern in

the achievement of white students in eight middle and 29

lower income black schools. In the first grade, both middle

and lower income school students are below their expected

grade equivalent. Although their achievement rises and falls

in the same pattern, it is difficult to understand why it

alternates above and below the expected grade equivalent so

wildly. The most erratic swing of the curve occurs in the

sixth grade when white students in middle SES black schools

achieve almost three grade equivalents above the expected

norm, while white students in lower SES black schools are

achieving 1.6 grade equivalents below their norm.

C. White Students in "White-Black" Schools

White Memphis elementary students attending the 16

schools that had been predominantly white in the 1961—62
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school year, and whose student population was_predominantly

black in the l970—7l school year generally scored below

those schools that had remained predominantly white over

ten years. (See Table l and compare Figure l to Figure 3).

Although white students in the four high SES "white-black"

schools consistently achieved at or above the mean, they

did not score as well as white students in high SES "white—

white" schools. White students in four middle and eight

lower income "white—black" schools scored below the expected

grade equivalent. The opposite phenomenon existed in the

schools that had remained predominantly white over ten

years.

D. Black Students in "White-White" Schools

Black Memphis elementary students attending the 57

schools that had been predominantly white for ten years

scored on the average below the expected grade equivalent.

‘This was also true for black students in 37 schools that had

remained predominantly black and 16 schools that had changed

from predominantly white to predominantly black. (See

Table l and Figures 4,5, and 6.) Therefore, despite the

race or the SES background of the school student populations,

black elementary students on the average in Memphis scored

' below the expected grade equivalent. In regard to predomi—

nantly white schools, black elementary students achieved

better in the 49 high SES schools than in the seven middle

or the one lower SES schools for all grades except the third

and sixth. In those two grades, black students achieved

highest in low SES, predominantly white schools. Black
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students in lower SES white schools also seemed to achieve

better than the black students in middle income white schools.

E. Black Students in "Black—Black" Schools

As stated above, black Memphis elementary students

attending the 37 schools that had been predominantly black

over ten years achieved on the average below the expected

grade equivalent. (See Table l and Figure 5). Some other

things can be clearly seen from the graph. First, black

students in the eight middle income black schools are

achieving at a higher rate than black students in the 29

lower income black schools. Although the gap varies slightly-

it stays between .2 and .4 deviations in difference.

Another apparent result is that the black students consist—

ently fall farther below the expected grade equivalent as

they rise in grade level. (There are no high SES black

elementary schools, therefore, no scores are available in

this area).

A very interesting phenomenon can be seen when black

students' scores are compared in onlyimiddle income schools

that are predominantly white, predominantly black, and

changing racially. Black students in predominantly black,

medium SES schools score higher than their counterparts

in predominantly white and racially changing medium SES

schools. (An exception to this is thefifth grade where

black students in predominantly black schools score lower

than in the other two types of schools). This significant

phenomenon is a glaring exception to the hypothesis that

both black and white students achieve the highest when they
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are in predominantly white schools. Black students in

predominantly black, low SES schools also achieve higher

than their counterparts in low SES racially changing schools.

However, they do not achieve higher than the black students

in predominantly white, low SES schools.

F. Black Students in"White-Black" Schools

As stated in section- D, black Memphis elementary

students attending the 16 schools that had once been pre-

dominantly white (l96l-62 school year) and had changed to

predominantly black (1970-71 school year) achieved on the

average well below the expected grade equivalent. (See

Table l and Figure 6). Black students in the four high SES

changing schools scored slightly better than those in four

middle and eight lower SES schools. Black students in

medium SES schools scored slightly higher than those in

lower SES schools. As in predominantly black schools, the

gap got wider between the SES levels as black students

progressed from the first to the sixth grade. They also

fell farther below the expected grade equivalent. Black

students in lower SES changing schools were Over two grades

behind the expected grade equivalent by the time they were

in the sixth grade. These scores were also below those

of black students in predominantly white schools and in pre-

dominantly black schools.

In summary, white students achieved at or above the

expected grade level in each type of racially composed

school, while black students achieved below the expected



28

grade equivalent in these same schools. However, this report

is attempting to examine different racial and SES school

settings with the goal of discovering which learning

environment leads to maximum academic achievement for each

student, and is not intended to show that one race of

students achieves better than another race.

White students generally achieved the highest in schools
 

that remained predominantly white over ten years. They

also generally achieved highest if they were in high SES

schools rather than middle or lower SES schools, despite

the racial make—up of the school. Black students also

ggnerally achieved highest in predominantly white schools.

