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It has been just over twenty years since the Brown v. 

Board of Education of Topeka, Kansas decision was handed down 

by the Supreme Court. During this period, educators, and in 

particular, school administrators have found themselves in a 

unique position between two masters—the public that supports 

public education through taxes, and the orders of the courts 

they are legally required to follow. Therefore, school 

administrators, functioning as social engineers, have devised 

various practices to provide a smooth transition from segre-

gated to desegregated school systems. 

This study was designed to determine the practices used 

by selected school districts to cope with this change and 

to determine the effectiveness of these practices as per-

ceived by central-staff administrators. Selected large city 

school districts with enrollments of 30,000 students and 

above, located in the six southern states under the juris-

diction of the Fifth Circuit Court of Appeals, were selected 

for this study. These districts, of which there were thirty-

four, also had to be under a federal court desegregation 

order to be included. 



Central-staff administrators who were generally knowl-

edgeable of their school districts' desegregation efforts 

were asked to complete a thirty-one item survey instrument 

to record their perceptions of effectivenss of their dis-

tricts' desegregation practices. The thrust of the survey 

was to determine the effectiveness of desegregation prac-

tices involving students, teachers, and administrators in 

each of the districts. The study also included a comprehen-

sive review of the literature with respect to desegregation 

practices and the suggestions and recommendations of various 

authorities. 

Just over 90 per cent of the selected school districts 

responded to the questionnaire, which exceeded the required 

minimum for the completion of the study. The survey results 

were reported in thirty-five tables that show the number and 

per cent of respondents to each survey item and a comparative 

analysis to determine the most effective practices within 

each group of students, teachers, and administrators. The 

findings of the review of the literature were also reported, 

but in narrative form. 

The literature placed an emphasis upon programs to 

reduce the disparity in reading that exists between educa-

tionally deprived minority children and affluent middle-class 

Anglo students. The literature also revealed the importance 

of appropriate staff development programs for professionals 



to assist them to function more effectively in pluralistic 

student bodies. Also, it stressed the importance of includ-

ing the students, teachers, and administrators in the 

decision-making process and thus increasing their support of 

the district's desegregation efforts. 

The survey data reveal that the most effective desegre-

gation practice for students is the provision of alternative 

schools and programs to assist students unable to cope with 

the regular school environment. Training administrators in 

conflict management was perceived to be the most effective 

practice for administrators, followed closely by training in 

the shared decision-making process. For teachers, the re-

cruitment of minorities and using teacher aides were 

perceived to be the most effective practices. 

It is anticipated that the findings and conclusions re-

vealed in this study will be helpful to school administrators 

contemplating the implementation of desegregation programs. 
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CHAPTER I 

INTRODUCTION 

More than twenty years ago, in 1954, the Brown v. Board 

of Education of Topeka, Kansas, decision was handed down by 

the Supreme Court (3). In this case, the "separate but 

equal" doctrine enunciated by the Court in 1896 in Plessy v. 

Ferguson was explicitly overturned (14). Basing its decision 

in part on social conjecture, the Court ruled that "separate 

but equal facilities are inherently unequal" (3). 

One year after the Brown decision, the Supreme Court 

ruled on the question of compliance with orders to desegre-

gate school districts. The Court was aware that the problems 

related to this issue would vary among districts, especially 

in the South and its border states and in the District of 

Columbia (12). It, however, mandated local school districts 

to "proceed toward desegregation with all deliberate speed" 

and placed the responsibility for a prompt start on the lower 

Federal Courts (4). 

Obviously, these and subsequent court rulings have had 

an impact on education, in general, and on the South, in 

Particular, where it was originally believed most segregation 

existed. Virtually any action involving fundamental social 

change, especially of such magnitude as school desegregation, 



has an effect on related issues involving students, teachers, 

and school administrators. When school leaders fail to fore-

see the consequences of their single-minded efforts to place 

racially mixed student bodies together without assisting 

those involved to cope with the change, then adverse re-

actions occur, thus destroying the original intent of 

Brown (8). 

Statement of the Problem 

This study was concerned with selected school districts 

that are desegregating their schools under orders from fed-

eral courts within the jurisdiction of the United States 

Fifth Circuit Court of Appeals. The problem of the study 

was to ascertain the methods used by these selected school 

districts to facilitate desegregation. 

Purposes of the Study 

This study dealt with three major groups affected by or 

involved in public education—students, teachers, and admin-

istrators (principals/central staff)—and was designed to 

accomplish two purposes with respect to each of these groups: 

1. It was assumed that each of these groups was 

involved in activities and practices which facil-

itate desegregation within the respective school 

district. One purpose of this study was to ascer-

tain methods used by each group. 



2. It was assumed that the practices used to facilitate 

the desegregation process within each school dis-

trict were successful. This study used central-

staff administrator perceptions in determining the 

success of these practices. 

Background and Significance of the Study 

Few court decisions have caused so much controversy for 

so long or have had so great an impact on so many persons as 

the case of Brown v. the Board of Education of Topeka, 

Kansas. The decision has been used to restructure political, 

economic, and social institutions. Groups have rioted and 

states have divided over actions that have resulted from this 

ruling. It is one of the few examples of a social theory 

that found its way into formal law (1). 

During the previous twenty-one years, numerous studies 

have been conducted to explore the effects of school desegre-

gation on students. David Armor (11) reports that none of the 

studies demonstrate conclusively that integration has had an 

effect on academic achievement, as measured by standardized 

tests. Racial stereotypes have not changed, and race re-

lations have not improved as the result of artificial 

desegregation. Studies have shown that both Black and White 

children are less in favor of integration after the fact and 

show no improved tolerance for racial differences. Although 



students do not always find themselves in confrontations, 

racial tension remains high. 

In the opinion of Christopher Jencks, if the goal of 

desegregation is a "salt and pepper" society with racial 

balance, then school desegregation is essential. But if the 

goal is to guarantee that Blacks get a fair share of social 

and economic privileges, further school desegregation may not 

be a high priority at the present time. In fact, Jencks says, 

if school desegregation requires sending large numbers of 

white children to schools in black neighborhoods, it may 

arouse resentments that will make economic equality more 

difficult to achieve (1). 

On the other hand, an opposite view of school desegre-

gation is expressed by the United States Commission on Civil 

Rights. In its report published in 1967, it states the 

following: 

Negro children suffer serious harm when their education 
takes place in public schools which are racially segre-
gated, whatever the source of segregation may be. . . . 
Their aspirations are more restricted than those of 
other children and they do not have as much confidence 
that they can influence their own futures (15, p. 193). 

Other studies also indicate that desegregation increases the 

academic achievement of Blacks and other minority students, 

and there is further evidence that there is no loss in 

achievement by white pupils under desegregation (20). 

So it is within this conflicting picture that the public 

schools must function. School authorities increasingly find 



themselves caught, in a squeeze play between two masters—the 

public which supports public education through taxes and the 

courts whose orders they are legally required to follow. 

They are called upon to take school systems from segregation 

to integration and to function as social engineers. They 

must deal on a mass scale with delicate problems of human 

relationships involving students, teachers, and admin-

istrators (22) . 

To facilitate the transition from a segregated to a 

desegregated school system, both the courts and public school 

authorities are seeking solutions through various techniques. 

A review of the literature suggests that the courts are 

acknowledging the fact that something, in addition to the 

mixing of bodies, is necessary if quality public education 

is to prevail for all children. In a recent ruling by the 

U.S. District Court for the Southern District of Texas, the 

Houston Independent School District received approval of its 

request of the Court to implement a magnet—school concept in 

forty-two of its schools as well as to open five centers to 

serve 20,500 students on a part-time basis. The emphasis of 

the Court s order is to achieve integration of students 

through the use of exemplary instructional programs (16). 

In the Keyes v. Denver School District No. 1, Judge 

William Doyle approved a plan that included components for 

bilingual education and part-time pairing for program 



enrichment. However, since it exempted several elementary 

schools from transportation requirements, the Tenth Circuit 

Court of Appeals found it unconstitutional (9). 

The Austin Independent School District, in an order from 

the U.S. District Court, received approval of its plan to 

open centers for fine arts, social sciences, avocations, and 

science. This was an endeavor to bolster academic programs 

and at the same time increase the incidence of desegregation. 

The program was later labeled as part-time desegregation and 

rejected by the appellate court (21). 

In another decision to improve educational programs, 

U.S. District Court Judge Robert Demascio in August, 1975, 

issued an order for the Detroit schools to increase their 

efforts in the field of vocational and bilingual education 

and to institute a comprehensive, new reading program. This 

decision is presently on appeal by the National Association 

for the Advancement of Colored People because the NAACP does 

not believe desegregation will be increased under this 

order (9). 

Other federal court orders have also delineated 

practices to be implemented by school districts to facilitate 

desegregation. These practices include recruitment of mi-

nority teachers, voluntary student transfers to schools where 

they will be in the racial minority, continued emphasis on 

student participation in extracurricular activities, student 



human awareness programs, and teacher-training programs 

utilizing the training resources of colleges and 

universities (19). 

Educators have also recognized the need for various 

efforts on their part to facilitate the desegregation proc-

ess. In 1964, Dan Dodson made several suggestions to 

administrators anticipating the desegregation of their school 

systems. These suggestions included the following: 

Plug all existing weak places in the present program. 
A new program of any worth will tend to bring to light 
existing weakness of atmosphere, formal structure for 
interpersonal problems. Improving the situation in 
general is a part of successful integration. 

Be prepared to service needs for in-service growth as 
teachers see the need for sharpening their skills in 
working with these problems. The problems arising from 
teaching mixed groups and explaining group teaching 
will require further training of teachers in many 
areas, and such training must be provided. 

Bring groups together as peers. Too often, the inte-
gration is carried on in an atmosphere of concessions 
from a superior to an inferior group (13, pp. 135-139). 

