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A scale to measure student perceptions of school interracial climate was de-
veloped. Items were written to reflect contact theory criteria for successful
desegregation. Nearly 3,100 students in five middle schools responded to a
pool of Likert-format items. Those responses were factor analyzed, and four
JSactors emerged: Interdependence, Supportive Norms, Association, and Equal
Status. Total scale internal consistency reliability was .89. The scale correlated
highly with measures of proportion of other-race friends, cafeteria integra-
tion, classroom racial balance, and teachers’ perceptions of successful desegre-
gation. This was taken as evidence of the scale’s construct validity. Students’
responses to the School Interracial Climate Scale then were used to predict
their attitudes in other school-related areas. Students who believed the con-
tact theory criteria were begin met in their school had higher quality of school
life scores, a higher sense of academic efficacy, and for whites, fewer per-
ceived differences between a white and a black friend.

The 1954 Brown v. Board of Education Supreme Court decision held that
racially segregated schools were unconstitutional. This decision has had a
significant impact on American public education. Although the implemen-

1The authors thank Sandra Damico for her contributions to this project; Jamie Algina and Linda
Crocker for their assistance in data analysis; Janice Guinyard, Stanley Johnson, D’Annette
Lauray, Lester Margolin, Dan Marquez, Janice Travis, and Tony Yeanuzzi for their assistance
with data collection; and the students and faculty who agreed to answer our questions.
2All correspondence should be sent to Charles W. Green, Department of Psychology, Hope
College, Holland, Michigan 49423.
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tation of the decision was delayed a number of years, the late 1960 and early
1970s saw a large number of court decisions requiring the desegregation of
many of the nation’s largest school systems (Kirp, 1982). Williams, Fisher,
and Janis (1956) predicted that such desegregation would provide social scien-
tists with an excellent natural laboratory for the study of intergroup con-
tact. Others must have agreed, for in the past two decades, hundreds of studies
of desegregated schools have been conducted (see Carithers, 1970; St. John,
1975; Schofield, 1978; and Stephan, 1978, for extensive reviews of the liter-
ature). Unfortunately the answer to the implicit question asked by all of these
researchers still is not clear: “What are the effects of desegregation upon
schools and students?” (Crain, 1976).

DESEGREGATION RESEARCH

Literature reviews consistently conclude that findings are mixed and
that no apparent solutions exist to clarify the confusing results (Cohen, 1980).
Researchers have offered various explanations for the apparently mixed
results of their studies. For example, many of the studies have been theoreti-
cal evaluations of schools or school systems undergoing desegregation of their
student and faculty populations (Schofield, 1978). While many of those evalu-
ations have been valuable in illuminating short-term changes in desegregat-
ing schools, the atheoretical approach has limited the researchers’ ability to
focus on theoretically important variables, led researchers to emphasize differ-
ent processes and outcomes, and reduced the comparability of the studies.
In addition, there has been a dearth of reliable and valid instruments (St.
John, 1975). Researchers have created their own instruments, often without
testing the reliability or validity of measures in advance. Given the absence
of a comprehensive theoretical guide, various researchers have examined un-
related questions, further diminishing the ability to generalize or synthesize
from their findings.

The legal basis of the Brown decision was the court’s declaration of
the unconstitutionality of the “separate but equal” principle. However, the
implicit theoretical basis of many social science studies of desegregation has
been the proposition that blacks and whites will drop their stereotypes and
their hostilities and become friends if they are brought together. This early
version of contact theory (see Amir, 1976, for a thorough review) was criti-
cized by Gordon Allport (1958) nearly three decades ago. In his classic work,
The Nature of Prejudice, Allport discussed the effects of contact on inter-
group relations and hypothesized that contact would increase intergroup ten-
sions unless several conditions were present in the environment. These same
conditions were the basis of Cook’s “railroad study” that brought prejudiced
whites into contact with blacks in optimal environments and measured the
extent of attitudinal change (Cook, 1969). The Allport-Cook version of con-
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tact theory holds that before desegregation within an organization can be
successful, the following conditions must be met:

1. Equal status must be accorded to members of all racial and ethnic
groups.

2. The organization must be structured in such a way that all groups
are interdependent upon one another as they work toward common goals.