A noticable and significant exception to this, however,

was the group of black students in predominantly black,

middle SES schools that scored higher than their counter—

parts in middle SES, predominantly white and racially

changing schools.



CHAPTER III -—— DISCUSSION AND ANALYSIS OF RESULTS

The overall results of this study indicate that both

black and white elementary students in Memphis on the

average achieved highest in schools whose student populations

had remained predominantly white over ten years, despite

the socio-economic level of the school population. (The

one large exception to this of black students in middle

class black schools will be discussed later). The overall

results agree with the results obtained in most educational

achievement studies reported in the literature, (Katz,l966;

Wilson, 1959; Wilson, 1960: Coleman, 1966; U.S. Comission

on Civil Rights, 1967; Weinberg, 1965; Weinberg, 1968;

Sexton, 1961; Crowley, 1932; Pettigrew, 1971: Dumbarton

Research Council, 1966; Portland, Oregon, Board of Education,

1964; etc.).

White students in the 57 predominantly white Memphis

schools over a ten-year period scored two to ten months

(+.2 to +.lO deviations) over their white counterparts

attending the 37 predominantly black schools and the 16 schools

that had changed racially from white to black. (The one

exception to this concerning white students is in the sixth

grade in predominantly black middle SES schools. The white

students are almost three years ahead of the sixth grade norm.

A possible explanation could be that there are only eight

schools involved in this particular group and a few very high

achieving students could sharply affect the mean.) Socio—

economically, the white schools were broken down into three

29
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groups: 49 high SES schools, seven medium SES schools,

and one low SES school. These predominantly white schools

for a ten-year period, which experienced very little con-

tact with black students, must have been located in neighbor-

hoods experiencing little racial change. These schools

are described as "stable" schools since the pOpulation of

the neighborhood in which the school is located has remained

fairly constant over an extensive period of time. Although

there is much literature regarding the effect of race and

SES on the educational achievement of elementary students,

there has been very little written on the effect of stability

of neighborhoods, stability of schools, or stability of.

racial composition within schools over an extended period

of time in relation to education.

Stability within a neighborhood surrounding a school

does suggest some sociological factors that might be Opera-

ting to make that school's students better achievers.

Families who have not been excluded from conditions condu-

cive to stability (i.e. jobs, educational qualifications,

adequate housing, suitable incomes, health care, etc.,) can

also be assured of some level of quality education. Their

position within the community assures that accountability

and responsibility for a good education is placed on the

school and society, rather than just on the children them—

selves, (Erickson, Bryan and Walker, 1972). The American

public school system not only mirrors the larger society,

but also significantly maintains it.
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The most significant finding of the study, however,

is reflected in the performance of black students in black,

middle SES schools. Just as in the case with white students,

black students also generally achieved higher in the pre—

dominantly white schools, but by a smaller margin. This

pattern continued for all socio-economic levels, but was

broken by black students in predominantly black middle SES

schools. Although all of the achievement scores of black

Memphis students are below the expected grade equivalent,

the black students in predominantly black medium SES schools

scored higher than their counterparts in predominantly

white and racially changing medium SES schools. Black

students in predominantly black, low SES schools also

achieved higher than their counterparts in low SES racially

changing schools, but lower than the black students in pre-

dominantly white, low SES schools. This phenomenon strongly

suggests the significance of stability over time within

school settings and neighborhoods. The same variables dis—

cussed above that exist in stable white community schools

would be operating within stable black community schools.

Educators often appear to be more accountable and re-

sponsive to the goals of parents in stable middle class en—

vironments because they view this as appropriate majority

American behavior, (Erickson, Bryan, and Walker, 1972).

A teacher's expectations of pupils' academic performance

plays an important part in the classroom and is related to

the social status of the pupil, (Erickson, Bryan, and Walker,

1972; Katz, 1971). Teachers expectations and perceptions of
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pupils' performances have been shown to be educational

self—fulfulling prephecies, (Rosenthal and Jacobson, 1968).

If teachers and parents have mutual goals based on respect

and appreciation of each other's cultural and social status

then student achievement will progress more rapidly.

Teachers and administrators in middle class schools have

been found to less often place the blame on children because

of low IQ levels and feel less contempt and indifference

toward students because they consider them socially equal.

Middle and upper income neighborhoods also usually have

been in control of their school boards and thereby in con—

trol of what goes on in the schools and the method of dis—

tributing rewards, (Sexton, 1961).