School administrators realize that one of the important 

factors in facilitating desegregation is teacher prepared-

ness for teaching in a pluralistic student body. Educators 

ponder the problem of determining the most effective way to 

cope with the multitude of instructional variables, com-

pounding their task to attain equality of opportunity for 

all students. In an effort to assist, the federal govern-

ment has granted funds to public schools for the development 

of a large number of locally based staff-development 
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programs designed to respond to the problems incident to 

desegregation (7). Some of these programs are especially 

designed for veteran teachers in the form of renewal train-

ing to assist them in gaining competencies and techniques to 

deal with the problems modern students bring to the class-

room (5). The preparation of well-trained and effective 

teachers appears to be the cornerstone upon which to build 

effective educational programs. Without competent teachers 

who understand the problems of their students, deterioration 

of the educational process is likely. However, in order to 

enable children to become fully functioning members of a 

learning society, equal attention must be given to appro-

priate curricular content (6). 

Concern at the local school district level for the 

development of relevant curriculum is shown in a survey con-

ducted by Milton J. Gold (10), Assistant Director of the 

Fordham University Teacher Corps Project. Thirty-one United 

States cities of more than 200,000 population were surveyed 

to ascertain the nature and level of multicultural education. 

The seventeen districts which responded indicated a high 

level of awareness of the need for multucultural education; 

these districts are developing and implementing multicultural 

curriculums for pluralistic student bodies. Another impor-

tant aspect of curriculum development concerns educationally 

deprived children. James H. Bash (2) wrote in 1966 that the 



common curriculum from a single state-adopted textbook is no 

longer adequate to meet the diverse needs of children. In 

particular, educationally deprived children must have learn-

ing opportunities that compensate for their former and 

present disadvantageous circumstances through the develop-

ment of a curriculum that will meet their academic needs, 

whatever these needs may be. Regardless of how appropri-

ately a curriculum may be developed, however, its effective-

ness depends upon proper implementation. 

To assist with the implementation and effectiveness of 

new programs, particularly of a remedial nature, school 

district administrators have discovered the need to lower 

the pupil-adult ratio. Because of economic constraints, it 

is not always possible for school boards to employ additional 

teachers; therefore, volunteers, teacher aides, and student 

tutors have been pressed into service to accomplish lower 

ratios and to facilitate individualization. In 1972, the 

U.S. Department of Health, Education and Welfare published 

a report which revealed that volunteers and teacher aides 

are being used increasingly, particularly in big cities, to 

accomplish this lower ratio (18). 

Regardless of the many fine practices a school system 

may implement to aid in the transition from a segregated 

school system, there may not be anything more important than 

a team effort to make these practices successful. It is 
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likely that the best method to accomplish a team effort is 

to have the members of the team (students, teachers, and 

administrators) participate in the planning of the total 

effort. If the team members become involved in the decision-

making process regarding the planning, development, and 

implementation of related activities for desegregation, they 

will probably be more supportive of the entire process (17). 

Definition and Terms 

For the purpose of this study, the following definitions 

were formulated. 

1- Desegregation—The mere mixing of various racial 

groups as a prerequisite to integration (12). 

2- Integration—The inclusion or incorporation into 

the societal mainstream of a previously excluded 

group, without racial or social considerations. 

3. Large city school districts—School districts with 

an enrollment of 30,000 or more students. 

4. Central administrator—An administrator who has 

district-wide responsibilities of administration 

and who is generally knowledgeable concerning the 

over-all operation of the school district. 

5. Administrator—Both principals and central 

administrators. 

6- Effectiveness—A measure of central administrators' 

perceived success of various practices used by 
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selected school districts to facilitate the 

desegregation process. 

Limitations 

The scope of this study was limited to 

1. Thirty-four large city school districts with student 

populations of approximately 30,000 and above under 

desegregation orders from federal courts within the 

jurisdiction of the United States Fifth Circuit of 

Appeals. 

2. Central-administrator perceptions concerning effec-

tiveness of practices utilized by large city school 

districts to facilitate desegregation. 

3. Those activities related to desegregation that con-

cern students, teachers, and administrators. 

4. Those activities related to desegregation that 

occur at the end of the bus ride. The trans-

portation of students to create an artificially 

desegregated setting will not be considered an 

activity to facilitate desegregation, since this is 

simply a means to an end. 

Basic Assumptions 

It was assumed that the central-staff administrators of 

the selected school districts who were requested to complete 

the survey instrument would respond honestly concerning 
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their perceptions of the effectiveness of practices used to 

facilitate the implementation of desegregation plans in their 

school districts. 

Instrument 

An extensive examination of the available literature 

relating to the problem of this study was undertaken. After 

accumulation of pertinent information and collection of 

empirical data, a survey questionnaire was developed for 

obtaining central-administrator perceptions concerning the 

effectiveness of practices utilized by large city school 

districts to facilitate desegregation in the six southern 

states under the the jurisdiction of the Fifth Circuit Court 

of Appeals. 

This survey instrument was reviewed by a jury of five 

persons who have been involved in the desegregation of school 

systems. The jury consisted of one official in the U.S. 

Office of Civil Rights, a former member of a technical-

assistance desegregation center, and three central admin-

istrators in school districts that are involved in 

desegregation. The jury was asked to provide assistance in 

the refinement of the questionnaire by making suggestions 

for recommended changes in the areas of investigation, word-

ing of the instrument, and demographic information included 

in the instrument. As a result of suggestions made by mem-

bers of the dissertation jury, the questionnaire was revised 
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accordingly and then returned to the jury members for 

reevaluation. A consensus of at least three of the five mem-

bers was required for approval of each survey question and 

for the final form of the total survey. This procedure pro-

vided the necessary validity of the instrument used in 

collecting data for analysis in this study. 

Procedures for Collection of Data 

The data for this study were collected by administering 

the validated survey questionnaire to a selected population 

of central administrators. The selected central adminis-

trators were from thirty-four large city school districts 

under desegregation court orders and were located in the six 

southern states under the jurisdiction of the United States 

Fifth Circuit Court of Appeals. The large city school 

districts (23) included the following: 

SCHOOL DISTRICT CITY ENROLLMENT 

Birmingham City Schools Birmingham, Ala. 56, 600 
Huntsville City Schools Huntsville, Ala. 34, 600 
Jefferson County Schools Birmingham, Ala. 55, 900 
Mobile City-County Schools Mobile, Ala. 63, 500 
Montgomery City Schools Montgomery, Ala. 36, 300 

Atlanta City Schools Atlanta, Ga. 96, 200 
Bibb County Schools Macon, Ga. 30, 500 
Chatham County Schools Savannah, Ga. 34, 500 
Columbus City Schools Columbus, Ga. 38, 300 
DeKalb County Schools Decatur, Ga. 85, 400 
Fulton County Schools Atlanta, Ga. 34, 500 
Richmond County Schools Augusta, Ga. 32, 200 

Brevard County Schools Titusville, Fla. 61, 500 
Broward County Schools Ft. Lauderdale, Fla. 129, 400 
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SCHOOL DISTRICT 
CONTINUED 

Dade County Schools 
Duval County Schools 
Escambia County Schools 
Hillsborough County Schools 
Orange County Schools 
Palm Beach County Schools 
Pinellas County Schools 
Polk County Schools 
Volusia County Schools 

Caddo Parish Schools 
Calcasieu Parish Schools 
East Baton Rouge Parish 

Schools 
Jefferson Parish Schools 
Orleans Parish Schools 

CITY 
CONTINUED 

Miami, Fla. 
Jacksonville, Fla. 
Pensacola, Fla. 
Tampa, Fla. 
Orlando, Fla. 
West Palm Beach, Fla. 
Clearwater, Fla. 
Bartow, Fla. 
Deland, Fla. 

Shreveport, La. 
Lake Charles, La. 

Baton Rouge, La. 
Gretna, La. 
New Orleans, La. 

Jackson Municipal Schools Jackson, Miss. 

Austin Independent School 
District (ISD) 

Corpus Christi ISD 
Dallas ISD 
Fort Worth ISD 
Houston ISD 

Austin, Texas 
Corpus Christi, Texas 
Dallas, Texas 
Fort Worth, Texas 
Houston, Texas 

ENROLLMENT 
CONTINUED 

241,100 
111,600 
47,400 
105,200 
85,800 
67,700 
89,600 
57,300 
34,400 

31,288 
38,057 

69,900 
64,700 

101,500 

29,600 

55,500 
44,100 
150,100 
80,100 

211,400 

A return of 90 per cent upward of the survey instruments 

mailed to the selected central administrators was considered 

sufficient for the study's stated purpose and justified the 

analysis of accumulated data. A sufficient number of 

questionnaires was returned, and a second mailing was not 

administered. 

Procedures for Analysis of Data 

All informational data from the instrument were 

recorded. Responses to each item of the questionnaire were 

compiled and inserted into tables in the following manner: 
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1. Tables were developed showing the number and per-

centage of administrators who perceived each 

practice to be highly effective, effective, ineffec-

tive, and highly ineffective. 

2. Within the groupings of students, teachers, and 

administrators, numerical values were given each 

degree of effectiveness, and an average was 

determined for each practice. 

3. Within each grouping, the practices were ranked in 

order of effectiveness according to the average 

values. 

In order to assist school administrators whose school 

districts are involved in or are contemplating the imple-

mentation of desegregation programs, a composite summary of 

responses to all survey items, along with information derived 

from the survey of current literature, was used to establish 

conclusions regarding central-administrator perceptions of 

the effectiveness of the desegregation process. 
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CHAPTER II 

A SURVEY OF RELATED LITERATURE 

Desegregation—A New Educational Environment 

Modern American students, teachers, and administrators 

are confronted with a situation few of their predecessors 

encountered. Desegregated public education creates a new 

educational environment characterized by perplexing problems 

as well as unique opportunities. Black and White educators 

and students brought together after centuries of covert and 

institutionalized racism constitute a new type public school 

which cannot be governed in the same way that all Black or 

all White schools are operated (27). 

Presented in this chapter is the review of the liter-

ature pertaining to practices that might be utilized to 

facilitate the desegregation process in the public schools. 