3. The social norms of that organization must support positive inter-
group interactions.

4. The environment must be structured in such a way that there is poten-
tial for members of different groups to come to know each other as in-
dividuals.

5. Group members should contradict prevailing stereotypes others have
of them.

These contact theory criteria are widely cited in the literature but have
not been as widely used to guide desegregation research. A number of
researchers believe that the work of Allport and Cook should lead us to ex-
pect outcomes dependent upon the extent schools meet the contact theory
criteria (Bullock, 1978; Pettigrew, Useem, Normand, & Smith, 1973). Ac-
cording to this line of thought, schools where the contact criteria are present
should have relatively harmonious intergroup interactions and positive in-
tergroup attitudes. Schools where the contact criteria are absent should have
relatively negative intergroup relations.

SCHOOL SOCIAL CLIMATES

The presence or absence of the conditions specified by contact theory
can be conceptualized as indicators of a school’s interracial climate. Moos
(1973) identified the study of organizational climates as one important way
of coming to an understanding of environmental impacts upon human be-
ings. Assessing environmental climates typically has involved asking various
members of an organization or locale to indicate the extent of their agree-
ment or disagreement with a number of statements concerning the nature
of the social environment. The social climate of a wide range of human en-
vironments has been studied. Trickett and Moos (1973, 1974) examined the
classroom environments of a number of different high schools in terms of
both academic and interpersonal dimensions. Davidson, Hofmann, and
Brown (1978) assessed the interracial climates of Indianapolis high schools.
Schneider (1973) measured bank customer perceptions of their bank’s or-
ganizational climate and related those perceptions to the probability that cus-
tomers would take their accounts to another bank. Pargament, Silverman,
Johnson, Echemenda, and Snyder (1983) measured the environmental cli-
mates of religious congregations and found important differences by size,
race, and denomination.
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In discussing environmental climate as a theoretical construct, Parga-
ment et al. (1983) stated that it “has been used to refer to psychologically
meaningful representations of an environment. . . . [it is] a central cognitive
construct which intervenes between the setting and the attitudes and behavior
of the individual” (p. 353). They further noted that the use of the concept
of climate in this way involves three assumptions. The first assumption is
that different environments have different climates. This assumption is similar
to Moos’s (1973) assertion that different environments have distinctive “per-
sonalities” in much the same way that people have different personalities.
The second assumption is that climate is a psychosocial construct. This con-
struct is related both to the nature of the setting and to the personal qualities
of those who are a part of that setting. In asking an organization’s members
for their perceptions of the organization, one receives information both about
the setting being described and about the persons describing it. The third
assumption of those who study environmental climates is that the milieu and
the individual affect each other in a reciprocal fashion. There is no unidirec-
tional line of causation from one to the other; both are constantly changing
each other. Kaye, Trickett, and Quinlan (1976) offer evidence that environ-
mental climate ratings are consistent in important ways with other means
of assessing the social environment such as ratings by outside observers and
content analysis of verbal interactions. Climate ratings, then, are not simply
reports of a “shared myth” to which organization members subscribe. The
ratings can be useful ways of gaining important information about the en-
vironment.

The present study was designed to develop a reliable and valid measure
of the interracial climate of desegregated schools based on the contact the-
ory criteria. The resulting scale was used to assess the extent to which five
middle schools met the various contact theory criteria for successful desegre-
gation. Student responses to the scale were used to help predict their atti-
tudes toward their school, their attitudes toward other-race students, and
their sense of control over their academic efforts.