Environment has been shown to be a significant factor

in educational achievement. Both black and white middle

class parents expose their children to more of the experi-

ence that are reflected in educational achievement and IQ

tests. This is not to say that middle class cultural.

experiences are better than lower class cultural experiences:

it means, however, that the bias of many tests reflect

middle class life and experiences, which in addition co—

varies with the privilege or power of the predominantly

white majority, (Blauner, 1972). Thus, many test scores are

a less meaningful predictive device for black youngsters.

Studies have shown that middle class background with its

accompanying features of parental education, parental occu—
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pation, parental presence, conversation, and interaction,

etc. have correlated highly with educational achievement,

especially reading scores, (Whitman and Deutsch, 1968).

Another explanation for some higher scores in predominant-

1y tflack schools is student self—concept. Some predom—

inantly black schools which are effectively run by black

administrators and teachers in close contact with black

parents have successfully raised the self-concept of black

students. Recent research has found that this has a direct

correlation with higher academic achievement, (Hogan, 1969;

Brookover, 1962, 1965, 1967, 1969, 1971: Banks and Grambs,

1972).

The studies reported earlier (Coleman, 1966; Weinberg,

1968; U. S. Commission on Civil Rights, 1967; etc.) all

emphasize that both an extensive exposure to high SES stu—

dents and a greater preportion of white students is directly

related to higher academic achievement in both black and

white students. Exposure to higher SES has proved to be a

more critical factor than race: however, in American society

the two factors often are intertwined. The research also

goes on to say that this relationship increases as grade in

school increases and as desegregation in schools increases

over time. Stability of school and neighborhood can only

be inferred from these research findings. It must be em—

phasized that there is a.direct relationship between educa—

tional achievement and the two variables of race and SES in
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the Memphis study and the literature cited. This only

‘means that there is a relationship among the three factors

of achievement, race and SES. It does notLrhowevepy_imp1y

a cause—and—effect relationship. A number of other vari~

ables are operating in a school which cannot be easily

measured; thus, a cause-and-effect relationship must not

be inferred from these findings.

There are many other variables that must enter into

the educational process. Research studies have recently

examined the allocation system in America. They have

found that more dollars, highly rated teaching expertise,

better physical plant, less—crowdaiclassrooms, up—to-date

scholastic aids and resources, and credibility among the

academic community are allocated more to predominantly

white, high and middle class suburban schools, (Katz,l971:

Sexton, 1961: Green, 1969: Pettigrew, 1971: U. S. Commission

on Civil Rights, 1967). Numerous school desegregation

suits have shown that poor, urban, and black schools have

been given the short end of the educational stick. The

longer a school system has been in Operation, the more

entrenched this phenomenon becomes. It is self—perpetu-

ating.

And this phenomenon did exist in the Memphis School

System. The court has ruled that deliberate, segregated

housing and school zoning patterns led to one—race schools,

(Northcross vs. Board of Education; 1971). The court also
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ruled that white—dominated economic practices in Memphis

"denied most of the employment opportunities" to blacks

and that"...the City and County Boards of Education estab-

1ished separate and unequal schools in the immediate

vicinity of Negro concentration." When white families be-

gan an out-migration of Memphis inner city areas, "...the

lending institutions discriminated against blacks, thereby

- 1
- .
‘
1

.
9
I
t
“
,

preventing them from joining the whites in the out-migra+'

tion." This combination of discriminatory economic, housing, é

social, political, and educational practices has led the

 

 
Memphis court to rule (n1 education for black youngsters.

It is this type of practice that could 9:33p lead to higher

academic achievement in predominantly white schools than in

predominantly black or racially changing schools.

Another factor that has a direct relationship to lower

educational achievement in racially changing schools is the

migration process. Both black and white Memphis students

generally achieved below the mean in these schools. Since

both black and white students in predominantly black schools

achieved higher than those in the racially changing schools

it cannot be explained in terms of race. Research studies

indicate that SES data changes as migration occurs, (Taeuber

and Taeuber, 1965; Price, 1969). Higher social class and

more mobile black and white families move out of racially

changing neighborhoods.