The chapter will be divided into three categories—students, 

teachers, and administrators—because the literature reveals 

that there are practices to facilitate desegregation that 

appropriately pertain to each. 

Students—The Products of Education 

Schools have no excuse to exist if they do not in some 

way benefit the children who attend them. Educators, 

18 
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counselors, and psychologists have come to agree that self-

concept is an important factor in determining how children 

learn, act, and function in school. A study of the liter-

ature indicates that at least 25 per cent of the children in 

elementary schools have low self-esteem and need some kind of 

special treatment in order to achieve social adjustment (5). 

A necessary ingredient in realizing success is for each 

child to maintain a positive self-concept. Unless a child 

can read, however, his self-concept will be one of failure 

that will ultimately lead to failure in school. The major 

task that faces each child is that of learning to read, and 

it is a task at which he must succeed (29). 

Schools have not always assumed so much of the responsi-

bility for a child's success or failure in reading. The 

blame for reading failure has shifted abruptly to the schools 

in the last few years. There was a time when the child's 

failure to respond to reading instruction was looked upon as 

the child's failure. Now, the blame is placed upon the 

schools, particularly in the big cities, and educators tend 

to agree that this is where it should be placed (39). 

Lack of achievement, generally, particularly in reading, 

has gained considerable attention in recent years as the 

desegregation of public schools has involved more and more 

school systems. Numerous efforts have been made to reduce 

the reading gap that exists between educationally deprived 
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minority students and the more affluent middle-class Anglo 

students (42). The result is that many schools across the 

country have implemented individualized programs to overcome 

the inability of children to learn to read. A few examples 

of remedial assistance include the use of teacher aides to 

lower the adult-pupil ratio and provide the opportunity for 

increased individualization in Ethete, Wyoming; cross-age 

tutoring is used in New York City where ten-year-old students 

tutor seven-year olds; also in New York City, Teacher Corps 

interns work with classroom teachers to reduce the adult-

pupil ratio and act as liaisons between the homes and the 

schools to improve communication between the two; again in 

New York City, volunteers are used to tutor individual stu-

dents and to discover facts about a child that might affect 

his/her reading progress (39) . 

In 1965, Herbert Wey (44) suggested that desegregation 

could be advanced if Black students could be upgraded aca-

demically. His suggestions included a voluntary tutoring 

program, designed especially to help Blacks overcome their 

academic deficiencies. He proposed that interested citizens 

be asked to give an afternoon or evening tutoring Black 

pupils who wanted to improve themselves. He further recom-

mended that summer classes in remedial reading and other 

subjects, taught by skilled teachers, be made available to 

Black students. 
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In 1971, the Dallas Independent School District 

submitted to the Federal Court a desegregation plan entitled, 

"The Confluence of Cultures Desegregation Plan" (36). In-

cluded in the plan was a commitment by the Dallas Board of 

Education to plan, develop, implement, and evaluate an edu-

cational program designed to improve significantly the 

reading performance of economically deprived children. Be-

ginning with the fall session of the 1971-72 school year, 

this program was implemented for 15,000 students in grades 

one through three at a cost in excess of one million dollars. 

The plan also projected an expansion of this reading program 

to an additional 15,000 students in grades four through six 

in the fall of the 1972-73 school year. On August 2, 1971, 

the Federal Court included this component in its desegre-

gation order to the Dallas Board of Education. 

A review of the subsequent annual evaluation reports 

indicates that increasing improvements in reading for the 

targeted students has been accomplished. The first year, 

1971-7 2, the average gain made by students ranged from a 

full year's growth in reading down to eight-tenths of a 

year's growth (40). The most recent evaluation for the 

1974-75 school year shows that overall 50 per cent of the 

target population made grade equivalent gains in reading of 

at least one full year and that approximately 22 per cent 

made reading gains of at least two years (41). 
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These results are impressive when viewed in the light 

of several factors. First, a U.S. Office of Education study 

entitled The Effectiveness of Compensatory Education, Summary 

and Review of the Evidence revealed that a .7 gain in grade 

equivalent per year is usually the most which disadvantaged 

children gain in one school year. Second, these results were 

contrary to the reported nationwide declines in reading 

achievement and the generally reported failure of reading 

programs to produce achievement gains for the disadvantaged 

(12) . 

The Berkeley, California, schools, which began their 

desegregation process in 1964, found the disparity of reading 

levels between the disadvantaged and advantaged students 

similar to those experienced in other school systems. To 

remedy this situation, teachers and teacher aides work to-

gether actively to identify and respond to individual 

children. A great deal of team teaching has evolved, and 

numerous programs involving secondary students, college stu-

dents, parents, and community members in classroom tutoring 

settings contribute to the number of adults available to the 

children. Reading is given a top priority in all the 

Berkeley elementary schools, and individual reading programs 

are developed for each child. Reading-skill centers are 

maintained in some schools where children receive individual 

assistance from specialists. Where appropriate, principals 
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provide teachers with extra time to work with small groups 

on reading skills. 

Somewhat unique is the progress reporting to parents in 

the Berkeley system. Twice each year, parent conferences 

are planned to provide the parent of the K-6 child with the 

child's text level in reading and other subjects. This pro-

cedure provides parents with enough information to discuss 

the child and his development in a manner helpful to both the 

teacher and the parent. Obviously, this procedure enhances 

the communication between the home and the school (20). 

In Atlanta, Georgia, Project Success Environment was 

implemented in 1969, using ESEA Title III funds (24). A 

teaching technique of three components—a reinforcement sys-

tem, a special classroom arrangement, and a success curric-

ulum—the project hypothesized that, if inner-city children 

can experience success rather than failure in the school 

environment, they will be able to accomplish more, academ-

ically. The project was designed to effect positive 

behavioral changes in and subsequent academic progress by 

these children. For inner-city children, Project Success 

Environment makes the adage "success breeds success" 

meaningful. 

When the project was evaluated at the close of a three-

year period, children in grades six through eight made 

statistically significant gains in reading comprehension, 
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vocabulary and total reading, compared to the gains of the 

control groups. Although students in the second, third, and 

fourth grades made reading gains, these were not statis-

tically significant over the gains made by the control 

groups. Among the first-grade students tested, the project 

students showed significantly greater gains than students at 

any other level. This indicated to the project staff that 

gains may be made more easily at the lower grade levels 

where pupils are exposed to the success technique early in 

their educational careers. 

In Hempstead, New York, the Directed Learning Program 

(22) was designed and implemented in 1969 to develop student 

competence in reading and mathematics and to improve moti-

vation, self-image, and aspirations by reducing the expe-

rience of failure and enhancing the experience of success. 

Implemented in a predominantly Black but desegregated school 

system, the Directed Learning Program was developed when it 

became apparent that the existing system was not providing 

the Hempstead children with the best possible education. 

Evaluation of the program has shown that the children have 

made tremendous academic progress and have acquired positive 

attitudes toward themselves, their ability, and their school 

experience. 

Still another program designed to improve the reading 

skills of elementary students was initiated in Mishawaka, 
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Indiana, in 1966. The program, reported by Edmund W. Gordon 

(25) in 1972, has as its purpose the improvement of the 

reading ability of students, with an imaginative, varied 

reading curriculum and a continuing in-service program for 

reading teachers. Basically, what the program did was to 

interpret the child's strengths and weaknesses in reading 

skills to the parent and teacher so that many of the pres-

sures operating on the child could be removed. A better 

understanding of the child's strengths and weaknesses led to 

a better understanding of the child's needs for improvement. 

The success of the program can be attributed to the accurate 

placement of children in reading groups, daily special read-

ing classes and the opportunity to attend these classes for 

as long as necessary, the extensive and varied imaginative 

materials that fill the special reading rooms, and the pro-

gram itself. The program evaluation in 1972 showed that all 

the children achieved the expected gain of five months, and 

just under one-half of the students made ten- to twenty-

months gains for a year of instruction. 

Reading is not the only part of the curriculum that has 

come under close scrutiny since 1954. Brown v. Topeka Board 

of Education, along with the "Sputnik" era, was responsible 

for increasing interest in the school curriculum. During 

the twenty-one years that have lapsed since the landmark 

desegregation ruling in the mid-1950's, educators have recog-

nized that shortcomings in curriculum content exist in the 
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treatment of all youth, generally, and minority youth, in 

particular (16). 

There is an amazing uniformity of curriculum in schools. 

Almost universally, the academic curriculum is determined by 

textbook companies with teaching methods prescribed by the 

accompanying teachers' manuals. National test scores reveal 

that teachers do an excellent job with children from advan-

taged backgrounds when this method is employed. However, 

when the same content is used with children from less advan-

taged backgrounds, the test scores show that the same 

teachers fail rather miserably. The curriculum must become 

the vehicle for letting all become aware of their human 

potential. This means the selection of content must be such 

that all students are able to relate to academic curriculum; 

it should be a mirror to learners, revealing how they fit 

into the scheme of civilization as well as showing their 

past and potential future contributions (34). 

Both curriculum content and methodology have been 

challenged. Teachers have been dependent upon textbooks as 

the primary sources for curriculum content and the main 

vehicles for teaching. In a sense, the concern over text-

books reflects a dilemma of American public education. 

Although the United States is composed of a heterogenous 

society, public education has been primarily influenced by 

a strong Anglo-Saxon, Protestant, middle-class, and rural 
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orientation. Textbooks have been the guardians of this 

heritage. 

The criticism over racism in textbooks, although not 

organized, has had some effect. The complaints have been 

generally in three areas of concern: (1) omissions in the 

textbooks, (2) the need to update texts and materials to dif-

ferences in American society, and (3) the lack of sensitivity 

in textbooks and materials to differences in American 

cultures. 

As a result, some school districts have prepared and 

published their own curriculum materials. In 1968, the 

Detroit Board of Education decided no longer to be satisfied 

with the best textbook available; the members then voted not 

to purchase any new books that year, since none of the texts 

presented met the Board's standards on integration. This 

move quickly caused publishers to take a new look at their 

textbooks (16). 