CONSTRUCTION OF THE SCALE
Method
Scale
Approximately, 3,300 middle school students (Grades 5-8) from five

different schools in a Southeastern community responded to the question-
naire items. Fifty percent of the students were male and 50% were female.
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Of the respondents 70% were white and 30% were black, a ratio that was
closely approximated in each school. All students who failed to answer four
items or more were excluded from the data set. An additional 462 students
did not respond to three or fewer items; 75% of those failed to answer only
one item. No item or set of items was overrepresented among those unan-
swered. For these students, stepwise multiple regression was used to estimate
missing values on the interracial climate scale (Brown, 1977). The final data
set contained 3,082 students.

Scale Development

Statements were written to reflect the four contact theory criteria that
deal with the nature of the social environment (equal status, supporting so-
cial norms, interdependence, and acquaintanceship potential). Ideas for a
number of items were obtained from short essays written by 30 middle-school
students concerning black-white student relations.® An initial pool of 61
Likert-type items was developed. The 5-point response continuum ranged
from strongly agree to strongly disagree. The item pool was administered
to students in each of the five schools in the spring of 1980.

Because of the possibility that black and white students would differ
in their view of the interracial climate, the response of the black and white
students were analyzed separately. This made it possible for the factor struc-
tures of the two groups to be compared. A decision then was made as to
whether separate scales would be needed for blacks and whites or whether
one scale could be used for all students (Mulaik, 1972). The scores were stan-
dardized so that the pooled within-group variances were 1.0 for each item.
Variance/covariance matrices were calculated separately for whites and for
blacks. The matrices were then factor analyzed separately, and four factors
emerged for each group. Several indices revealed that the factor structures
of black students and white students were very similar. Coefficients of fac-
tor congruence ranged from .90 to .95, indicating that the four factor of
the white group were nearly identical to the four factors of the black group.
The size of the loadings of the items of the factors was similar, as was the
percentage of variance accounted for by each of the factors. Because these
three measures strongly suggested that the factor structures for the two groups
were very similar, the responses of the black and white students were com-
bined and further analyses utilized data provided by both white and black
students.

3]t is possible that some of these students may have been asked to respond to the items we deve-
loped. At the most, however, they would constitute less than 1% of the sample, and any risk
their inclusion might entail is slight.
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Reliability

Subjects’ responses were randomly divided into an item analysis sam-
ple (N = 1,504) and a cross-validation sample (N = 1,578). Factor analyses
were performed on the item analysis sample to determine the factor struc-
ture of the items. Reliability coefficients were calculated on the cross-
validation sample. This cross-validation procedure reduced the likelihood that
spuriously high correlations between two or more variables found in one sam-
ple would both distort the factor analysis and inflate the reliability estimates.
Working with the item analysis sample, a correlation matrix was computed
for the 61 items. Communality estimates of each of the variables were calcu-
lated using multiple R?s. A principal axes factor analysis was performed
(Guertin & Bailey, 1970) and both orthogonal and oblique rotations were
tried and compared. The items that loaded most highly on the emergent fac-
tors were chosen to form subscales representing those factors. After select-
ing the items for the final scale, total scale and subscale reliability coefficients
were computed on the cross-validation sample.

Validation

Data were collected on a number of other variables to provide infor-
mation on the construct validity of the scale. In each instance, the object
was to see if the school means varied on the interracial climate scale in a
predictable manner that was related to the school means on each of the vali-
dation criteria. Six measures were used to test the validity of the scale.

Other-Race Friends. Students were asked to indicate the proportion of
their friends who were of a different race than they from 1 (almost none
of my friends) to 5 (almost all of my friends).

