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INTEREST OF AMICI CURIAE.Jl

The individual amici are: Amy Stuart Wells, Professor
of Sociology and Education at Teachers College, Columbia
University; Jomills Henry Braddock II, Professor of Sociol-
ogy at the University of Miami; Linda-Darling Hammond,
Charles E. Ducommun Professor of Education at Stanford
University; Jay Heubert, Professor of Law and Education at
Teachers College, Columbia University; Jeannie Oakes,
Presidential Professor in Educational Equity at the Univer-
- sity of California, Los Angeles; and Michael A. Rebell,

Professor of Law and Educational Practice at Teachers
College, Columbia University. All have conducted research
and written widely on issues concerning race and educa-
tion. Amici’s qualifications are listed in the Appendix.

The Campaign for Educational Equity at Teachers
College Columbia Umversﬁzy seeks to promote excellence
in education and to overcome the gap in educational access
and achievement between advantaged and disadvantaged
students throughout the United States. The Campaign is
committed to strengthening the movement for quality
public education by providing research-based analysis of
key education policy issues and demonstrations of im-
proved policy and practice,

Amici present a wealth of evidence rega.rdmg the
positive, long-term benefits of K-12 integration for stu-
dents and society.” Should the Couwr’ determine that the

! This brief supports the Respondents in Nos. 05-908 znd 05-915,
Pursuant to Rule 37.3(a), the parties have consented to the filing of
amicus briefs. No party or its counsel authored this brief in whole o1
part, and no person or entity other than amici, their members or their
counsel made a monetary contribution to the preparation and submis-
sion of this brief. The individual amici appear in their personal
capacities and do not intend to convey the views of their affiliated
institutions on the questions presented. The Campaign for Educational
Equity similarly appears on its own behalf and does not necessarily
convey the views of Teachers College or Columbia University.

* In considering the benefits of diversity in higher education, the
Court has relied on social science evidence presented by amici curiae,
including evidence outeide the record. Grutter v. Bollinger, 539 U.S.
316, 330 (2003).
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Seattle and Louisville school assignment plans must
survive strict scrufiny, this research establishes that
school districts have a compelling interest in promoting
racial integration in elementary and secondary schools.

SUMMARY OF ARGUMENT

The purpose of Brown v. Board of Education — so
simple and yet so remarkable — was to end “root and
branch” the forced separation of the races in elementary
and secondary education. Green v. County Sch. Bd., 391
U.S. 430, 438 (1968). The Brown Court based its water-
shed rejection of “separate but equal” on the undeniable
evidence of the profound, lifelong effects of segregation on
African American students. Brown v. Board of Educ., 341
U.S. 483, 494 & n.11 (1954). This research led the Court to
conclude, rightly, that the years children spend in K-i2
education are critical, and that segregation during these
years “may affect their hearts and minds in a way unlikely
ever to be undone.” Id. at 494. That conclusion inexorably
led - to the Court's holding that segregation deprived
African American students of equal protection of the laws.
Id. at 495. It also gave rise to a new hope: that exposure to
integrated settings early in life would improve opportuni-
ties for all students, break the cycle of racial separation in
the Unitéd States, and yield generations of Americans
more apt to construct an equal, open society.

Decades of social science research have vindicated
that promise, demonstrating that Brown's purpose re-
mains vital. That purpose will erode substantially if, as
Petitioners contend, school districts cannot safeguard the
integrated setting Brown recognized as crucial. Petitioners
challenge the Seattle and Louisville plans as racial classi-
fications that must satisfy strict scrutiny by furthering a
compelling interest. Amici note, however, that the plans
are not the kind of race-based policies that treat people of
different races differently and therefore trigger strict
scrutiny; rather, the plans are the kind of local, positive
integration effort that the Court expressly has endorsed.
See Swann v. Charloite-Mecklenburg Bd. of Educ., 402
U.S. 1, 16 (1971).
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Should this Court nevertheless apply strict scrutiny, it
should hold that school districts have a compelling interest
in ensuring that K-12 schools are racially integrated. In
past cases, the Court has recognized the numerous bene-
fits of integrated educational environments, which help
foster the robust exchange of ideas essential to academic
inquiry, Regents of the Univ. of Cal. v. Bakke, 438 U.S. 265,
312 (1978) (Powell, J.), and better prepare students for
work and citizenship, Grutter v. Bollinger, 539 U.S. 306,
330 (2003). The Court also has emphasized the pivotal role
of education in “maintaining the fabric of society.” Id. at
331. These considerations “apply with added force to
children in grade and high schools,” Brown, 847 U.S. at
494, but a constitutional barrier to voluntary integration

-will mean, in many districts, that students of different

races may never occupy the same classroom. That outcome
would be catastrophic: “[Ulnless our children begin to
learn together, there is little hope that our people will ever
learn to live together.” Milliken v. Bradley, 418 U.S. 717,
783 (1974) (Marshall, J., dissenting).

These were not just rhetorical flourishes by past
Courts and Justices, nor is the support for a compelling
interest in K-12 integration limited to theoretical musings. -
The precedents reflect and are confirmed by decades of
social science research — both quantitative, survey-based
research and qualitative, in-depth interview-based studies
— on the long-term individual and sccietal benefits of
integrated education. The research demonstrates, at least
in the context of K-12 schools, that school districts have a
compelling interest in promoting integrated education.

The research shows, first, that there is a significant
difference between higher education and K-12 education
when it comes to fostering the intergroup-relations skills
needed to function in a diverse society and global economy.
Because all children must attend elementary and secon-
dary schools, the potential mix of students in these schools
is more diverse than in college, where student access often
is limited by prior achievement and ability to pay. More-
over, cross-racial understanding develops more easily and
more completely in younger minds than it does even in
early adulthood. Students who attend integrated schools
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before entering higher education or the workforce are
more likely to function effectively in diverse settings as
adults. By comparison their peers who lack similar
childhood experiences frequently are less comfortable and
function less effectively with people of different racial
backgrounds.

Second, there are profound long-term beneﬁts for
students who attend a racially mixed public school. As
noted above, integrated school experiences better prepare
students to function in the complex, multicultural world
that they will inherit. Many beneficiaries of integrated K-
12 education attribute their success in the workplace to
their ability to interact with-co-workers and clients of
different cultural backgrounds; by learning to adapt to
diverse environments when they are young, students enjoy
increased life opportunities as adults. In this regard it
bears note that the Court recently expressed the view that
in twenty-five years -affirmative action should no longer be
necessary. Grutter, 539 U.S. at 343. Because K-12 integra-
tion improves the future life chances and job effectiveness
of students, barring positive integration efforts like those
in Seattle and Louisville will undermine rather than
accelerate progress toward that goal.

Third, and strongly related to the above points, the
personal benefits for students who attend integrated K-12
schools translate into societal benefits. The development of
intergroup-relations skills helps ease the potential ten-
sions inherent in our increasingly diverse democracy and

—improves the strategic position of U.S. corporations within

the global economy. School districts that fail to promote
integration at the elementary and high school level are
thus doing their local constituents and the larger socxety a
disservice.