In the South, in particular, upwardly mobile black

families still tend to move to and/or reside in neighborhoods
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that are predominantly black and middle class. If these

neighborhoods were white, they might be thought of as lower

or working class neighborhoods. But a purely economic defi-

nition does not suffice here. They must be perceived as

black medium SES neighborhoods with all the accompanying

Sociological attributes of middle class neighborhoods such

as steady income, high aspirations of families, strong

parental influence, etc. Physical separation on the basis

of race as well as SES is still very much a part of the

 prevailingznnlity of social existence. 0n the other hand, a?

what is suggested here is that upwardly mobile people share

many psychological and structural advantages Over individ—

uals and groups that are less mobile. From the perspective

of this study, therefore, the children of black and mobile

families are in a more advantagebus position in the learn-

ing and educational process than their less mobile counter—

parts. The findings in this study show that black young—

sters in predominantly black middle class schools are clear—

ly leading other black youngsters in achievement. The

influence of middle class life with all the variables

accompanying it cannot be ignored. Poor blacks and whites,

however, cannot afford to relocate and so are forced to

remain in‘lower SES neighborhodds with transient popula-

tions, often equipped with inferior, run-down schools, (Levy,

1970: Katz, 1971: Sexton, 1961: U.S. Commission on Civil

JRights, 1967: U.S. Commission on Civil Disorders, 1968).
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Memphis migration patterns corresponded directly with

school segregation practices, (Northcross vs. Board of

Education, 1971). The ruling in the 1971 court suit against

the school board of Memphis indicated that as out-migration

(of white families occurred, boundary lines were changed to

perpetuate one—race schools. Also little was done by the

school board to minimize overcrowing in predominantly black

schools. The court ruled these schools to be academically

inferior. Possible migration of black families which could

have relieved overcrowding, was further curtailed by

racially restricting actions of the FHA, the Memphis Housing

Authority, realtors, and lending institutions. The school

board participated in these actions by discriminating in

the location and construction of new Memphis schools.

Inherent in this analysis of changing achievement

scores related to migration patterns within a city is the

"tipping phenomenon." Basically, it centers around just

how many black students can be enrolled in a school before

white families flee from the school and the neighborhood.»

Educators have tended to use the figure of 30-40% black

students within a school as the maximum number of black

students before white families move. School and city

officials explain the tipping phenomenon in terms of chang-

ing residential housing patterns, busing, voluntary attempts

at increased integration such as transfers, fear of crime

and violence, blatant racism, and/or ignorance,("The Tipping
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Point", Newsweek; November 1972). School and city officials
 

have done little to alleviate the ignorance of white parents

who express fear of the unknown situation of their children

attending classes with black children or a drop in the

quality of education. Until this is dealt with, "tipping"

will continue to occur. are

In summary, the results of this study show, based on

manipulations of the data, that overall, both black and white

elementary students in Memphis, Tennessee, generally
 

 
achieved the highest in schools whose student populations 1‘;

A!

has remained ppedominantlquhite over a ten— year period de-

spite the Socio-economic status of the school. Both black
 

and white elementary students in Memphis, Tenessee, achieved
 

the lowest in schools whose student populations had changed
 

from predominantly white to predominantly black over a ten-

year period, despite the socio-economic status of the.school.

White students in a small sample of Memphis elementary
 

schools that had remained predominantly black over ten years

had an erratic pattern of high and low achievement: thus

from this study little can be accurately concluded regard-

ing white student achievement in predominantly black schools

in Memphis. Because there were no high SES predominantly
 

black elementary schools in Memphis, Tennessee, no achieve—
 

ment scores in this area were available for analysis; thus

nothing can be concluded regarding either black or white

elementary students in this type setting. Black elementary
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students in predominantly black middle class schools

achieved appreciably higher than their black counterparts

in predominantly white middle class schools and in racially

'changing middle class schools. This is a most significant

and notable exception to the hypothesis that all students,

both black and white, will achieve their highest in pre-

dominantly white schools. Black elementary achievement

scores in Memphis were consistently below white elemen-

tary achievement scores despite the racial composition of

the school over ten years or the SES of the school. All ?

 
black elementary students in Memphis, Tennessee, were

achieving below the expected grade equivalent and fell .

further behind as they advanced from the first to the sixth

grades. The pervasive patterns of Memphis residential and

school segregation have a direct relationship to elemen-

tary academic achievement.



CHAPTER IV-- CONCLUSIONS AND RECOMMENDATIONS

Conclusions
 

In the study, school racial composition and socio-

economic data and their relationship to black and white

elementary student achievement in Memphis, Tennessee, have

been analyzed. It was hypothesized that educational achieve-

ment is at or above the expected mean-grade equivalent for ;

I
]

1

,
'
§

.
.
-
.
.

.
,

I
n
.
“

both black and white students when the racial composition

of a school has remained majority white; and conversely,

 
that educational achievement is below the expected mean- E g

grade equivalent for both black and white students when the *4

racial composition of a school has remained majority black or

has racially changed from white to black over a period of

time. With one large exception, this was essentially borne

out by the test results.