As stated in Chapter I, it has been necessary for the 

schools to compensate for the previous and present disadvan-

tageous circumstances of the common curriculum concept 

through the development of a curriculum to meet each child's 

academic needs (3). The Berkeley, California, schools were 

among the first to make the curriculum more relevant for all 

students in a desegregated setting. In 1967, curriculum 

writers for this school system developed a textbook on the 
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history of the Black in the United States for fifth graders 

and also introduced materials at all levels that incorporated 

the history of African and American Blacks (34). 

This was only one phase of Berkeley's efforts to 

desegregate its schools- In September, 1958, in response to 

a letter and a presentation to the School Board by the local 

National Association for the Advancement of Colored People 

(NAACP) seeking racial equality in education, a sixteen-

member citizen's committee was appointed to study certain 

inter-racial problems in the Berkeley schools and their ef-

fect on education- On the basis of this committee's reports, 

efforts were made to change the human relations climate of 

the schools through the employment of more minorities, re-

assessment of textbook content, and group discussions on 

human relations. The committee also recommended the abo-

lition of the "tracking system" of students, since this 

system tended to produce de facto segregation in the class-

room. It also reduced pupil self-expectations and teacher 

expectations of their pupils (20). 

As a result, a major thrust in the Berkeley desegrega-

tion efforts was to make available a wide range of possi-

bilities for all students in such a way that they could 

relate course material to the concerns of their own lives. 

The development of alternative schools and programs was one 

of the main channels for making this possible (20). For 
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more than a decade, schools across the country have been 

searching for and implementing alternative educational pro-

grams to provide an environment in which the learner is free 

to pursue his/her own learning interests. The movement 

toward public school alternatives seems to be growing. A 

Gallup Poll conducted in 1973 reflected support for the con-

cept of alternatives by both the lay public and professionals. 

Sixty-two per cent of the parents polled and 80 percent of 

the educators believed it was a worthwhile innovation (18). 

Since 1972 a number of national and regional conferences 

have been held on the subject of alternative schools, and a 

national consortium on public education alternatives has been 

established. In addition, several professional organizations 

have conducted workshops at national meetings on alternative 

educational programs, major educational journals have in-

cluded feature articles, and the United States Office of 

Education has funded over twelve million dollars for experi-

mentation with alternative programs. In 1974 more than 

sixty school districts were either operating or developing 

alternative schools (43). 

The Parkway Program in Philadelphia gained national 

recognition as an alternative school without walls. Cultural, 

scientific, and business institutions along and near the 

Benjamin Franklin Parkway, located in the central city, were 

used in conducting a four-year educational program for 
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students of senior high school age. This concept was a 

component in the Philadelphia desegregation plan developed 

in 1968 (45). 

Chicago has developed a similar program known as Metro, 

and Ann Arbor developed the school within a school whereby 

students function in a highly individualized setting, while 

other students in the same facility follow a regular 

program (43). 

Superintendent Roland W. Jones of the Charlotte-

Mecklenburg Schools sees the alternative-program movement as 

a fresh approach toward individualization, based on the way 

children learn. In 1974, the Charlotte-Mecklenburg Schools 

had eight alternative programs that included two open ele-

mentary schools, one open middle school, one open high school, 

a street academy, a school for teenage parents or pregnant 

students, a night school, and a traditional academic ele-

mentary school. In addition, there were numerous optional 

programs within the conventional schools. 

Jones believes that many problems of young people cut 

across ethnic lines and that such options as the street 

academy eliminate these problems because these schools are 

both racially and socioeconomically desegregated (19). 

Other school systems that have developed alternative 

programs to meet their particular needs include Portland, 

Oregon; Minneapolis, Minnesota; St. Paul, Minnesota; 

Louisville, Kentucky; Boston, Massachusetts; New York, New 
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York; and Cleveland, Ohio (43). These alternative programs 

are designed to serve a diverse and pluralistic society. 

They tend to meet unmet needs of particular groups and allow 

for creative learning environments and innovative teaching 

styles- Alternative programs have become important to public 

education. 

Another program initiated during the implementation 

period of desegregation is peer tutoring. Included as a com-

ponent in its 1971 desegregation plan submitted to the court, 

the Dallas Independent School District initiated a tutorial 

program (14). Known as the Learning by Tutoring Project, it 

was made available to students for the purpose of remedial 

work in mathematics, reading, and general subjects. Avail-

able to school principals on request, the project was 

designed to facilitate peer-to-peer tutoring on a voluntary 

basis and to provide conditions for efficient learning to 

take place outside the regular classroom. Aside from the 

basic objective of helping students improve academically, 

the program aimed at improvement in attitude, self-concept, 

and responsibility acceptance. 

The academic gains were significant with 42 to 91 per 

cent of the tutored students showing marked improvement dur-

ing the 1973-74 school year. Probably equally important was 

the improvement in attitudes. 

A questionnaire revealed that during this same year 

teachers witnessed a significant attitudinal change in 
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self-confidence which was usually accompanied by substantial 

academic gain. To study attitudinal changes in tutors and 

their students, an attitude inventory was administered, 

measuring attitude toward race, school, and program. Stu-

dents related a positive attitude for each of the scales and 

a particularly positive attitude toward the tutoring project. 

In an experimental-and-control-group situation, the attitudes 

of the tutored students in the treatment group were signif-

icantly more positive toward school than were those of the 

control group (15). 

According to Kenneth B. Clark (11), tutoring programs 

are ordinarily planned with the premise that the primary 

benefit is gained by the tutored students. Studies reveal, 

however, that the effects of a tutoring program are as great, 

if not greater, for the students who do the tutoring. The 

findings suggest that the traditional type of tutoring pro-

grams could be modified to rely not only on the usual 

relationship between more-privileged middle-class students, 

who are usually the tutors, and the less-advantaged students, 

who are tutored, but expanded or altered so that less-

advantaged students are recruited as tutors with the objec-

tive of improving their own academic achievement. 

Educators generally express great enthusiasm about using 

students to tutor students. Clark sites several school 

systems that have successfully implemented tutorial programs. 

Among these are Portland, Oregon, which uses cross—age 
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tutoring between sixth-grade children and third graders in 

thirty of its schools. Yonkers, New York, and St. Louis, 

Missouri, have similar programs (11, pp. 40, 127-128). 

Another area that is important to the success of school 

desegregation is the participation of students in extra-

curricular activities, and this is not always easy to 

accomplish. Desegregation many times means that students 

attend schools outside their home communities. They are tied 

to bus schedules and have limited opportunities to partici-

pate in the extra activities of the school. It is not enough 

to point with pride to a well-integrated football team or a 

student council. Ways must be found to allow greater student 

involvement in all aspects of the school. Affirmative action 

to see that all students have the equal opportunity to par-

ticipate should be a part of the planned strategy to change 

a desegregated school into an integrated school. The dis-

ruptive behavior displayed by students in years past can be 

traced directly to feelings of alienation (34). 

Until 1968, some school districts attempted to achieve 

a smooth transition to desegregation through voluntary trans-

fer programs known as Freedom of Choice Plans. Although this 

procedure was declared unconstitutional in Green, et al, v. 

County School Board, Board of New Kent County, Virginia 

(26), federal court orders utilize a version of freedom of 

choice known as majority-to-minority transfers whereby stu-

dents attending a school in which their race is in the 
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majority are permitted to transfer to any school in which 

their race is in the minority (36). This is done in con-

junction with forced busing to allow students an option for 

a voluntary transfer and to encourage further desegregation 

of schools. 

The literature does not reveal any instances where this 

type transfer program has achieved a significant degree of 

desegregation for a large city school district. In its 

annual report to the Federal Court in 1973, the Dallas Inde-

pendent School District reported that, although 1,120 stu-

dents chose this program in 1971, the number had dropped to 

942 by 1973. This represented less than 1 per cent of the 

district's total enrollment. However, one point of interest 

was reported with regard to the academics of these students. 

Ninety-five per cent of the senior high school majority-to-

minority students were passing all of their subjects in 

January, 1974 (13). 

In a similar program reported in a study of Alabama 

schools in 1967, Black students volunteered to transfer to 

all-white schools. A large majority of the parents, students, 

and teachers involved felt positive about the transfers; how-

ever, it was found that little was done by teachers and 

administrators to facilitate good social relations. The net 

effect was that the experience was less than successful for 

the Blacks (10). 
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The Berkeley, California, schools also considered a 

volunteer transfer program in 1968 in an effort to desegre-

gate Black schools. The idea was met with mixed emotions, 

and after many months of deliberation the Board of Education 

made the decision to move forward with a required transpor-

tation plan (35) . 

Moving to another area important to the smooth 

transition of segregation to desegregation, one should con-

sider student involvement in the decision-making process. 

Millions of high school students are pursuing their education 

in the changing environment of desegregated schools. Whether 

schools have been in the desegregation process for several 

years or whether it is a new experience, the continuing 

desire to improve the quality of education for all students 

has required that school officials and parents work together 

to solve old and new problems. This cooperative approach 

works best when students participate actively in this effort 

because they are the ones most directly affected by the 

changes within their school environment. 

When the Emergency School Aid Act was signed into law in 

the summer of 1972, a program was created to provide finan-

cial assistance to local school districts for the implemen-

tation of new programs to aid minority children in overcoming 

educational disadvantages and to reduce racial isolation. If 

a school received funds from this source, it was required by 

this Act to create student advisory committees so that 
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student input could be fed into the decision-making process 

regarding education and desegregation goals (38). 

In a study conducted by Joseph Caliguri (9), it was 

found that students involved in advisory committees looked 

upon themselves as leaders in the school and, therefore, saw 

themselves as responsible for helping control discipline 

problems, for listening to student concerns, and for bringing 

about a better understanding between races. Caliguri recom-

mends that these committees must be established by school 

administrators and made to become a meaningful element in the 

life of the school. 