The research supporting these findings has unfolded
in phases. The original body of research on the long-term
effects of integration was survey-based and focused on the
life opportunities of African American graduates of deseg-
regated schools. More recent quantitative and qualitative
research has broadened this inquiry to examine how attend-
ing an integrated school affects the racial attitudes and
life opportunities of students of all races. The qualitative
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research includes one study of particular relevance here —
extensive - interviews of graduates of integrated high
schools in Louisville and Seattle. Together, the research
demonstrates that the long-term benefits of integration
not only flow to all students regardless of race but also
carry over to improve the health of our economy and our
democracy. In light of these benefits, school districts
clearly have a compelling interest in fostering integration
in K-12 education.

ARGUMENT

Petitioners begin from the premwise that the Seattle
and Louisville plans are “presumptively invalid” racial
classifications that must survive strict scrutiny. Brief for
Pet'r at 23, Parents Involved in Cmty. Schs. {“PICS"] v.
Seattle Sch. Dist. No. 1 (No. 05-908). They then argue,
among other things, that the plans fail the threshold test
of strict scrutiny because there is no compelling interest
supporting voluntary, as opposed to judicially enforced, K-
1.. integration. Id. at 33-38; ¢f. Gratz v. Bollinger, 539 U.S.
244, 270 (2003) (stating the requirements of strict scru-
tiny) (citing Adarand Constructors, Inc. v. Pena, 515 U.S.
200, 227 (1995)).

At the outset, amici note that Petitioners’ premise is
faulty. The Seattle and Louisville plans are not affirmative-
action programs such as those at issue in Gratz and Ada-
rand, and thus warrant only rationality review rather than
strict scrutiny’ But even assuming that strict scrutiny

? The plans are “‘fundamentally different from almost anything
that the Supreme Court has previously addressed’” under strict
scrutiny. PICS v. Seattle Sch. Dist. No. 1, 426 F.3d 1162, 1193 (9th Cir.
2005) (en banc) (Kozinski, J., concurring) (quoting Comfort v. Lynn Sch.
Comm., 418 F.3d 1, 27 (1st Cir. 2005) (en banc) (Boudin, C.J., concur-
ring)). The plans do not prefer one racial group over another, but merely
assign students noncompetitively to schools within their respective
districts: “That a student is denied the school of his choice may be
disappointing, but it carries no racial stigma and says nothing at all
about that individual’s aptitude or ability. The programls] do[] use race
as a criterion, but only to ensure that the population of each .public
school roughly reflects the city’s racial composition.” Id. at 1194. Each

(Continued on following page)




applies, the Seattle and Louisville plans further the
compelling interest of local school districts in fostering
integr uted educational environments for K-12 students.
This conclusion flows not onlv from judicial precedents but
also from decades of social science research demonstrating
that all students, regardless of race, experience lifelong
benefits from attendmg integrated schools that, in turn,
yield economic and social benefits for the United States.
Given the unique importance of K-12 public education and
the incontestable benefits of integrated schools, the Court
should have no reluctance in holding that Respondents’
" plans further a compelling interest.

"I Should the Court Apply Strict Scrutiny, Prece-
dent Supports Finding a Compelling Interest in
K-12 Racial Integration.

Brown rejected “separate but equal” in part because of
the long-term negative effects of forced segregation on
African American students. See 347 U.S. at 493-94 (“To

~separate them from others of similar age and qua]iﬁcatiqns

plan thus is nothing more, and nothing less, than a proper exercise of
local authority to promote integration. See Dayton Bd. of Educ. v.
Brinkman, 433 U.S, 406, 410 (1977) (“[L]ocal autonomy of school
districts is a vital national tradition.”). The Court previously has
endorsed this kind of local, positive integration effort;

School authorities are traditionally charged with broad
power to formulate and implement educational policy and
might well corclude . . . that in order to prepare students to
live in a pluralistic society, each school should have a pre-
scribed ratio of Negro to white students reflecting the pro-
portion for the district as a whole. To do this as an
educational policy is within the broad discretionary powers
of school authorities. . ..

Swann v. Charlotte-Mecklenburg Bd, of Educ., 402 U.S. 1, 16 (1971); see
also Keyes v. School Dist. No. 1, 413 U.S. 189, 242 (1973) (Powell, J.,
concurring) (“Nothing in this opinion is meant to discourage school
boards from exceeding minimal constitutional standards in promoting
the values of an integrated school experience.”). The Court, therefore,
may affirm on the basis of the districts’ plainly rational purpose in
safeguarding integration.
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solely because of their race generates a feeling of inferior-
. ity as to their status in their community that may- affect
their hearts and minds in a way unlikely ever to be un-
done.”). The continued racial segregation of many public
schools suggests that Brown’s promise of equal educational
opportunity remains unfulfilled, even if de jure segrega-
tion is no longer the proximate cause. Indeed, the Court’s
jurisprudence has evolved to offer a positive justification for
promoting K-12 integration rather than simply a negative
reason to undo de jure segregation.

In the context of university admissions, the Court has
recognized the compelling benefits of racial diversity.
Almost thirty years ago, Justice Powell noted that diver-
sity helps promote the “robust exchange of ideas” essential
to academic inquiry. Bakke, 438 U.S. at 312 (Powell, J.)
(internal quotation marks and citation omitted). The Court
recently adopted Justice Powell’s diversity rationale,
recognizing that a diverse educational environment
improves “cross-racial understanding, helpling] to break
down racial stereotypes.” Grutter, 539 U.S. at 330 (inter-
nal quotation marks and citations omitted). The result is a
learning environment that “‘better prepares students for
an increasingly diverse workforce and society, and better
prepares them as professionals.’” Id. (quoting Brief for Am.
Educ. Res. Asg'n et al. as Amici Curiae at 3). Diversity
thus contributes to the “pivotal” role of education in
“preparing students for work and citizenship” and “main-
taining the fabric of society.” Id. at 331.

If diversity in higher education has value, then these
concerns operate even more strongly in the context of K-12
integration. As the Court recognized in Brown, the K-12
years are a critical formative period in the development of
young minds and future citizens. See 347 U.S. at 494.
Demographics also confirm the point: While less than 43
percent of all 18-24-year olds in the United States are
enrolled in college or have earned a postsecondary degree,’

! See U.S. Census Bureau, Tuble 3: Educational Attainment of the
Population 15 Years and Over, by Marital Status, Age, Sex, Race, and
Hispanic Origin: 2003, at http://www.census.gov/population/www/
socdemo/education/cps2003/tab03-01.pdf (last modified June 29, 2004). .

o




the American public education system serves almost 90
percent of the school-age population.’ Meanwhile, the K-12
student population is becoming more diverse.every year.
In the 2004-05 school year, only 57 percent of students
enrolled in public schools were white, down from 78
percent thirty years ago.’ Children enrolled in public
schools today will grow up in a society that is far more
diverse culturally and racially than the environment of
their parents. Learning to function effectively within an
integrated environment, therefore, is one of the most
important lessons schools can teach our next generation of
leaders, workers, parents and community members.