Cafeteria Integration. The number of interracial seating adjacencies in
the school cafeterias was plotted, coded, and converted into standard score
measure (Campbell, Kruskal, & Wallace, 1966). This could be considered
the behavioral analog of the other-race friend question. The expected num-
ber of black/white adjacencies assuming randomness is subtracted from the
number of observed adjacencies. The difference is then divided by the stan-
dard deviation of the adjacencies assuming randomness, a process that is
comparable to z-score computations. Negative numbers indicate more aggre-
gation than under randomness and positive numbers indicate less aggrega-
tion than under randomness. This technique was used successfully by
Schofield and Sagar (1977) in coding interaction in a desegregated middle
school in Pittsburgh, PA.
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Attitudes Toward School. The Battle Attitude Toward School Scale
(Damico, Hines, & Northrop, 1975) was administered, and black/white differ-
ences in general attitudes toward school were computed.

Classroom Resegregation. Another measure was based on Koslin, Kos-
lin, Pargament, and Waxman’s (1972) findings that resegregation by class-
room within a desegregation school is related to negative desegregation
outcomes. The amount of resegregation that occurred within the five
schools of the sample was determined by comparing a random sample of
classroom racial ratios with the overall 70/30 ratio found in each school.

Multicultural Orientation. Using questions from a teacher survey de-
veloped by the National Opinion Research Center (NORC; Narot, 1973),
faculty members indicated the extent to which their schools had a generally
multicultural orientation that reflected and included minority as well as
majority persons and interests.

Teacher beliefs about the success of desegregation at their schools were
measured by asking other questions from the NORC study (Narot, 1973).

Each of these measures was correlated with the total scale score of the
interracial climate scale. It was predicted that schools where students had
more positive responses on the interracial climate scale would be schools with
a higher proportion of other-race friends, greater racial integration in the
school cafeterias, less within-school resegregation by classroom, a more mul-
ticultural orientation, and more positive teacher ratings concerning the suc-
cess of desegregation. Positive correlations therefore were predicted between
the climate scale and each of these validation measures. A negative correla-
tion was predicted between the climate scale and the black/white difference
measure of the attitude toward school scale. This prediction was based on
the hypothesis that fewer black/white differences in school attitudes would
be related to higher climate scale scores and greater black/white differences
should be associated with lower climate scale scores.

Results
Scale Development and Reliability

A principle axes factor analysis was performed on the item analysis sam-
ple and a five-factor solution seemed most satisfactory when evaluated by
criteria summarized in Mulaik (1972). The eigenvalue of the sixth factor was
significantly smaller than that of the fifth factor and accounted for much
less of the variance among the items. The conceptual clarity of the six-factor
solution was poor as well. For these reasons, five principal axes factors were
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rotated to both orthogonal (Varimax) and oblique (Simple Loadings) solu-
tions. There were moderate interfactor correlations in the oblique rotation,
ranging from .09 to —.53. The oblique solution also provided better simple
structure, as there were fewer items that had high loadings on more than
one factor. The oblique approach therefore was preferred.

The first factor of the analysis was composed almost entirely of items
written to measure the concept that ali groups are interdependent as they
work toward common goals. The factor was named “Interdependence.” The
second factor consisted of items written to measure student perceptions of
the organizational norms. Nearly all of the items specifically reflected teacher
and/or principal expectations and desires. All items were phrased in a posi-
tive direction, and the factor has been labeled “Supportive Norms.”

The third factor contained negatively worded items reflecting Cook’s
proposal that intergroup interactions should present the individual involved
with an opportunity for personal frichdship. The factor has been labeled “As-
sociation.” The criterion of “Equal Status” was reflected in the fourth fac-
tor. A number of status sources were represented (i.e., administration, faculty,
and peer sources of status), and there were a balance of positively and nega-
tively worded items. The fifth factor was important from the factor analysis
perspective; its inclusion in the factor rotation was necessary for the clear
emergence of the first four factors. Few items loaded highly on the fifth fac-
tor, however, and it was not clear conceptually. Consequently, the factor was
not used as a basis for selecting items for the final scale.

Items that constituted the first four factors were ordered according to
the size of the loadings on each factor. Those items with loadings greater
than .35 on a factor were selected to represent that factor as subscale
of the final version of the School Interracial Climate Scale (SICS). The items
selected to form each subscale and their loadings on the factors represented
by the subscales can be found in Table I. The complete scale comprises 43
items.