It was this rationale that the Dallas Independent School 

District used as it developed a variety of opportunities for 

the involvement of its students in meaningful and positive 

programs. These included the Superintendent's Student 

Advisory Council (SUPER SAC), composed of representatives 

from each high school advisory committee, and a leadership-

training program called Leaders Interested in the Future of 

Education (LIFE). Meeting monthly with the General Superin-

tendent, the SUPER SAC had as its purpose the maintenance of 

open lines of communication regarding student affairs and 

current problems in the school system. The LIFE leadership 

program has been active in all the junior and senior high 

schools of the district and has provided teams of leaders 

with the necessary problem-solving skills for coping with 

racial tensions (14). 
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It is this kind of training that many authorities 

believe to be important to the desegregation process. 

James H. Bash and Roger Lang (3) wrote in 1970 that desegre-

gation without preparation often causes confusion because of 

misunderstandings which develop. Quite often Black and Anglo 

students both perceive Black as "different" because of the 

feeling of superiority on the part of Anglo students and the 

feeling of inferiority on the part of Black students. Be-

cause of this, all students should be given the opportunity, 

through human-awareness training, to be led to understand 

the phenomena of prejudice and discrimination. The quality 

of future relationships is dependent upon positive inter-

action and communication. 

An example of the need for awareness training for 

students occurred in Cedar Falls, Iowa (8). In the fall of 

1968, the desegregation of the predominantly White Malcolm 

Price Laboratory School was begun with thirteen Black junior 

and senior high school students or 5 per cent of the total 

enrollment. By 1973 there were thirty-three Black secondary 

students. As the number of minorities increased and the 

novelty of Black attendance was no longer existent, friction 

began to develop between the races, sometimes resulting in 

physical conflict. Thus, after a very leisurely pace toward 

a solution to desegregation, it was aborted and administra-

tors and teachers were suddenly faced with the problem of 

what to do to restore harmony. 
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Cross-cultural discussion groups grew out of this 

crisis situation for the purpose of airing grievances, learn-

ing more about the two dominant cultures in the school, and 

seeking solutions to common problems. Regular meetings re-

sulted in the discovery of the sociological differences 

between the ethnic groups, the problems felt to be unique to 

each group, and the kinds of activities needed to create a 

better understanding. These encounter groups played an 

important role in the growing acceptance of dialogue as a 

solution to misunderstanding and conflict. 

After the discussions had continued for more than three 

years, there were such positive results as the following: 

1. More black students are receiving the benefits of 
extracurricular activities. 

2. There is a more relaxed atmosphere throughout the 
school. 

3. Teacher and administrative feedback regarding 
student behavior is positive. 

4. Black students are represented in student govern-
ment. 

5. Black and White students jointly plan school 
activities. 

6. Black students feel they can express their 
grievances. 

It was further found that 

1. There is much potential in social events that bring 
students together outside the school. 

2. Involving classroom teachers can widen the scope 
and impact of the discussions. 
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Problems that develop from desegregation cannot be 
solved by students alone but must involve faculty 
members and counselors. 

The group model for problem solving should be 
continually evolving with new techniques and 
approaches (7, pp. 313-316). 

Teachers—Communicators of Knowledge 

A new dimension has emerged to assist teachers to trans-

mit knowledge to students, as revealed by William W. Wayson, 

professor of educational development at Ohio State Univer-

sity, at the 1975 American Association of School Admin-

istrators' annual convention. He said, 

Nowhere is the need for in-service as visible as it is 
in the schools which serve minority students. 

The needs of the immediate future dictate that our 
schools produce mature, responsible citizen-adults, by 
developing in all students the essential skills of 
problem-solving, decision and choice-making. 

The type of instruction needed to achieve more produc-
tive citizenship is that which allows the student to 
apply these skills to his daily school and community 
experience. 

And, in order to adequately instruct students in these 
skills, teachers must first learn and practice them 
(38, p. 2) . 

Wayson further states that a strong staff-development pro-

gram must include a conscious effort to teach integration in 

newly deseoregated schools in order for both the minority and 

dominant culture students to improve. Multiethnic staff 

development must be focused not only on staff members who 

teach minorities but also on teachers of the predominant 

culture so that they will help their students recognize that 
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the minorities' problems are problems the predominant culture 

helps create (38, pp. 2-4). 

The success of any educational endeavor is directly-

related to the effectiveness of its practitioners. If the 

program is not implemented as prescribed, it will fail. Too 

often educators develop desirable and promising educational 

theory only to fail when it comes to the application of the 

conceived theory. This can be particularly true when applied 

to desegregated situations (17). 

Desegregated education is a new form of schooling; con-

sequently, it requires personnel capable of doing many things 

new ways. Adequate preparation should include programs to 

retrain teachers or to supplement their training. Reports of 

newly desegregated schools indicate that the entrance of 

minority students has activated the hostility of many white 

students against persons whom they perceive to be different 

from them and who are sources of threat. Many Black and 

Mexican-American students have come away from desegregated 

experiences with pessimistic and negative views of the 

potential for racial harmony. 

Teachers responsibilities for guiding and promoting 

positive learning environments in an interracial situation 

are clear. In a number of ways, the desegregated classroom 

or school is like any other. Similar problems of instruc-

tional competence and diagnostic knowledge of the students 

are present. A teacher who is skilled and fully competent 
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has an excellent chance of being successful in a desegregated 

situation. Teachers unaccustomed to dealing with racial 

interactions, however, must be trained for these situations. 

A1 Smith, Anthony Downs, and Leanne Lochman (3 2) suggest 

that teachers going into desegregated schools must first 

become aware of and deal with their own reactions to people 

of another race. Anglo, Black, and Mexican-American teachers 

are all part of the American society which has been built 

upon racially separate living, working, and schooling 

patterns. Teachers can be expected to reflect the same 

racial feelings as society generally. Therefore, training 

programs must be offered to teachers that will attempt to 

clarify and explain their own attitudes and behavior and 

those of the students they teach. 

An important factor in the success of a school is the 

attitudes of teachers toward their colleagues. Attitudes 

are typically based on experiences and information held to 

be true. Since professional experiences between teachers of 

opposite races has been limited, their attitudes toward each 

other may not be based on reliable information, but rather 

on stereotyped identifications. Black teachers who fail to 

prepare themselves for assignments to schools with racially 

mixed faculties may assume that Black teachers are inferior. 

If the conflicting attitudes and behavior patterns of both 

races are not reconciled, attempts to develop an appropriate 

working relationship may be stifled. Obviously, 
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uncomfortable working relationships are not conducive to 

meeting the demands for quality instruction (3). 

Quality teaching is expected to occur in an inter-

cultural context that demands new attitudes, concept under-

standing, experiences, and training for all teachers of all 

races. Studies reported by James H. Bash and Thomas J. 

Morris (4) revealed wide variations among in-service prac-

tices; the differences included curriculum and instructional 

materials as well as methods of assisting teachers to become 

more skillful in discharging their responsibilities in 

desegregated situations. 

In 1965, Wey recommended that teachers receive training 

for desegregated situations before pupil mixing occurs. He 

suggested several activities for this preparation: 

(1) Summer institutes for teachers which involve 
study of new approaches to learning, teaching 
the English language both written and verbal to 
culturally different youth, human relations, as 
well as how to cope with special situations that 
will occur in a desegregated classroom, play-
ground, lunchroom, toilet, clinic, or auditorium. 

(2) Summer and pre-school workshops which deal with 
human relations, problems of desegregation, etc. 

(3) Periodic in-service meetings lasting an entire 
year which have as their goal the preparation for 
desegregation. Actual situations confronted in 
previous desegregation programs can be stated, and 
teachers, by acting out roles, can learn to cope 
with these situations. 

(4) Teacher visits to other schools which have been 
desegregated. These visits should be followed by 
total staff discussion of what was observed. 
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(5) White teacher visits to Negro schools to observe 
and actually work with a Negro teacher for an 
hour or two in the teaching of reading, etc. 

(6) Preparation of a list of practical suggestions for 
teachers who teach desegregated classes. Examples 
of these are: (a) At the beginning of desegre-
gation never force a Negro or White pupil against 
his will to take part in a joint activity. Let 
the objector sit out. There will usually be 
enough who are willing to participate. (b) Assign 
seats in the classroom alphabetically, but if a 
parent objects to the seating arrangement, don't 
make an issue of it. (c) If some pupil makes a 
racial "boner," don't stop to get an apology. It 
is less embarrassing for all to go ahead as if 
nothing had happened. (d) The acceptable word for 
the Negro race is Negro, but it is better to refer 
to individuals as individuals and not as members 
of a race (44, p. 19). 

The literature reveals that a number of school districts 

around the country have implemented programs to prepare 

teachers for desegregation. For example, prior to the first 

major thrust of the Orangeburg, South Carolina, schools to 

desegregate in the 1970-71 school year, workshops were con-

ducted in the summer of 1969 for staff members to develop 

strategies for anticipated problems. Nearly all the partici-

pants agreed that the workshops increased understanding and 

reduced personal tensions about the anticipated change. In 

the succeeding summer of 1970, faculty workshops were held 

on communication skills, learning styles of students, and 

methods and materials for multiethnic groups. This pre-

school preparation was considered invaluable by the partici-

pants, many of whom were reassigned to new schools under the 

geographical zoning plan (21). 
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As the Berkeley, California, schools proceeded toward 

desegregation, teacher in-service training was expanded, 

with a new emphasis on the need for sensitivity toward 

pupils' feelings about being different and toward others who 

are different. To assist with this, the board of education 

mandated that all staff members who worked directly with 

children take a course in minority history and culture. 

This program was implemented in the spring of 1969, with the 

staff members given the option of choosing the type of train-

ing in which they would participate. The options included 

seminars, dramatic performances, problem solving, and en-

counter groups (20). 

One major school system with a comprehensive in-service 

training program is the Dallas Independent School District 

(DISD). Part of it was designed by planning, research and 

staff, and university and community involvement. Part was 

mandated by a court decree ordering the DISD to institute an 

affirmative-action staff-development program to remedy racial 

discrimination. The entire program is conducted through the 

Dallas Teacher Education Center (DTEC). 