II. Social Science Evidence Overwhelmingly Con-
firms the Compelling Benefits of Racially In‘e-
grated Elementary and Secondary Schools.

In his ground-breaking work The Nature of Prejudice,
published just months before Brown, Gordon W. Allport
argued that prejudice arises and persists in the absence of
meaningful contact among peéple with disparate racial
backgrounds. Allport “challenged the notion that simple
encounters among different people would be sufficient to
reduce prejudice.” Instead, he wrote, “contact must reach
below the surface. . Only the type of contact that leads
- people to do things together is likely to result in changed
attitudes.” Allport’s “contact hypothesis” predicted that
certain situational conditions would -be necessary for
intergroup contact to reduce prejudice: (1) equal status of

® Nat1 Ctr. for Educ. Stats., U.S. Dep't of Educ., What Are the

Enroliment Trends in Public and Private Elementary and Secondary .

Schools?, http://nces.ed.gov/fastfacts/display.asp?id=65 (last visited Oct.
7, 2006) (citations omitted).

¢ See NAT'L CTR. FOR Epuc. Stars., U.S. DEPT OF EDUC., THE
CONDITION OF EDUCATION 2006 IN BRIEF 5 (2006), available at http:/
nces.ed.gov/pubs2006/2006072.pdf (1ast visited Oct. 7, 2006).

’ Biren (Ratnesh) A. Nagda et al., Looking Back as We Look Ahead:

Integrating Research, Theory and Practlce on Intergroup Relations, 62
J. SOC. ISSUES 439, 440 (2006).

¢ GORDON W. ALLPORT, THE NATURE OF PREJUDICE 276 (1954).




9°

group participants; (2) common goals that transcend
differences; -(3)an atmosphere .in . which :.cooperation
outweighs competition; and (4) support for intergroup
contact from authority, law or custom.’ As others noted,
given the segregated nature of U.S. housing," this kind of
contact was most likely to occur in an institution like the
public school."” Indeed, Allport believed that intergroup
contact among school-age children would be highly effec-
tive in overcoming prejudice.” Early integration, he
argued, would give students a comfort level with people of
different backgrounds that would yield lifelong benefits."

The arrival of desegregation provided nearly ideal
conditions for testing Allport’s contact hypothesis. With
decades of data, social scientists have confirmed its valid-
ity, particularly as it pertains to the long-term effects of
integrated public education. Policy makers and courts
often focus on the short-term outcomes of desegregation,
such as student achievement and young students’ racial
attitudes. But adult graduates of integrated schools — and
the researchers who study them — are better able to assess
the lifelong impact of integrated educational experiences
on students and society. It is only after these graduates
have gone to college or into the workforce that they fully

* Thomas F. Pettigrew, Intergroup Contact Theory, 49 ANN. REV.
PsYCHOL. 65, 66-67 (1998); see also ALLPORT, supra note 8, at 276;
Nagda et al., supra note 7, at 440.

¥ See David M. Cutler et al., The Rise and Decline of the American
Ghetto, 107 J. PoL. ECON. 455 (1999); John E. Farley & Gregory D.
Squires, Fences and Neighbors: Segregation in 21st Century America,
CoNTEXTS, Winter 2005, at 33, 34. _

¥ Sidney H. Aronson, Review: The Nature of Prejudice, 2 SocC.
ProBs. 113, 114 (1954); see generally RAyMOND W. Mack, OUr CHIL-
DREN'S BURDEN: STUDIES OF DESEGREGATION IN NINE AMERICAN
COMMUNITIES (1968).

¥ ALLPORT, supr"a note 8, at 510-11.

B Id. at 310, 511; see also Tamara Towles-Schwen & Russell H.
Fazio, On the Origins of Racial Attitudes: Correlates of Childhood
Experiences, 27 PERSONALITY & SoC. PSYCHOL. BULL. 162 (2001).
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appreciate how integration made it much easier for them
to live and work in a diverse democracy."

Early quantitative long-term effects research focused -
on African American students’ life opportunities and racial
attitudes, and found that graduates of integrated schools
were more likely as adults to enter into, and thrive in,
integrated college, work and social environments. More
recent quantitative research has broadened the inquiry to
examine the racial attitudes of all graduates who experi-
enced K-12 integration; it confirms that, even controlling
for other relevant factors such as family background,
integrated schooling has a direct, significant effect in
improving graduates’ racial attitudes and ability to inter-
act with persons of other races. Qualitative, in-depth
interview-based research has examined how integrated
education helps bring about these outcomes. Comprehen-
sive nationwide case studies — including studies of Louis-
ville and Seattle public school graduates — make clear that
the simple act of “being there” in an integrated environ-
ment on a daily basis yields benefits that students carry
throughbut their lives, particularly in their ability to
function in a diverse society and competitive economy.
These findings demonstrate the compelling interest in
: safeguardmg K-12 integration.

A. Quantitative Research Has Demonstrated
That Attending Integrated Schools Im-
proves the Racial Attitudes and Life Op-
portunities of Students.

Early Quantitative Analyses. The first studies of
the long-term effects of school integration were quantita-
tive analyses of survey and other outcome data from

" See Susan E. EAToN, THE OTHER BOSTON BUSING STORY: WHAT'S
WoN AND LosT ACROSS THE BOUNDARY LINE 37 (2001); AMY STUART
WELLS ET AL., BOTH SIDES Now: THE STORY OF DESEGREGATION'S
GRADUATES (Harvard Univ. Press, forthcoming Spring 2007) (manu
seript at 247, on file with Wells).
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African American graduates of desegregated schools.” The
research showed that. African American -graduates. of
integrated K-12 schools were more confident in their
ability to navigate. racially diverse settings.'® As adults,
these graduates tended to move into more racially inte-
grated settings and, consequently, experienced enhanced
social mobility.” According.to one review of long-term
effects literature, African American students’ experiences
in racially diverse public schools “provide[d] the socializa-
tion for aspirations and entrance to higher{-]level occupa-
tions, development of the interpersonal skills useful in
interracial contexts, and reduced social inertia leading to
increased tolerance and willingness to participate in
desegregated environments.”™®

This research supports Braddock’s “perpetuation
theory,”® which explains why segregation tends to repeat

¥ Amy Stuart Wells & Robert L. Crain, Perpetuation Theory and
the Long-Term Effects of School Desegregation, 64 REV. EpUC. RES. 531
(1994); see also Jomills Henry Braddock II & James M. McPartland,
Assessing School Desegregation Effects: New Directions in Research, 3
RES. Soc. Epuc. & SOCIALIZATION 259 (1982}, Jomills Henry Braddock
I et al., A Long-Term View of School Desegregation: Some Recent
Studies of Graduates as Adults, 66 Pr1 DELTA KAPPAN 259 (1984);
Marvin P. Dawkins & Jomills Henry Braddock II, The Continuing
Significance of Desegregation: School Racial Composition and African
American Inclusion in American Society, 63 J. NEGRO EDUC. 394 (1994).