The internal consistency reliability of the SICS was calculated on the
cross-validation sample using Cronbach’s alpha (Cronbach, 1951). The to-
tal test reliability was .89, indicating that, even though the scale was mul-
tidimensional, at a higher level of abstraction the items reflected the same
construct. The interdependence subscale had an alpha coefficient of .74; sup-
portive norms, .67; association .68; and equal status, .66.

Validity
Schoolwide means were computed for the total score of the SICS and

were correlated with means for each school on the six validation measures.
The SICS scores were highly correlated with the proportion of students’ other-
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race friends, the amount of racial integration in the schools’ cafeterias, the
amount of classroom racial balance within the schools, and the attitudes of
each teacher toward their own school’s desegregation, (Table II).4

Two of the validity coefficients did not support our hypothesis.
Black/white differences in general attitude toward school were correlated
in the opposite direction than was predicted. Few differences between black
and whites were obtained in general attitudes toward school at any of the
five schools, however. The fact that these difference scores were all near zero
makes the correlation coefficient difficult to interpret. A positive correla-
tion was expected between the School Interracial Climate Scale and the dis-
cussion of racial issues in school classes. It was believed that such discussions
would occur in schools with more favorable interracial climates. However,
a negative correlation was obtained between these measures. Discussions with
school personnel indicated that teachers were more likely to conduct such
discussions when they were having trouble with interracial issues. Rather than
being a sign of acceptance and appreciation of difference, the discussions
were largely unsuccessful attempts to reduce classroom tensions and hostili-
ties. The large size of many of the validity coefficients, and the fact that 11
of the 13 coefficients calculated were in the predicted direction, offer some
evidence of the construct validity of the scale being developed.

PREDICTING STUDENT ATTITUDES

Method

Sample

Approximately one-third of all the students in each of the five schools
who took the School Interracial Climate Scale also responded to a series of
questions concerning their perceptions of their school, their impressions of
same- and other-race friends, and their sense of control over their academic
achievement. These students were randomly selected from each school. A
sample of 767 students was obtained, with 538 whites and 229 blacks. There
were nearly equal numbers of male and female students.

*When one is working with a small sample, yet wishes to retain the relative subtlety or paramet-
ric as opposed to nonparametric correlational procedures, Hayes (1963) recommended the use
of the Pearson product-moment correlation to determine the magnitude of the relationship
between two variables. At the same time, he suggested that the probability levels associated
with coefficients be ignored as unreliable when based on a sample as small as the one employed
in this study (n = 5 schools). This is the procedure followed here. The correlation coefficients
presented in Table II, therefore, are descriptive measures only; no inference can be made to
a broader population. Given the scale development purposes of the present study, that does
not seem to be a major limitation.
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Table I Correlations Between the SICS and the Construct Vali-
dation Measures

Correlation
1. Number of other race friends .89
2. Cafeteria racial interaction 77
3. White/black school attitude differences® .44
4, Classroom racial balance 43
5. School multiculturalness
Are multiethnic texts used? .61
Are there special projects dealing with
intergroup problems? 14
Are there class discussions on race? -.20
Is there a class on minority group history
or culture? 33
6. Teacher attitudes
Is desegregation working? .60
Is there contact between black and white
pupils? .57
Are any teachers unfair to blacks? .65
Are any teachers unfair to whites? .97
Are school activities integrated? .88

“Negative correlation was predicted.