The DTEC, an educational cooperative, has five major 

purposes: 

1. To develop competency-based preservice and in-
service teacher education programs with an urban 
orientation, 

2. To provide comprehensive personnel development 
programs for the district's 12,000 employees, 
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3. To conduct product research and development, 

4. To test (in a laboratory) strategies and proven 
modes of teaching, and 

5. To disseminate programs which have been developed 
by or adapted to the district (31, p. 54). 

The DTEC is a joint effort of the DISD, seven area 

institutions of higher education, the professional educator 

associations, the community, and the Education Service 

Center for this region. It has as one of its major functions 

the development of the skills of the supervising teachers in 

both their classroom and in their supervisory role as 

trainers of preservice teachers. An in-service program is 

also offered to all district teachers needing help in meeting 

problems associated with teaching children in an urban 

multiethnic setting. 

The DTEC is administered by a central administrative 

unit; however, its decentralized programs include four all-

level area teacher centers which serve separate geographic 

areas of the district. A human relations, multicultural 

resource center is located at each of these sites to facil-

itate an awareness of and a responsiveness to the various 

cultures represented in the student body (31). 

Particularly noteworthy is the district's staff-

development program, designed to alleviate teacher defi-

ciencies in relating to students of inner-city elementary 

schools. This program gained national recognition when it 

was listed as one of the top five programs in the nation for 
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improving inner-city instruction (3 0). Teachers in this 

program receive increased knowledge of the sociological, 

psychological, and educational aspects of teaching in inner-

city schools. Training is also provided in a variety of 

leadership skills, teaching techniques, and curriculum-

development skills (31). 

As previously mentioned, one of the features of the 

DTEC is a cooperative effort between the DISD and area uni-

versities for preservice and in-service training programs. 

Public school-university partnerships are a natural and im-

portant relationship, so natural, in fact, that it raises a 

question as to why educators have only recently been creating 

and testing models. Historically, departments and colleges 

of education have had almost exclusive responsibility for 

preservice education, and schools have provided in-service 

education. There is considerable evidence that these past 

practices are being changed. Many institutions are making 

efforts to provide viable cooperative training programs. 

In Michigan, Wayne State University assigns professors 

and preservice teachers to the Detroit public schools on a 

continuing basis with a joint commitment for in-service and 

preservice training (28). Community colleges throughout the 

country are also working with public schools in training 

teachers. New York's LaGuardia Community College is just 

one example. It has furnished more than 500 students 

annually in preservice teacher-training programs. 
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Another approach, commonly known as the Fifty-Year 

Model, involves an extended internship after the candidate 

earns the initial degree and permits the student to have 

internship experience that will also provide opportunities 

for study toward advanced degrees and/or certification. One 

such partnership is between Kansas State University and 

Kansas City, Kansas, Public Schools (6). 

"Improved Use of the Media Center in Reading Instruc-

tion" (1), an institute for training librarianship, was 

offered by Tennessee Technological University in the academic 

year 1971-72. One of the major objectives of the institute 

was to train teachers in the effective use of the media 

centers of the elementary schools in improving reading in-

struction for children from an area characterized by economic 

and educational problems. Participants received instruction 

in library science, children's literature, psychology, and 

sociology of the disadvantaged child and instruction on the 

diagnosis and correction of reading difficulties. The eval-

uation of the institute reflected only what the participants 

felt they had gained in skills to cope more appropriately 

with the reading problems of the disadvantaged child. There 

was not a follow-up evaluation to determine if improved 

achievements were attained in subsequent years. 

Another factor related to the success of desegregation 

programs pertains to the teacher involvement in developing 

desegregation plans and/or related programs. Teacher 
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involvement became an important part of Berkeley's desegre-

gation plan. A task force, organized to help desegregate 

the city's schools, was responsive to faculty inputs. All 

teachers were given time off to discuss desegregation plans 

and to make suggestions. Aware that teacher support was 

crucial, the administration tried to meet staff fears di-

rectly and to develop in staff members a sense of optimism 

about the educational challenge presented by a pluralistic, 

integrated setting. During the 1967-68 school year, four-

teen full-time substitute teachers were employed to allow 

regular teachers the opportunity to visit and teach in other 

Berkeley schools. Three-hour small-group seminars were held 

regularly to provide teachers with the opportunity to discuss 

these visits and to begin to devise their own group and indi-

vidual plans for teaching in individual classrooms. Numerous 

demonstration sessions were held (20). 

As illustrated in the Berkeley schools, school admin-

istrators can ill afford to overlook the resources and needs 

of teachers in the development of a plan. Classroom teacher 

views and classroom activities must be diagnosed extensively. 

A comprehensive plan will be of little use if it is not rele-

vant to and does not contribute to successful classroom 

learning. 

There are several ways in which teachers can contribute 

to a desegregation plan. First, teachers can report their 

views of student perceptions of interracial relations. 
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Although teachers' reports cannot be taken as conclusive 

evidence of students' views, they are excellent indications 

of the way teachers see their students, a perspective that 

influences teachers' own approaches to the classroom. 

Second, teachers can report students' academic levels. 

Third, teachers can suggest new curriculum emphases. Black 

and White students coming from different schools have had 

different educational experiences and possess different 

skills; thus, new instructional designs and programs may be 

required (37). 

The involvement of teachers and others in the desegre-

gation process is important for other reasons also. First, 

people who must help carry out a plan are more willing to do 

so when they have had a part in creating it. Second, partic-

ipation in decision making is an excellent means of communi-

cating the nature of problems involved. Third, when teachers 

are involved in desegregation planning, their ideas are used; 

they become convinced that their views are valued, and they 

become more supportive. Fourth, participation often in-

creases credibility with others who do not participate 

because they know people like themselves were involved 

(32, p. 39) . 

Obviously, the superintendent must decide what school 

personnel he will involve in the development of a desegre-

gation plan. In many cases he might decide that plan 

development is his sole responsibility. Experience has 
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shown, however, that use of school leaders—both Black and 

White, such as supervisors, principals, and teachers—is a 

valuable aid in planning (44). 

Not only should there be the opportunity for teachers to 

communicate their suggestions regarding desegregation, but it 

is equally important and a great challenge to create educa-

tional environments where solid trusts and relationships are 

allowed to develop among ethnic groups. It cannot be assumed 

that these trust relationships will happen merely because 

people of differing backgrounds are attending the same 

school. There must be a planned program that has as its 

primary goal the facilitation of positive inquiry about 

fears, behaviors, and the inhibiting factors of negative cul-

tural stereotyping. There is a great challenge in desegre-

gated schools to maintain and nurture the identity of the 

individual and not to establish a system that might cause 

minority groups to feel as if they were visitors in a foreign 

country. 

A planned program of communication must include all 

groups within the educational setting. Teachers must be in-

cluded to emphasize the importance of the goal and to allow 

students to observe a frame of reference by which to model 

their own behavior. Administrators must be included so that 

teachers will not question the importance of the goal. To 

exclude students from such communication opportunities 
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would deprive them of gaining an understanding of the human 

goals of others (34). 

Administrators—The Catalytic Agents 

A recent study by Kirby, Harris, Crain, and Rossell 

states that 

present data indicate that superintendents play a very 
important role in bringing about desegregation 
(16, p. 14). 

It is generally accepted that the school administrator 

has a direct and immediate role as an agent in school deseg-

regation (33). The effectiveness of the administrator in 

organizing and administering a desegregated school depends 

largely upon how he interprets his leadership function. If 

he plans and carries out the entire operation by himself, 

the program may be ineffective and arouse opposition from 

his colleagues. If, on the other hand, he bases his program 

upon participation and understanding by staff members, the 

program is more likely to be successful. Seeking a high 

level of participation does not suggest weakness or inde-

cisive leadership; instead, it is good leadership practice 

(3) . 

The superintendent should make every effort to involve 

school principals in the planning of school desegregation. 

As chief administrator of a school, a principal is likely to 

be aware of student and teacher needs and of their potential 

for change. Thus he can estimate the extent of preparation 
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that will be required prior to desegregation. He can also 

help identify any special problems that his school may have, 

including the implementation of additional curriculum offer-

ings, the addition of administrative personnel, and the 

retraining of counselors or teachers. 

A principal who is merely a recipient of a preset plan 

may comply with it as his duty but feel no responsibility or 

desire to be innovative and creative in its implementation. 

Many principals feel harassed and overloaded by administra-

tive obligations and respond to new requests with apathy and 

opposition. The adoption of a laissez-faire attitude on the 

part of some principals may permit local resistance to de-

velop to the point where it threatens the desegregation 

process. The principal who is not involved in the develop-

ment of a plan may be negative as he goes about the business 

of implementation. 

The superintendent can also help principals by being 

alert to their needs for professional assistance and develop-

ment. Superintendents can take the initiative in bringing 

together principals within their district. Meetings in 

which principals prepare for desegregation are vital in 

helping them share ideas with each other and plan new 

approaches. 

Special administrative staff meetings can be held which 

focus specifically upon the problems of managing a desegre-

gated school. Central to this effort should be principals' 
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exploration of their own racial feelings and perceptions. 

Funds should be made available for this sort of training. 

Training programs can utilize a variety of re-education 

techniques: sensitivity training, role playing, collection 

and feedback of data, and other exercises in personal and 

behavioral confrontation. In addition, principals' skills 

in organizational and community leadership probably need to 

be enhanced. Finally, there is a need for principals to 

understand the implications of social science findings about 

race, social administration, curriculum development, and the 

desegregation process. Educational consultants will probably 

need to be located who can design and conduct training 

programs (37). 

In 1960, the Berkeley, California, schools began an 

assault on the prejudicial attitudes of principals with the 

district's Intergroup Education Project. Dr. Marie Fielder 

of the University of California was employed as the dis-

trict's director-consultant in intergroup relations. Among 

other activities introduced was "Leadership Training" for 

staff members in administrative positions. Seminars were 

conducted in Negro history and minority group problems and 

contributions. Special seminars were conducted that con-

sisted of field trips and studies on legislation concerning 

minority problems (35). 