'* See Wells & Crain, supra note 15; see also, e.g., Jomills Henry
Braddock II, The Perpetuation of Segregation Across Levels of Educa-
tion: A Behavioral Assessment of the Contact-Hypothesis, 53 Soc. Epuc.
178 (1980). '

" See Dawkins & Braddock, supra note 15; Wells & Crain, supra
note 15; see also Jomills Henry Braddock II et al., Applicant Race and
Job Placement Decisions: A National Survey Experiment, 6 INT'L J. SocC.
& Soc. PoLY 3 (1986); Jomills Henry Braddock II & James M. McPart-
land, How Mir:>rities Continue To Be Excluded from Equal Employment
Opportunities: Research on Labor Market and Institutional Barriers, 43
J. Soc. IssuEs 5 (1987).

* Dawkins & Braddoc;k; supra note 15, at 395-96.

¥ See generally Braddock, supra note 16; James M. McPartland &
Jomills Henry Braddock II, Going to College and Getting a Good Job:
(Continued on following page)
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]

itself “across the stages of the life cycle and across institu-
tions when individuals have not had sustained experiences
in desegregated settings earlier in life.” It posits that
segregated groups will tenid to overestimate the degree of
hostility they will encounter in integrated settings or
underestimate their skill at coping with interracial ten-
sions.” Consequently, segregated groups will avoid inte-
gration, thereby perpetuating segregation.

In a review of twenty-one early long-term effects
studies, Wells and Crain® found demonstrable support for
both the contact hypothesis and perpetuation theory. By
analyzing outcome data across the studies, they showed
that African American graduates of racially mixed schools
were thuch more likely than their segregated peers to
make choices that placed them in integrated and, in some
circumstances, more advantageous environments. They
“also found that graduates of integrated schools generally
had higher — but also more realistic, given their prior
educational achievement — occupational aspirations than
graduates of segregated schools.” These findings under-
scored the importance of access to the kinds of occupational

The Impact of Desegregation, in EFFECTIVE SCHOOL DESEGREGATION:
EQUALITY, QUALITY AND FEASIBILITY 151 (Willis D. Hawley ed., 1981).

® McPartland & Braddock, supra note 19, at 149,
' Braddock, supra note 16, at 181.
2 Wells & Crain, supra note 15.

® Id.; see also Marvin P. Dawkins, Black Students’ Occupational
Expectations: A National Study of the Impact of School Desegregation,
18 UrBAN Epuc. 98 (1983), William W, Falk, Mobility Attitudes of
Segregated and Desegregated Black Youths, 47 J. NEGRO EDUC. 132
(1978); Robert K. Gable et al., The Effects of Voluntary School Desegre-
gation on Occupational Outcomes, 31 VOCATIONAL GUIDANCE Q. 200
(1983). The evidence was stronger as to the finding regarding realism
than to optimism; one of the four studies that addressed this issue
found African Americans who attended racially diverse schools to have
- slightly lower occupational expectations. See Jon W. Hoelter, Segrega-
tion and Rationality in Black Status Aspiration Process, 55 S0C. EDUC.
31(1982). '
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information that then ﬂowed through predommantly

- white institutions and networks.” .

Wells and Crain also found that, controlling for key
variables such as social class and test scores, African
American graduates of desegregated high schools were
more likely to attend predominantly white universities.”
They completed more years of education, earned higher
degrees and majored in more “nontraditional” occupations
than graduates of all-black schools.” Similarly, they were
more likely to have racially diverse social and professional
networks, and they were more likely to work in profes-
sional jobs in integrated corporations and institutions.”
Each outcome translated into enhanced social mobility
and income.

Recent Quantitative Work. While early studies
focused on the life chances of African Americans, more
recent work has broadened the inquiry to include the

" See, e.g., W.E.B. DuBois, Does the Negro Need Separate Schools?,
4 J. NEGRO EpuUC. 328 (1938); Mark S. Granovetter, The Sirength of
Weczk Ties, 78 AM. J. Soc. 1360 (1973).

% Wells & Crain, supra note 15. This set of stuches included, most
notably, Braddock, supre note 16, but also Robert L. Crain, School
Integration and the Academic Achievement of Negroes, 44 SoC. Epuc. 1
(1971); Julie E. Kaufman & James E. Rosenbaum, The Education and
Employment of Low-Income Black Youth in White Suburbs, 14 EpucC.
EvVALUATION & POLY ANALYSIS 229 (1992); and Kenneth L. Wilson, The
Effects of Integration and Class on Black Educational Attainment, 53
Soc. Epuc. 84 (1979),

* See Robert L. Crain & Rita Mahard, School Racial Compositions
and Black College Attendance and Achievement Test Performance, 51
Soc. Epuc. 81 (1978). There was one exception to this finding: Crain
and Mahard found that, in the South, African American graduates of
desegregated schools were slightly less likely to attend college or earn a
college degree. The opposite was true in the North,

. Wells & Crain, supra note 15. This set of studies included, most
notably, ROBERT L. CRAIN & JACK STRAUSS, SCHOOL DESEGREGATION
AND BLACK OCCUPATIONAL ATTAINMENTS: RESULTS FROM A LONG-TERM
EXPERIMENT (Ctr. for the Soc. Org. of Schs., Report No. 359, 1985),

_ Braddock ¢t al., supra note 17; Braddock & McPartland, supra note 17,

and Robert i. Crain, School Integration and Occupational Achievement
of Negroes, 75 AM. J. SocC. 593 (1970). .
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racial attitudes of students of all races. It confirms that
improvements in racial attitudes and intergroup skills are
not limited to African American attendees of integrated
schools.

Weod and Sonleitner”® examined whether “equal-
status contact™ in a school environment, “particularly
during the formative years, would engender more positive
raci.] attitudes among young persons that would endure
into adulthood.™ Analyzing survey data from 292 white
adults in Oklahoma City, they found that school-age
interracial interaction not only “disconfirmed negative
racial stereotypes, but had a direct, significant effect on
levels of adult antiblack prejudice even controlling for
other relevant factors” such as family income and educa-
tion level.” Their findings were especially significant
because they included a control group of white adults who
had experienced little childhood exposure to African
Americans.”

Towles-Schwen and Fazio also studied adult racial
attitudes as they related to childhood contact with other
racial or ethnic groups. They asked undergraduates at a
large Midwestern public university to match judgmental
adjectives - e.g., “good” or “bad” — to pictures of faces of
African Americans and members of other minority
groups.- The study included as independent variables the
subjects’ degree of contact with members of other races in
elementary, middle and hlgh sthool, as well as their
parents’ racial attitudes.” There was a direct, significant

—

% Peter B. Wood & Nancy Sonleitner, The Effect of Childhood
Interracial Contact on Adult Antiblack Prejudice, 20 INT'L J. INTERCUL-
TURAL REL. 1 (1996).