Measures

Contact. A measure was derived from the School Interracial Climate
Scale which assessed the number of contact dimensions present for each in-
dividual. Each student’s scores on the SICS subscales (equal status, inter-
dependence, supportive norms, and association) were calculated by summing
the responses to the individual items and dividing by the number of items
per subscale. The median subscale score was found, and individu-
al scores were compared with the median. If a student’s subscale was
above the median, he or she was assigned a score of 1 for that sub-
scale. If the subscale score was below the median, a score of 0 was
assigned. The new scores for each subscale were summed, creating
a contact score that ranged from 0 (below the median on all four subscales)
to 4 (above the median on all four subscales). This procedure was used to
assess the number of contact theory criteria the student perceived as being
relatively present in his or her school. A sum of all subscale scores could
be affected by extreme scores on one dimension; this measure provides, in
a straightforward manner, information about the number of criteria the stu-
dents believe is present in their school. Students were nearly evenly distributed
across the five levels of the new contact variable.

Quality of School Life. Students were asked two questions pertaining
to the quality of life they perceived at their school. The first question was,
“Ts this a good school or a bad school?” and the second question asked, “Is
this a friendly school or an unfriendly school?” Both questions were answered
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on a 5-point Likert response continuum that ranged from very good (friend-
ly) to very bad (unfriendly).

Friend Ratings. Students also were asked to rate both a white friend
and a black friend on a series of traits (cooperative/uncooperative, energet-
ic/lazy, sloppy/near, pleasant/unpleasant, dependendable/undependable,
trustworthy/untrustworthy, intelligent/slow, friendly/hostile, resentful/help-
ful, and clean/dirty). Responses again were measured on a 5-point continu-
um, then summed for each friend. Other-race friend ratings were subtracted
from same-race friend ratings so that a difference score was obtained. Posi-
tive difference scores indicated that the same-race friend was rated more posi-
tively; negative difference scores indicated that the other-race friend was rated
more positively. A score of O represented equal ratings for the two friends.

Academic Efficacy. Students were asked 12 questions pertaining to their
perceptions of the academic climate in their school. The questions were used
by Brookover et al. (1978) in their studies of students’ sense of control over
their academic achievements. The questions related to student norms for doing
well or for doing poorly in school, individual sense of control over academic
performance, and students’ sense of teacher support for doing good school-
work. The items were measured on a 5-point response scale; the responses
were summed and divided by 12. A score of 5 indicated the highest sense
of academic efficacy and a score of 1 corresponded to the lowest sense of
efficacy.

Analyses

Separate 5 X 2 (Contact x Sex) factorial multivariate analyses of var-
iance were performed for black and white students with the two quality of
school life questions, the difference in friend ratings, and the academic ef-
ficacy score as dependent measures. Analyses were done separately for the
two race groups because of the desire to examine qualitative as well as quan-
titative differences between them. Sex was included as an independent vari-
able because of the numerous findings that sex differences are important in
understanding school desegregation processes (Schofield, 1982). Informa-
tion pertaining to differences among the five schools is reported by Damico,
Bell-Nathaniel, and Green (1981).

Results
White Students

A5 x 2 (Contact X Sex) factorial multivariate analysis of variance
(based on Wolk’s criteria) for white students yielded a significant main ef-
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Table III. Dependent Variable Means for Each Level of “Contact” for White
Students

Number of Climate Scale subscales on
which students scored above the median®

0 1 2 3 4

Good/bad school® 239, 2.88, 3.11, 3.34, 3.88.
Friendly/unfriendly school® 2.66, 3.08, 3.19, 3.44, 3.80,
Perceived differences in same

and other race friends® 1.06, 72, 44, .33, .24,
Sense of academic efficacy” 3.66. 3.76, 3.91, 3.84,, 4.09.

“Within rows, means with different subscripts are significantly different
from each other at p < .05, Duncan’s Multiple Range test.

b1 arger numbers indicate more positive responses.

°Smaller numbers indicate fewer perceived differences.

fect for contact, multivariate F(16, 1604.5) = 14.88, p < .001, and for sex,
multivariate F(4, 525) = 5.94, p > .001. The interaction of contact and sex
was not significant, multivariate F(16, 1604.5) = 1.31, p < .201.