Other school systems have provided similar training for 

their administrators. In one large urban system with 900 
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administrators, weekend retreats, aimed at alleviating staff 

resistance to desegregation, were conducted. In Florida, at 

least one school system put both Black and White teachers 

and administrators through predesegregation activities to 

prepare them for desegregation. Other school systems estab-

lished human relations workshops for the central office 

staff, supervisors, principals, and teachers. These work-

shops focused on instruction in the techniques of human 

relations and covered a wide range of behavioral relation-

ships between teachers and students. 

Other studies by James H. Bash (4) revealed that a 

variety of approaches and techniques were utilized in the 

in-service preparation programs as an attempt was made to 

implement desegregation plans. Great efforts were made 

toward reducing the impact of problems incident to desegre-

gation and to develop in-service programs to overcome 

instructional deficits associated with school desegregation. 

One of the most important tasks facing the principal of 

a newly desegregated school is to work effectively with his 

staff in implementing school change. The principal may find 

this difficult if his staff were recently desegregated. 

Black and White teachers encounter many of the same problems 

in racial relations as do newly desegregated student and 

community groups. Principals must give a special priority 

effort to achieve staff integration because Black and White 

teachers who have never worked with peers of another race may 

resist each other (37). 
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CHAPTER III 

PROCEDURES FOR COLLECTION OF DATA 

This chapter contains a description of the procedures 

followed in the preparation of this study. It is divided 

into the following sections: (1) Selection of the Problem, 

(2) Review of the Literature, (3) Development of the Survey-

Instrument, (4) Methodology for the Collection of Data, and 

(5) Treatment of the Data. 

Selection of the Problem 

Racial desegregation of public schools is a major social 

change in most school districts, rather than a purely educa-

tional development. Since 1954, school administrators have 

become increasingly aware of this phenomenon and have found 

themselves caught between the mandates of federal courts and 

those who oppose any departure from the status quo. Top-

level administrators, through necessity, have become engi-

neers of social change and educational innovators in order 

to provide the best possible educational opportunities for 

boys and girls during the transition from segregated school 

systems to desegregated systems. 

Obviously, the manner in which school administrators 

approach this challenge will vary because of the differences 

in the racial composition, geographic size, and total 
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population of school districts. Nearly all school districts, 

however, have certain basic similarities, such as the manner 

of administration, the presence of extracurricular activities, 

the varying backgrounds of teaching staffs, the heterogeniety 

of students, and the problems inherent in mixing students and 

staffs representing different cultures. Because of these and 

other basic traits, it is safe to assume that valuable ideas 

can be gained from the experiences of school administrators 

who are involved in the desegregation process for application 

to districts either contemplating or already involved in 

desegregation. 

Therefore, a study of administrator perceptions of the 

effectiveness of practices to facilitate the desegregation 

process was chosen as a problem to study. A survey of se-

lected school districts under federal court order located in 

the southern part of the United States under the jurisdiction 

of the Unted States Fifth Circuit Court of Appeals was de-

termined as an appropriate means for gathering data that 

could assist school administrators with the desegregation 

process. 

Review of the Literature 

A careful study was made of books, periodicals, pro-

fessional publications, relevant surveys, and public 

documents pertaining to the process of desegregatins schools. 

Also, the Texas Information System (TIS) of Austin, Texas, 
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and the Educational Resources Information Center (ERIC) 

Clearinghouse files of Washington, D.C., were consulted for 

pertinent information related to the study. The resources of 

various libraries were used, including those of North Texas 

State University, Southern Methodist University, Bishop Col-

lege, and the Dallas Public Library. The North Texas State 

University library resources were also examined for 

dissertation format and design. 

Development of the Survey Instrument 

A careful review of the available, relevant literature 

was made, before selecting the most pertinent questions 

relative to the study. A sample instrument was constructed 

on the basis of suggestions that were derived or interpreted 

from the reviewed literature. The instrument was designed 

to survey central-staff administrator perceptions of the 

effectiveness of practices to facilitate the desegregation 

process in their school systems. The tentative instrument 

and the pertinent sections of the proposed study were dis-

cussed in conference with two central-staff administrators 

whose school system is involved in court-ordered desegrega-

tion, a college professor who is knowledgeable about survey-

instrument construction, a data-processing analyst, and a 

director of a department of research and evaluation. This 

effort was made in order to increase the validity and reli-

ability of the survey instrument. 
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The next step called for the development of a survey 

format. This task included writing directions, developing a 

demographic section, and establishing a means for compiling 

the collected data. The preliminary instrument was then 

considered ready to field test for reliability and for sub-

mission to a jury panel of education authorities for 

professional judgment and validation. The survey instrument 

contained thirty-one response items with an open-ended 

response available on six of these items. 

A jury panel of five professional educators, who were 

considered to be authorities in matters relating to desegre-

gation, was selected to serve as a validation team. The 

five members included three school administrators, the 

assistant director of a Regional United States Office of 

Civil Rights, and a former member of the technical-assistance 

desegregation center of the University of Miami and currently 

an advisor to federal courts on desegregation plans. These 

educators were asked to examine the instrument and to make 

suggestions as to how it could be improved to ensure that it 

would gather the desired information, thereby assuring con-

tent validity. According to Gilbert Sax, content validity 

can be defined as follows: 

Content validity is determined by asking a group of 
experts to rate the extent to which each item on a 
questionnaire appears to measure some universal 
opinion, attitude, or belief. If all the experts 
agree, . . . then the questionnaire would have con-
tent validity (1, p. 232). 
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The sample-survey questionnaire, a letter of instruc-

tions, a jury response sheet, and a self-addressed envelope 

were sent to all the jury panel members as a means of obtain-

ing validation for each item. The members of the jury were 

asked to respond, by completing the jury response sheet, 

identifying those items that needed correction or deletion, 

and making other suggestions or recommendations for improve-

ment of the questionnaire instrument. As a result of the 

responses from jury members, several corrections and changes 

were made, mostly of an editorial nature. It was decided 

that acceptance of an item by three of the five jury panel 

members would constitute validity and justify inclusion in 

the final questionnaire. 

The questions were typed on the final survey instrument, 

and a cover sheet was added for respondent-identification 

information. The survey instrument was divided into five 

major sections. Section One, General Demographic Informa-

tion, required six multiple-response items related to stu-

dent ethnic ratios, teacher ethnic ratios, desegregation 

methods, and the extent of student and staff desegregation. 

Section Two, Students, contained eight items related to stu-

dent programs and student involvement in the desegregation 

process. Section Three, Teachers, had nine questions per-

taining to teacher training and utilization, with respect to 

desegregation. Section Four, Administrators, contained five 
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questions with respect to the preparation and utilization of 

administrators for school desegregation. Section Five, 

Implementation, concluded the survey with three questions 

that requested the respondents to give their perceptions as 

to the difficulty of implementing the desegregation process. 

All the responses in Sections Two through Five required the 

appropriate choice according to the perceptions of the 

respondents. 

Methodology for Collection of Data 

Data for this study were collected during December, 

1975, and January, 1976. All respondents in the survey were 

central-staff administrators, representing school districts 

in the six states under the jurisdiction of the United States 

Fifth Circuit Court of Appeals. The initial step in the 

administration of the survey instrument was the selection of 

participants. This was accomplished by contacting each of 

the thirty-four school districts to be surveyed in advance 

of mailing the questionnaire to secure the names of the 

individuals who were the most generally knowledgeable of the 

districts' implementation of desegregation orders. A return 

of 90 per cent was established as necessary to accomplish 

this study properly because of the relatively small sample 

being surveyed. 

The validated survey questionnaire was administered to 

the thirty-four identified central-staff administrators. 
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The cover letter, explaining the purposes of the study and 

requesting participation, a survey instrument, and a self-

addressed, stamped envelope were mailed directly to the 

central-staff administrators, by name, in each of the 

selected school districts. The cover letter to the prospec-

tive participants assured their anonymity. A copy of the 

findings was offered in return for their contributions if 

they desired the results. Of the thirty-four selected 

participants, thirty-one returned completed questionnaires. 

Treatment of Data 

The questionnaires were mailed to the thirty-four 

prospective participants on December 13, 1975. A list of 

the prospective participants, to be used as a check list as 

the respondents returned the completed survey instruments, 

was made. Thirty-one usable questionnaires were returned by 

mid-January, 1976. Mailing the questionnaires during the 

Christmas season proved to be advantageous because the pro-

spective respondents had some available time to devote to 

the project, according to the input from ten of them. The 

high rate of return of over 90 per cent supports this think-

ing. The return of thirty-one questionnaires represented 

91.4 per cent of the thirty-four questionnaires mailed and 

exceeded the 90 per cent established as necessary to 

accomplish this study properly. 
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Each returned questionnaire was carefully reviewed, and 

all responses manually recorded on data-collection sheets. 

The number of respondents for each item was totaled, and the 

percentage for each response to all questions of the survey 

was computed. The recorded results are reported in Chapter 

IV, with a table of results being developed for each of the 

thirty-one survey questions. 

A comparative analysis was made from the above-described 

data, by developing a numerical average for each practice and 

ranking the practices from the most effective to the least 

effective within each grouping. The details of this pro-

cedure and the corresponding tables are reported in Chapter 

IV. 

Conclusions were drawn from the results produced through 

the statistical treatment of the data. Recommendations were 

also made as a means of providing assistance to school 

administrators whose school districts are involved in or 

contemplating the implementation of desegregation plans. The 

recommendations were based upon the obtained results and 

conclusions which were interpreted from analysis of the 

collected data. The conclusions and recommendations are 

listed in Chapter V. 
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CHAPTER IV 

PRESENTATION OF DATA 

Introduction 

This study was conducted to ascertain the methods used 

by selected school districts to facilitate the desegregation 

process. The survey was, further, an attempt to identify 

central-administrators' perceptions of the effectiveness of 

these practices. Data were collected during December, 1975, 

and January, 1976, which surveyed central administrators as 

they perceived them at the time. Survey instruments were 

sent to thirty-four central administrators in the six 

southern states under the jurisdiction of the United States 

Fifth Circuit Court of Civil Appeals. The administrators 

were in school districts which had enrollments of 30,000 or 

more students. Each of the selected administrators was cho-

sen for his general knowledge of the school district in which 

he worked and, in particular, for his knowledge of his dis-

trict's desegregation efforts. The responses from the 

central administrators exceeded the expectations of 90 per 

cent set out in Chapter I with thirty-one of the thirty-four 

questionnaires being returned for a 91.4 per cent response. 