® Id. at 1 (noting equal-status contact as one of Allport’s four
conditions for contact thut ameliorates prejudice).

* Id.

% Id. (emphasis added),

= Id.

¥ Towles-Schwen & Fazio, supra note 13, at 162-67.
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correlation between the frequency of childhood intergroup
interaction and positive racial attitudes® ~ and the earlier
the interaction, the better the student’s attitude. The
study also concluded that childhiood interactions had the
potential to ameliorate or negate parental influence:
“[Elarly positive experiences with Blacks are critical to
overcome the awkwardness and anxety felt by vpeople
whose parents are prejudiced.”

This research provides empirical, statistically signifi-
cant ev:lznce that multiracial exposure in elementary and
secor- f.xy schools enhances the life opportunities of
students, helps break the cycle of segregation, and negates ‘
prejudice and stereotypes.”

* Id. at 167 (*[RJespondents who reported more positive interac-
tions with Blacks in high school had significantly more positive
attitudes . ...”).

* See id. at 171-72.
* Id. at 170-71.

. ¥ Some have criticized this research because of the potential for
“self-selection” bias. Brief of David J. Armor et al. as Amici Curiae in
Support of Pet'rs at 22, PICS v. Seattle Sch. Dist. No. 1 (No. 05-908) &
Meredith v. Jefferson County Bd. of Educ. (No. 05-915) (arguing that
study subjects were more likely to come from families who were more
open to integration in the first place, and that therefore the long-term
effects might be the result of factors other than integrated schooling).
Many early researchers, however, employed strong control variables,
including parents’ racial attitudes, to tease out the impact of desegre-
gated schools. E.g., Towle.-Schwen & Fazio, supra note 13, at 162-67. In
addition, Crain and Strauss examined students who had been selected
randomly to participate in an integration plan and compared their
outcomes to those who were not selected. CRAIN & STRAUSS, supra note
27, This study, free of any self-selection bias, demonstrated that African
American participants were more likely to go to college, and that female
participants who did not go to college were much more likely to be
working with mostly white co-workers in higher-status jobs. Finally, the
overwhelming preponderance of the evidence, across a wide variety of
studies, so favors the Allport hypothesis as to minimize any self-
selection concerns.
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B." Qualitative Research Confirms That K-12

" - ‘Integration Enhances Students’ Ability To
Function and Succeed in a Diverse Work-
force and Society.

Several important qualitative studies have expanded
upon the quantitative analyses discussed above by exam-
ining the how and why behind the positive outcomes that
result from integrated education. In the late 1990s, Eaton
conducted in-depth interviews of sixty-five African Amen-
can graduates of METCO, a voluntary transfer program
that assigned urban Boston students to predominantly
white, affluent suburban schools.”® From 1999 to 2004,
- Wells, Holme, Revilla and Atanda (“Wells et al.”) per-
formed a second analysis® consisting of in-depth case
studies of six high schools across the country that had
undergone desegregation by the late 1970s.“ Most re-
cently, Wells led a third qualitative study using in-depth
‘interviews of adults who graduated from integrated public
schools in Seattle and Louisville in the mid-1980s.”

“ EATON, supra note 14.

® WELLS ET AL., supra note 14; see also Jennifer Jellison Holme et
al , Learning Through Experience: What Graduates Gained by Attend-
ing Desegregated High Schools, 38 EQUITY & EXCELLENCE EDUC. 14
(2005); Amy Stuart Wells et al., How Desegregation Changed Us: The
Effects of Racially Mixed Schools on Students and Society,
http://www.tc.columbia.edu/desegregation (Mar. 30, 2004).

* The study involved, among other things, interviews of 242
graduates of six high schools. that were integrated by the 1970s: John
Muir (California), Topeka (Kansas), Dwight Morrow (New Jersey), West
Charlotte (North Carolina), Shaker Heights (Ohio) and Austin (Texas).
The interviewees — 135 whites, 79 African Americans, and 21 Latinos -
were sampled carefully to reflect a wide range of experiences and
characteristics (e.g., racial/ethnic identity, family background,
- neighborhoods of residence, school achievement and extracurricular
involvement). The only constant across all graduates was their atten-
dance at racially diverse high schools in the late 1970s. As a result, the
correlation between their school experiences, their level of intergroup
understanding and theu- future opportunities is highly significant and
profound.

“ Through a grant from the Ford Foundation, Amy Stuart Wells,
Jacquelyn Duran, Terrenda White, Jolena James-Szanton and Jennifer
(Continued on following page)
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These graduates almost universally reported that the
value of their experiences in integrated schools became all
the more apparent after they had graduated: Most respon-
dents said that it was only when they got to college or the
workplace that they realized what they had learned vis-a-
vis those who had not attended integrated schools. Com-
pared to these peers, the graduates said, they were more
open-minded, less prejudiced, and less fearful of other
races. Many graduates said that, because of their altered

worldviews, they were far better prepared for life in a

global economy and more adept at reaching across cultures
and nationalities on the job, and they attributed these
skills to their experiences in integrated schools. These
studies, therefore, demonstrate that graduates of inte-
grated schools carry benefits from their experiences
throughout their lives, particularly in their ability to
function in a diverse society and in a highly competitive
global economy, when compared to graduates of more
segregated schools. ’

Jellison Holme interviewed forty-two graduates of the 1985 and 1986
classes of Central, Fern Creek and Louisville Male High Schools in
Louisville, and Franklin, Garfield and Ingraham High Schools in
Seattle. The schools were selected based on their varied locations in the
two districts and the consequent breadth of student backgrounds and
experiences at each school in the mid-1980s. Graduates were sampled
randomly, either from lists of all graduates provided by reunion
organizers (Louisville) or from lists of graduates who responded to e-
mail messages sent out by alumni association members seeking
participants for the study (Seattle). Nineteen of the interviewees were
from Louisville, and twenty-three were from Seattle. Twenty-two
respondents were white, fourteen were African American, four were
Asian/Pacific Islanders and two were of mixed race. The findings
reported here were the most robust and salient experiences of gradu-
ates according to data coded from the six schools. While the brief
necessarily quotes selected statements, each quote is representative of
many statements from other graduates. The authors have submitted
the study for publication with the Teachers College Record, a refereed
scholarly journal. See Amy Stuart Wells et al., Refusing To Leave
Desegregation Behind: A Study of Louisville and Seattle Graduates of
Racially Diverse Public Schoois (submitted Oct. 9, 2006) (manuscript on
file with Wells),
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1. Graduates of Integrated Schools

- -Learned How To Interact with People
of Other Racial Backgrounds at
School, and as Adults Are More Com-
fortable Around Such Persons Than
Those Without an Integrated K-12
Experience.