In order to identify the sources of the significant multivariate effects,
separate Contact X Sex univariate factorial analysis of variance were per-
formed on each of the four dependent variables. Follow-up means tests were
done using Duncan’s Multiple Range Test.

Significant effects for the contact variable were found for all four de-
pendent measures (Table IIT). Those students who saw more of the contact
criteria present in their school also perceived that their school was a good
place rather than a bad place, F(4, 528) = 31.19, p < .001, and a friendly
place rather than un unfriendly place, F(4, 528) = 27.21, p < .001. Higher
contact scores were associated with perceiving fewer differences between white
and black friends, F(4, 528) = 17.37, p < .001. Students with higher con-
tact scores also had a greater sense of academic efficacy than students who
reported their school met fewer of the contact criteria, (4, 528) = 14.32,
p < .001. There was a monotonic increase in each dependent measure across
the five levels of contact, indicating that for every additional contact criteri-
on perceived to be present in the environment, there was a corresponding
increase, not always statistically significant, in positive responses to the de-
pendent measures.

Gender differences were found for the two quality of school life ques-
tions. Females were more likely to see their school as a good place than were
males (3.45 vs. 2.91), F(1, 528) = 18.14, p < .001. They also believed their
school to be a friendlier place than did their male classmates (3.48 vs. 3.08),
F(1, 528) = 13.03, p < .001.
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Table IV. Dependent Variable Means for Each Level of “Contact” for Black
Students

Number of Climate Scale subscales on
which students scored above the median®

0 1 2 3 4
Good/bad school 2.04, 2.56,, 2.98,. 3.28,. 3.76.
Friendly/unfriendly school 2.74, 2.85, 3.49, 3.52, 3.73,
Sense of academy efficacy 3.38, 2.48, 3.52, 361, 3.92,

“Within rows, means with different subscripts are significantly different
from each other at p < .05, Duncan’s Multiple Range test. Larger numbers
indicate more positive responses.

Black Students

A Contact x Sex factorial MANOVA (based on Wilk’s criteria) for
the black students yielded a significant main effect for contact, multivariate
F(16, 660.5) = 5.76, p < .001, and for sex multivariate F(4, 216) = 5.09,
p < .001. The Contact X Sex interaction was not significant, multivariate
F(16,660) = 1.46, p < .11,

In order to identify the sources of the significant multivariate effects,
separate Contact X Sex factorial univariate analyses of variance were per-
formed on each dependent variable and Duncan’s Test again was used to
specify differences among cell means.

Analyses of the responses of the black students indicated that there were
significant effects for contact for three of the four dependent measures (Ta-
ble 1V). Those students who saw more contact theory criteria present in their
environment also perceived their school as a better place, F(4, 219) = 13.33,
p < .001, and a friendlier place, F(4, 219) = 8.36, p < .001, than those
students who saw fewer criteria being met. There was also a significant ef-
fect for academic efficacy; those students who were above the median on
all four contact subscales also were higher than all other students in their
sense of control and support academically, F(4, 219) = 8.33, p < .001. No
differences for contact were found for patterns of rating black and white
friends.

Two gender differences were found among black students. Males’ rat-
ings of their black friends were only slightly more positive than their ratings
of their white friends (difference score = .04). The ratings of the females
showed greater in-group bias (difference score = 0.14), F(1, 219) = 10.48,
p < .001. At the same time, black females had higher academic efficacy scores
than black males (3.72 vs. 3.53), F(1, 219) = 6.97, p < .01.
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The SICS provides evidence to support the Allport-Cook version of
contact theory. Both Allport and Cook predicted that the conditions under
which interracial contact takes place would have an important impact upon
the nature of the interracial behaviors and relationships that would develop.
Amir’s (1976) review of the literature generally supported this view of inter-
racial contact; circumstances of contact are important in determining its
effects.