This large exception is very significant, however, and

cannot be ignored. While the results confirm the hypothesis

generally, the strength of this study lies in the insight

that can be gleaned from examining black students' scores

in predominantly black, middle SES schools. The higher

academic achievement of black students in black, middle class

settings is an exciting finding and raises a very important

point for proponents of both integration and segregation

methods of education. This finding suggests that integra-

tion is not necessarily a factor in increasing the academic

achievement of black youngsters. It suggests that there are

other factors operating in middle income black schools that

40



41

have somehow raised academic achievement of black young—

sters. This finding also raises some serious questions in

regard to our measures of success and our measures of ,

achievement in schools. Because tests scbres (and the

way they are tabulated and designed) are so based on white

middle class influences, they often are not an accurate

‘measure of black youngsters' success. Thus, educational

achievement data is often a less meaningful predictive de-

vice for blacks. Educational achievement data also does

not say anything about all the other kinds of factors oper—

ating in schools, communities, families, and individual

youngsters. It especially does not reflect the goals of

education for black parents and their youngsters. It is in

light that high achievement of black youngsters in black

middle class schools must be viewed as significant and must

suggest new ways to examine achievement in the future.

It must be strongly emphasized that while there is a'

direct relationship between educational achievement and the

two variables of race and SES in this study, that this in

no way should imply a cause—and-effect relationship. A

number of other variables are Operating in a school setting

which cannot be easily measured; thus, a cause-and—effect

relationship must not be inferred from these findings.

This study's findings show that there is still a ques-

this

tion of unequal access to opportunity structures in American

society, including quality of education. Poor and black

 g
-
"
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children are still at a relative disadvantage when it comes

to access to those avenues in society that lead to success.

Court rulings in the Memphis case also showed that the dis-

parity in educational quality, employment opportunities,

housing, school zoning, migration, and economic conditions.

played a major role in the lower academic achievement of v .

black and poor youngsters. The structural reality of pres— E 1_

ent racial divisions is thus reflected in unequal educa—

tion. This is, indeed, a sad indictment against American

education which professes to be free and equal for all.  
Recommendations
 

The results of this study on the Memphis Public School

System are not unique. The majority of other U.S. city

public school systems, North and South, exhibit similar

characteristics in regard to patterns of migration, segrega—

tion, and educational achievement. The picture is indeed

dismal, especially when one considers the voluminous amount

of research on the educational achievement of black and

white youngsters and how little of this has actually made

a positive impact on educational officials who are respon—

sible for school policy.

. A recent piece of research examined the impact of the

explanations of the poor academic performance of low-income

youth on research and its implications for educational prac—

tice and social policy, (Hill, 1971). Hill did a content

analysis of 71 research articles regarding educational achie
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ment of low-income youth proposing that the literature-

follows these three conceptual models in explaining poor

academic performance: (1) the clinical perspective which

assumes that poor academic performance is a function of

cognitive, personality, or cultural deficiencies in the

child or the child's environment; (2) the structural

approach which assumes that there are specific peripheral

defects in the nature and organization of the processes in

the school; and (3) the systemic perspective which prOposes
 

that there are pervasive structural defects in thesehool—

ing process which restrict a youth's option to attain know-

ledge competence and future work skills. Hill found that

no one study was based on the need for massive systemic

overhaul. Instead, the vast majority of research on aca-

demic achievement in regard to the disadvantaged was pre-

' dicted on the first conceptual model, the clinical perspec-

tive. Poor academic achievement was most often blamed on

the students themselves, their families, and their cultural

backgrounds.

In the Memphis study, this author has purposely refrained

from citing those sources whose assumptions seem inher-

ently biased against poor and black children. Many studies

may use identical data and statistical techniques, but

Operated from vastly different frames of reference. This

Memphis study does not blame poor academic performance on

racial or genetic characteristics. It is necessary to see
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beyond mere academic achievement scores taken by themselves.

SES status, stability of families and neighborhoods, teach—

er expectations of pupil performance, student self—concept,

and parental input into school policies are all related to

academic achievement. It is also necessary to examine the

educational, housing, social, political, and economic system

that continues to perpetuate vast inequities for a large

portion of American school children. Although much of

JenckS' (1972) findings and conclusions are unacceptable or

questionable in light of other research studies, he does

make a final recommendation that seems most appropriate for

this study. Jencks states that American public policy has

contributed little toward equality. The manipulation of

marginal institutions like schools will not change the real

fiber of American life. Educational change will only come

about by political control over economic institutions that

shape society. Jencks sees a socialistic change as the

only real change and answer to the educational and equality

gaps in American society. In the light of our past failures

perhaps more than ever this suggestion must now be seriously

examined by educators, sociologists, and public policy

makers.
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