A transcendent theme that emerges from all three
studies is that graduates of integrated schools are far more
accepting of and comfortable with people of other racial
backgrounds than those who lack an integrated K-12
experience, METCO graduates reported that they were far
more comfortable in diverse or predominantly white set-
tings than their friends or family members.” The Wells et
al. interviewees reported similar comfort levels that, they
said, resulted from firsthand experiences that ran counter
to racial stereotypes.” White graduates emphasized how
their experiences in integrated high schools had made them .
more accepting of people of other racial backgrounds,
particularly African Americans and Latinos, than other
white people they knew.” African American interviewees
noted that they felt less intimidated by, fearful of or subser-
vient toward white people.”” For all but a small handful of
graduates, just “being there” in integrated schools left them
with a fundamentally altered worldview.”

The Seattle/Louisville interviews yielded sumlar
results. Graduates recalled some intra-school division by
race, but most noted that cross-racial friendships were not
uncommon and that diverse cliques formed on a regular
basis, particularly in connection with athletics and extra-
curricular activities. One graduate of Seattle’s Garfield
High School spoke for many of the interviewees when he
identified extracurricular activities as opportunities for

“ EATON, supra note 14, at 19,

* WELLS ET AL., supra note 14 (manuscript at 245).

“ Id. (manuscript at 259-64).

* Id. (manuscript at 267-70); see also Holme et al., supra note 39.
* Holme et al., supra note 39, at 18,
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members of different races to participate on equal footing:
“There’s a camaraderie that builds rather quickly when
you play sports or if you're part of a band or whatever.
That seems to be the tangible thing that really breaks
down the racial barrier . . .."" The same graduate, echoing
the sentiments of his peers from both cities, noted feeling
“stronger” and “more confident” by virtue of experiencing
an integrated school environment: “I think I'm a stronger
person for having dealt with such a diverse background
and having friends of all different backgrounds . ... I feel
definitely more confident every day that I walk around in
any kind of area.”

In African American graduates, this “strength” and
“confidence” manifested itself in a sense of efficacy in
predominantly white settings. As an African American
graduate of Louisville’s Fern Creek High School explained,
the “beauty” of attending desegregated schools is that “it
makes you a much more well-rounded person, because you
learn about other people . ... And the great thing now is
that ... I have friends from so many different cultures,
and I could just about talk to anyone and I have no fear.”™

Lessons Learned Only at School. Interviewees in
both Wells studies, but particularly in Louisville and
Seattle, uniformly attributed their development of inter-
_group skills almost exclusively to their experiences in
integrated schools. A white graduate of Central High in
Louisville explained that, had her schools not embraced
racial diversity, she would have grown up in an all-white
environment and “would have been much more apprehen-
sive about people ... not just African Americans, but of
any other race. [Tlhere would never [have been] any
reason for me to have a lot of interaction with anyone who

“ Interview by Amy Stuart Wells with Subject No. 29 (Sept. 17,
2006) (transcript on file with Wells).

48 Id

. * Interview by Jolena James-Szanton with Subject No. 10 (Sept
12, 2006) (transcript on file with Wells).
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wasn't middle-class and white.” One of her African Ameri-
can classmates described her neighborhood as almost
exclusively black: “I think there was only one ... older
white lady there.” Her interactions with people of other
races “mostly [occurred] at school.”™

Similarly, a white Ingraham (Seattle) graduate reflected
cn the degree to which he learned, in high school, to dismiss
racial stereotypes and noted that “I would have had no
other way of knowing. I wouldn’t have had any, any
interaction. ... [Tlhe whole north end of the city, even
now, is still probably way more white than it is anything
else.™ An Asian American classmate also observed:

I lived in a very white community and I had

Asian American friends that lived in the south

end, so [ really probably would not have known

that many black people. And ironically, my clos-

est friends at my own high school, I'd say, were

three-quarters black and one-quarter white.”

A white graduate from Shaker Heights (Ohio) ex-
plained why the school setting in particular was the right
environment to learn these lessons:

When you're in school, you have a group of 2000,
3000, 1000, 500, whatever it is of people you ...
come into more intimate contact with. There are
levels of intimacy and you're not friends with or
enemies with everybody, and some people you
probably ignored and had very little to do with
but ... you have more intimate levels of contact

® Interview by Amy Stuart Wells with Subject No. 3 (Aug. 22,
2006) (transcript on file with Wells).

* Interview by Terrenda White with Subject No. 5 (Sept. 12, 2006)

* (transeript on file with Wells).

2 Interview by Amy Stuart Wells with Subject No. 31 (Aug. 31,
2006) (transcript on file with Wells).

® Interview by Jacquelyn Duran with Subject No. 37 (Sept. 8,
2006) (transcript on file with Wells).
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with a more diverse group than you normally
would.*

Interviewees noted many moments when students came
together across racial lines to support their schools — exactly as
Allport envisioned.” An African American John Muir (Califor-
nia) graduate remembered pep rallies as the kind of all-school
experience in which students bonded across racial lines. He
recalled one such rally when a white athlete “crossled] the
lines” and danced with the black athletes. “[Pleople got together
and it wasn't a big deal . . . and people laughed.™

Lessons That Others Did Not Learn. Seattle/
Louisville interviewees were quick to identify profound
differences between their own racial attitudes and those of
their family members and peers who did not attend inte-
grated schools.” One white Ingraham graduate noted that
her parents, while not “racist in any way,” lacked the life
experiences she had obtained through school, ‘and they were
far less comfortable than she was in settings with many
people of color: “[I}f I ask my mom to drive south of the major
freeway [into predominantly non-white areas], she freaks

"~ ™ WELLS ET AL., supra note 14 (manuscript at 234).
* See supra text accompanying notes 7-13.
*® WELLS ET AL., supra note 14 (manuscript at 239).

¥ As discussed above, see supra note 37, some critics of long-term
effects research argue that its findings are marred by self-selection bias:
Those students whose families did not flee desegregation are predisposed
to positive racial attitudes because of personal and family characteristics,
not their school experiences. This might be the case in some instances —
e.g., Shaker Heights, Ohio, where some white families moved because of
the diversity of the community, but it would not be true in districts such
as those in Charlotte, Louisville, and Pasadena, where many parents
adamantly opposed integration and would have put their children in
private schools if they could have done so. Moreover, there is very little
empirical data to back up one premise of this criticism — that families,
particularly African American families, could and did choose to live in
integrated environments in the era of desegregation. See supra notes 10-
11, These studies provide a further rebuttal: Graduates reported that
their racial attitudes were more positive than other family members’
attitudes, suggesting that, while family environment undoubtedly affects
the racial attitudes of children, an integrated school setting is an
important indicator of future attitudes regarding race.
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out.” And her white husband was not exposed to people of
other races until he joined the Navy, where he “put his foot in
his mouth several times and got in trouble” because he
lacked a “roadmap” for how to deal with non-whites.” |

A white Louisville Male graduate compared his
experiences with those of his wife, who had attended all-
white private schools as a child:

When we first got married, she was scared to go
downtown, and she still is .... [I}t's not that she’s
prejudiced against black people, but they're just dif-
ferent, and . . . she doesn’t know how to handleit....
I walk down any street downtown, and I feel fine be-
cause I know that they’re just different people . .. .”