DISCUSSION

The scale development analyses indicated that the School Interracial
Climate Scale is a reliable and valid instrument that can be useful in the study
of school desegregation. The validation results show that the scale correlat-
ed with the proportion of students’ other-race friends, the multicultural orien-
tation of the school, teacher perceptions about the success of desegregation
at the school, a good distribution of black and white students throughout
the school’s classrooms, and the relative integration of black and white stu-
dents in the school cafeteria at mealtime. The validation measures represent
a variety of constructs, measured in a variety of ways, which increases con-
fidence in the construct validity of the scale. However, because there is no
accepted standard against which to compare the results of the SICS, concur-
rent validity cannot be assessed. In addition, the sample of five schools is
very small, and the scale needs to be tested in other locations.

The use of the scale to predict individual students’ attitudes illustrated
the transactional nature of environmental climates; there were differences
not only among schools but also among students within schools. The SICS
can be used to summarize global perceptions within schools, and compare
the average responses from one school to average responses at another school.
It can be used to compare the perceptions of different groups within a school.
The attitudes of individual students also can be measured so that personal
beliefs and experiences can be better understood.

The SICS was predictive of a number of conceptually different depen-
dent variables. General attitudes toward school, ratings of same- and other-
race friends, and sense of academic efficacy all were affected by students’
perceptions of their school’s interracial climate. The effects of those percep-
tions are not limited to scope; one’s views about interracial climate are as-
sociated with many important aspects of one’s schooling. It is important to
note that this is true for both white and black students. White students who
perceived a relatively negative interracial climate were less positive in their
views of their school as a good or a friendly place. They also were much
less egalitarian in their ratings of white and black friends. Those white stu-
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dents with a contact score of three or four rated their friends with signifi-
cantly less regard for race than did thier peers with contact scores of zero
or one. The perceived interracial climate also affected perceptions of the aca-
demic climate for black and white students. This suggests that in desegregat-
ed settings the academic performance of all students is related to successful
integration in the school.

Blacks’ perceptions of the interracial climate affected their general per-
ceptions of school and their sense of academic efficacy as well. Contact had
no impact on black students’ ratings of same- and other-race peers, however.
All black students tended to see their white and black friends similarly regard-
less of their contact scores, with the similarity being greater for males than
for females. It is possible that because blacks made up only 30% of their
schools’ populations, most of them were forced to become acquainted with
white as well as black students. Their smaller percentage would make them
more likely than whites to be seated next to an other-race student in class,
for example. The “forced” integration may give them less control over the
development of their friendships and may in turn permit black students to
interact with others with less consideration for race.

There were a few gender differences in students’ responses. White fe-
males were more positive in their evaluations of the quality of school life
than were their male peers. Black males perceived fewer differences between
their white and black friends than did black females, which is consistent with
other studies that show black males are more likely to have integrated friend-
ship circles than black females (Schofield, 1982). Black females’ academic
efficacy scores were higher than the scores of black males. This may be related
to Felice’s (1981) finding that in one community black males were slightly
more likely than black females to drop out of school before they received
a diploma. His study indicated that black students who drop out of school
do so primarily because of their belief that nothing they do in school will
improve their chances for a successful life.

In his review of research presented to the Supreme Court in the Social
Science statement, that was part of the 1954 Brown v. Board of Education
decision, Cook (1984) reaffirmed his belief that the contrast theory criteria
are important determinants of successful desegregation. Our research pro-
vides support for Cook’s contentions that positive interracial environments
do exist in some desegregated schools. Those climates, in turn, are associated
with school experience for both black and white children in the ways predicted
by contact theory.

The present findings suggest that the School Interracial Climate Scale
could be used by researchers in a variety of ways as they study desegregated
schools. As in the present study, the perceptions of interracial climate could
be used as an independent variable predicting the effects of the perceived
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climate on other important measures. The SICS could also be used as a de-
pendent variable in tests of the effectiveness of one or more desegregation
strategies. As a reliable, valid, and theoretically based scale it can help
researchers come to a better understanding of the social processes that occur
within desegregated schools.
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