An African American graduate of Franklin High in Seattle
similarly commented that attending integrated public
schools allowed her to have an open mind, “[wlhereas I
know some people who are African American, they just
don’t feel comfortable if they were going into a situation
where there were all Asians.™

The first Wells et al. study yielded similar compari-
sons. For instance, a white Austin High graduate married
a woman who had attended an all-white school. This
graduate said he was continually surprised by his wife’s
anxiety in racially diverse settings. “I remember feeling
I'm so glad I went to Austin High ....™

2. Graduates’ Intergroup Skills Carry
over into the Workplace, Benefiting
Both Graduates and Their Employers.

Graduates uniformly reported that integrated educa-
tion better prepared them for living and working in an

*® Interview by Amy Stuart Wells with Subject No. 36 (Sept. 9,
2006) (transcript on file with Wells).

* Interview by Amy Stuart Wells with Subject No. 17 (Aug. 22,
2006) (transcript on file with Wells).

% Interview by Amy Stuart Wells with Subject No. 23 (Sept. 17,
2006) (transcript on file with Wells).

% WELLS ET AL., supra note 14 (manuscript at 262).
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increasingly diverse American society and global economy.

Indeed, subjects drew on their intergroup skills, honed

during their K-12 years, more heavily for their occupations
"than for any other aspect of their lives.

Many interviewees expressed a belief that early
interracial interactions, by changing students’ worldviews,
had shaped the very direction of their careers. METCO
graduates, for example, could tap into powerful social
networks in their suburban schools, giving them access to
more opportunities through the college application process
and occupational networking.” And one white Garfield
(Seattle) graduate said that her high school experience
influenced her decision to become a social worker — and
made her more effective in her job:

I think it impacted what I chose and I also think
that because as a social worker, I've worked with
a lot of African American families, I felt like that
was an easier adjustment to me than [for] a lot of
my colleagues. It felt comfortable and I sort of
understood the culture in a different way than
people who just maybe had read about working
with African Americans . .. .”

Intergroup skills were especially important for those
who worked for global corporations and whose day-to-day
job responsibilities required interaction with people of
disparate backgrounds. In the Wells et al. study, one white
Shaker Heights (Ohio) graduate, who now helps run an
international business, attributed his ability to connect
with people all over the world to his experience in an
integrated public school. “I don’t think that the atmos-
phere of Shaker has gone away ....” Rather, he carries
that experience with him as he works with international
clients; he is open to “other places and pecple and to
speaking other languages [because of] Shaker.”™

% EATON, supra note 14, at 138-43.

* Interview by Jacquelyn Duran with Subject No. 26 (Sept. 15,
20086) (transcript on file with Wells).

® WELLS ET AL., supra note 14 (manuscript at 254).
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Similarly, an African American graduate from Dwight
Morrow (New dJersey) High School explained that attend-
ing desegregated schools shaped her ability to move in
different circles of people. “I'm not limited . ... [Wlhen I
walk into a place, I can speak the same King’s English, . ..
and I can speak to my friends on a different level.” Her
ease in multiracial interactions has aided her career: “I
don’t get nervous when I'm dealing with someone who is a
CEO of a company [just] because his experiences and my
experiences are so different. ... I've been around certain
things that have afforded me a certain confidence.”

Seattle/Louisville interviewees alsoc found their
intergroup skills crucial for success in the workplace. A
white graduate of Seattle’s Franklin High School ex-
plained that his job required him to supervise workers in
sixty different countries: “{Ilt's a whole different cultural
difference beyond ... the ethnic differences of Americans.”
Franklin, with its mix of Asians, blacks and whites,
provided a “step down that path of being comfortable with
people of a variety of races.”™ Similarly, an African Ameri-
can female graduate of predominantly white Ingraham
High School in Seattle noted that, as an employee:

" You have to be able to navigate different situa-
tions . ... [Ylou have to be able to be understood
by different cultures. You can't . . . only speak your
language . . .. You have to be able to move in and
out, if you're going to be in any type of corporate

" America or any hospital setting, anywhere, where
there’s someone other than all black.”

These effects on graduates’ workplace effectiveness
have significant policy implications, for they suggest that
positive steps to promote integration at the K-12 level
might help reduce the need for more drastic measures
such as affirmative action later in life. The Court recently

 —

“ Id. (manuscript at 256).
% Interview by Amy Stuart Wells with Subject No. 22 (Sept. 14,
2006) (transcript on file with Wells).
¥ Interview by Terrenda White with Subject No. 41 (Sept. 13,
2006) (transcript on file with Wells).
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stated that “racial preferences,” at least in the university
admissions context, should be unnecessary in twenty-five
years. Grutter, 539 U.S. at 343. To the extent that the
same goal applies to affirmative action in the workplace,
local efforts to promote -K-12 integration, and thereby
improve the life chances and job effectiveness of students,
are consistent with this objective.

3. Exposure to Integration at the K-12
Level Is Critical. ,

The studies highlight the importance of early experi-
ences with integrated education. Seattle and Louisville
interviewees stated — some quite forcefully — that it was
critical that they experienced interracial interactions as
school-age children. As one African American Ingraham
(Seattle) graduate explained, “to have a racxally balanced
ma.ke-up and life in your formative years is key to success
in society as a whole.”™ A white Louisville Male graduate
noted that “it’s easier for kids to experience the diversity
and accept it than it is to throw them in after they’re
twenty, twenty-five years old and say, ‘Here you are! Now
everybody’s different, now deal with it”™ An African
American Franklin graduate went further: “[E]xposing
kids when they’re young before they have the preconceived
notions that we all develop as we get older ... would be a
greatﬂ}:hlng and definitely srmething that I would advo-
cate.”

The Franklm interviewee who supervised employees
in sixty countries expressed his belief that integrated
education is “very valuable ... because the country’s not
getting any less diverse .. .. If you want your child to be a
leader in the world some day, they have to have those
experiences.”” And as another African American graduate

® Interview by Jacquelyn Duran with Subject No. 34 (Sept. 7,
2006) (transcript on file with Wells).

*® Interview with Subject No. 17, supra note 59.
™ Interview with Subject No. 23, supra note 60.

" Interview with Subject Ne. 22, supra note 65.
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of Fern Creek said regarding her son’s schooling, “There’s
a-mixture, and that's what they need. If you don't have
that in a school, then that person is setting [herself] up for
the fall .... [TThey’re not learning to cope or deal with
people in the long run.””

Consistent with this finding, the vast majority of
Louisville and Seattle interviewees had enrolled their
children in integrated schools or hoped to do so, a telling
result given that they knew firsthand the challenges and
benefits of the experience. This result is consistent with
survey research showing that the vast majority of parents
~ regardless of race — say that it is either very or some-
what important for their children to attend racially di-
verse public schools.” Graduates of integrated public
schools tend to favor integrated schooling for their own
children with even greater conviction, even when it is not
an option in their school districts, due to their own life
experiences.”” One white Dwight Morrow (New Jersey)
graduate observed:

I would love that same sort of environment [for
‘my children] because I think that I learned
something there that you can’t teach anybody

. ... I just learned a lot by being around so many

- different kinds of people. . . . You learn something
different from them without them teaching it to
. you in a book or writing it down, you just absorb

so many different things.”

Echoing Allport’s writings half a century earlier, a
Shaker Heights (Ohio) graduate stated that interaction
with people of other races on a day-to-day basis was
critical: “You couldn’t have taught [intergroup skills] in a

" Interview by Amy Stuart Wells with Subject No. 8 (Sept. 10,
2006) (transcript on file with Wells).

™ See STEVE FARKAS & JEAN JOHNSON, TIME TO MOVE ON: AFRICAN-
AMERICAN AND WHITE PARENTS SET AN AGENDA FOR PUBLIC SCHOOLS 25
(1998).

- ™ See WELLS ET AL., supra note 14 (manuscript at 325).
™ Id. (manuscript at 251).




27

debriefing sessions from adults ... trying to get into the
mind of [] sixteen-year-old[s].”- And-a graduate of John
Muir (California) High School who is of both white and
Indian descent said that, while he faced some interracial
conflict during his high school days, learning about race at
a young age was vital:
I found [John Muir] maybe a little bit harder
than somewhere else, but I also knew that it was
teaching me life lessons that no college can teach
you. And those are invaluable. I know a lot of
people who do a lot of college work and they test
really well, but you put them out in the real
world and . . . they can’t make it.”

Graduates of integrated schools also questioned the
wisdom of placing children in racially homogeneous school
settings. In the Seattle/Louisville study, the comments of
one Louisville Male graduate were emblematic of the
interviews as a whole. He would be “uncomfortable” if his
children were in an all-white school. “I want them to
realize that there . . . are different people . . .. I want them
to realize that everybody doesn’t think ahke, and every-
body doesnt do things the exact same way ....” He
continued: “I don’t want them to'grow up to think that
if you don’t think like me, then you’re not worth talking to

. Another mtemewee the Garfield graduate who is
now a social worker, moved from a predominantly white
neighborhood to a more racially diverse neighborhood
specifically “so that [her daughter] could grow up in that
environment.”

As an African American Ingraham 'graduate explained:

I would like my child to have a real view of what

. the world is — the world is not really made of one
race. . .. I have friends whose kids do go to pre-
dominantly black schools and ... theyre not

" Id.; see also text accompanying notes 7-13.

™ WELLS ET AL., supra note 14 (manuscript at 251).
™ Interview with Subject No. 17, supra note 59.

™ Interview with Subject No. 26, supra note 63.
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- really used to being around other people of other
- races or-other cultures,-and they're not being ex- - -
posed to a whole lot. I think it makes for a more
well-rounded child when they are exposed to dif-
ferent cultures.”

4. Despite the Difficulties of Attending
an Integrated School, Graduates
Overwhelmingly Agreed That the Ex-
perience Was “Worth It.”

Firally, it should be notted that these graduates’
experiences in integrated schools were not always easy or
ideal. Many interviewees experienced logistical challenges
in attending a school far from home, occasional racial
tensions at school or some degree of resegregation across
classrooms due to tracking practices. But despite these
personal hardships and sacrifices, the overwhelming
majority of interviewees in all three studies indicated that
the benefits of integration were worth the costs. Only four
out of the sixty-five METCO students — six percent — said
that they would not repeat their experiences if given the
chance.”

The Wells et al. interviewees uniformly noted that as
adults they were better able to appreciate the value of
their experiences despite (and sometimes because of) the
challenges they experienced. One white graduate of West
Charlotte (North Carolina) High School explained:

The things that I learned at West Charlotte I
have carried with me. . . . [H]onestly it taught me
not to judge pecple until I get to know [them].
That has been one of the best lessons I think I
ever learned and I've carried that through and I
definitely learned that at West Charlotte.”

* Interview by Terrenda White with Subject No. 33 (Sept. 7, 2006)
(transcript on file with Wells).

** EATON, supra note 14, at 21.
* WELLS ET AL., supra note 14 (manuscript at 245).
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Recalling Braddock’s perpetuation theory,” an African
* American male graduate from- Dwight -Morrow- High
School said that his experience in high school gave him a
confidence in racially diverse settmgs that he may not
have otherwise gained:

Today I would say that it makes me feel comfort-
able, that I can go anywhere and not feel intimi-
dated, I just always feel like I belong and it
didn’t matter who was in the majority or minor-
ity, that I knew how to deal with all of them. .

It definitely gave me the confidence to know that
it didn’t matter people were people, and I could
just interact.”

From the other side of the color line, a white Austin
High School graduate argued that attending an integrated
high school was one of the best things that ever happened
~ to-him. He echoed the vast majority of his classmates — at
- Austin High and across the country: “[Glrowing up in a
racially integrated school I think was invaluable for me.
(1]t helped my people skills. It gave me the ability to relate
to just about any person . .. and to be sincere, not putting
on an act . . . I can’t put enough value on it.””

CONCLUSION

Decades of social science research demonstrate the
profound, lifelong impact integrated education has on the
“hearts and minds” of students, Browr, 347 U.S. at 494,
and underscore its compelling importance to America’s
multiethnic society and continuing economic vitality. In
view of these benefits, it is hard to dispute one Seattle
interviewee’s conclusion that diversity in K-12 education
“needs to be promoted across the board in every city in every
state as much as possible.” As the Court has recognized, see

¥ See supra text accompanying notes 19-21 (discussing hypothesis
that segregated groups will avoid integrated settings because of
concerns about coping with hostility or tension). :

* WELLS ET AL., supra note 14 (manuscript at 267).
# Id. (manuscript at 253).
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Swann, 402 U.S. at 16, local school districts can take
positive steps to ensure an integrated environment for
students. The data, drawn from the life experiences of
those who have lived and learned in integrated schools,

confirm that these efforts are supported by a compelling

interest. In the words of one Garfield (Seattle) graduate:
[I}f the government can do anything, that’s the
one thing they have to do, is create always a di-
verse society, and have people of different back-
grounds learn together, because obviously we
don’t get along with certain religions and obvi-
~ously we don't get along with certain colors
because we're not diverse, we don’t really under-
stand things about other people, and it’s just
kind of tragic. ... I think growing up in Seattle,
going through the educational system, that idea
of being exposed to all these different groups, it’s
just been the best lesson I've ever learned in my
life.* |
The Seattle and Louisville school districts have a
compelling interest in maintaining integration in their K-
12 schools. The Court should affirm the judgments below.
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