The data gathered during this study are presented in this 

68 



69 

chapter in the following sections: Summary of Responses 

and Comparative Analysis of Data. 

Summary of Responses 

The findings presented here are the tabulated results 

of the questionnaire, "A Study of Administrator Perceptions 

of the Effectiveness of Practices to Facilitate the Desegre-

gation Process of Selected School Districts." The collected 

data from each of the thirty-one items on the survey instru-

ment are presented in separate tables, including the number 

of responses and the percentage of respondents for each 

answer. These data are shown in Tables I through XXXII. 

Before reviewing the tables, one would find it helpful 

to understand the interpretation of the term "not applicable" 

that appears in the survey questionnaire as one of the 

response choices to a majority of the questions. In the 

questionnaire, this term was defined in the instructions at 

the beginning of each series of questions for students, 

teachers, and administrators as meaning the noninvolvement 

of a school district in a particular desegregation practice. 

This is significant because, as shown in some of the fol-

lowing tables, a percentage of the responding districts did 

not utilize certain desegregation practices. 

Copies of the correspondence to all participants in 

this study may be found in the appendices. 
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In Table I, the data reveal that 67.7 per cent of the 

school districts had enrollments comprised of a majority of 

TABLE I 

ETHNIC COMPOSITION OF STUDENTS 
IN THE SCHOOL DISTRICTS 

Ratio 
(°/°) 

Anglo Negro Mexican-
American 

American 
Indian 

Oriental Other 

90-100 1 
( 3.2%) 

80-89 5 
(16.1%) 

2 
( 6.5%) 

70-79 8 
(25.8%) 

1 
( 3.2%) 

60-69 3 
( 9.7%) 

1 
( 3.2%) 

50-59 4 
(12.9%) 

3 
( 9.7%) 

1 
( 3.2%) 

40-49 5 
(16.1%) 

5 
(16.1%) 

30-39 3 
( 9.7%) 

3 
( 9.7%) 

20-29 10 
(3 2.2%) 

1 
( 3.2%) 

10-19 2 
( 6.5%) 

4 
(12.9%) 

3 
( 9.7%) 

1-9 2 
( 6.5%) 

8 
(25.8%) 

15 
(48.4%) 

15 
(48.4%) 

7 
(22.6%) 

0 18 
(58.1%) 

16 
(51.6%) 

16 
(51.6%) 

24 
(77.4%) 

Total 31 
(100%) 

31 
(100%) 

31 
(100%) 

31 
(100%) 1 

31 
(100%) 

31 
(100%) 
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Anglo students, 22.6 per cent of the districts had a majority 

of Negro students, and one (3.2 per cent) had a majority of 

Mexican-Americans. When the school districts with 50 per 

cent or more Negro and Mexican-American enrollments are 

combined, 25.8 per cent of the districts possess majority-

minority enrollments. All of the districts reported both 

Anglos and Negros represented in their student bodies; 

41.9 per cent showed various percentages of Mexican-American 

students; 48.4 per cent reported having some American 

Indians and Orientals, while 22.6 per cent had other races 

represented, usually Cubans. The ratio of American Indians, 

Orientals, and "Others" in individual districts, however, 

was generally reported as less than 1 per cent of the total 

student composition. 

Although thirty-one surveys were returned, only thirty 

responded to the request for the ethnic composition of 

faculties, as shown on Table II. Of the thirty respondents, 

90 per cent reported that Anglo teachers are in the majority 

on their faculties. Almost 10 per cent (9.9 percent) 

revealed faculties with a majority of Negro teachers. Only 

one district had as many as 20-29 per cent Mexican-American 

teachers. 
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TABLE II 

ETHNIC COMPOSITION OF FACULTIES 
IN THE SCHOOL DISTRICTS 

Ratio 
(%) 

Anglo Negro Mexican-
American 

American 
Indian Oriental Other 

90-100 2 
( 6.7%) 

80-89 7 
(23.3%) 

70-79 7 
(23.3%) 

1 
( 3.3%) 

60-69 5 
(16.7%) 

1 
( 3.3%) 

50-59 6 
(20.0%) 

1 
( 3.3%) 

40-49 1 
( 3.3%) 

8 
(26.7%) 

30-39 2 
( 6.7%) 

3 
(10.0%) 

20-29 0 5 
(16.7%) 

1 
( 3.3%) 

10-19 0 9 
(30.0%) 

1-9 0 2 
( 6.7%) 

10 
(33.3%) 

2 
( 6.7%) 

5 
(16.7%) 

3 
(10.0%) 

0 19 
(63.4%) 

28 
(93.3%) 

25 
(83.3%) 

27 
(90.0%) 

Total 30 
(100%) 

30 
(100%) 

30 
(100%) 

30 
(100%) 

30 
(100%) 

30 
(100%) 

The data in Table III reveal that 45.2 per cent of the 

surveyed districts have been involved in court-ordered 
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desegregation for five to eight years and 3 2.3 per cent for 

nine to fifteen years. Nineteen and three-tenths per cent 

TABLE III 

YEARS INVOLVED IN COURT-ORDERED DESEGREGATION 

Years Number of Districts Per Cent 

1-2 0 0 
3-4 1 3.2 
5-8 14 45.2 
9-15 10 32.3 

15+ 6 19.3 

Total 31 100 

have a history of more than fifteen years of desegregation. 

Ninety-six and eight-tenths per cent of the districts have 

been under court orders to desegregate for five years or 

more. 

Table IV data reveal that more than three-fourths (77.4 

per cent) of the respondents utilize contiguous rezoning at 

the elementary and secondary school levels to desegregate 

their schools. Just under one-half (48.4 per cent) of the 

elementary schools are desegregated with satellite zones, 

while almost one-third (32.3 per cent) of the secondary 

schools use this method. Pairing and clustering were used 

in 3 5.5 per cent and 25.8 per cent of the elementary and 

secondary schools, respectively. Under "Other methods," 

9.7 per cent of the school districts at the elementary level 
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and 12.9 per cent at the secondary level used majority-to-

minority transfers in conjunction with satellite zones, 

pairing or clustering, and contiguous rezoning. Only 9.7 

per cent of the districts used magnet schools to supplement 

TABLE IV 

DESEGREGATION METHODS USED IN THE 
REPORTING SCHOOL DISTRICTS 

Desegregation Methods Number of Respondents Desegregation Methods 
Elementary Secondary 

Satellite zones (busing) 15 (48.4%) 10 (32.3%) 
Pairing or clustering 11 (35.5%) 8 (25.8%) 
Contiguous rezoning 24 (77.4%) 24 (77.4%) 
Educational parks 0 0 
Magnet schools 3 ( 9.7%) 4 (12.9%) 
Other methods 3 ( 9.7%) 4 (12.9%) 

Total respondents 31 

other desegregation methods at the elementary leval and 12.9 

per cent at the secondary level. 

The data in Table V show that 35.5 per cent of the 

respondents have desegregated all of their student bodies at 

the elementary school level and 39.3 per cent at their 

middle/junior high schools; 45.2 per cent of the school dis-

tricts have desegregated all of their senior high schools. 

Only 3.2 per cent of the districts have none of their ele-

mentary schools desegregated; however, partial desegregation 

is indicated in 61.3 per cent of the districts at the ele-

mentary level and 60.7 per cent at the middle/junior high 
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TABLE V 

DESEGREGATED STUDENT BODIES 

School Levels Number of Responses School Levels All Some None 
Elementary Schools 11 (3 5.5%) 19 (61.3%) 1 (3.2%) 
Middle/Junior High Schools 11 (3 9.3%) 17 (60.7%) 0 ( 0% ) 
Senior High Schools 14 (45.2%) 17 (54.8%) 0 ( 0% ) 

Total Respondents 31 

school and senior high school levels. Obviously, this means 

that for various reasons, between 54.8 per cent and 61.3 per 

cent of the surveyed school districts have some one-race 

schools. 

Based upon the criterion that a desegregated faculty 

has no less than 20 per cent Anglo or minority teachers, it 

can be quickly observed from the data in Table VI that 74.2 

per cent of the respondents have total faculty desegregation 

TABLE VI 

DESEGREGATED FACULTIES 

School Level Number of Responses School Level 
All Some None 

Elementary Schools 23 (74.2%) 7 (22.6%) 1 (3.2%) 
Secondary Schools 23 (74.2%) 7 (22.6%) 1 (3.2%) 

Number of Respondents 31 

at all levels and that 22.6 per cent still have some one-

race faculties. One school district (3.2 per cent) appears 
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in the table as having segregated faculties; however, since 

this district's faculties are desegregated on an 87 per cent 

Anglo to 13 per cent Black ratio, it does not meet the 20 

per cent criterion. 

The data in Table VII reveal that 6.5 per cent of the 

respondents indicated cultural-awareness training for their 

students was not applicable. This is interpreted to mean 

TABLE VII 

EFFECTIVENESS OF CULTURAL-AWARENESS 
TRAINING FOR STUDENTS 

Responses Number of Percentage of 
Respondents Respondents 

Highly Effective 2 6.5 
Effective 14 45.2 
Ineffective 5 16.1 
Highly Ineffective 1 3.2 
Not Applicable 2 6.5 
Insufficient Data 7 22.5 

Total 31 100.0 

that this practice has not been used; therefore, it is 

easily determined that 93.5 per cent of the districts sur-

veyed have provided this training for students. Just over 

one-half (51.7 per cent) perceive the training as effective 

or highly effective, while 19.3 per cent perceive it to be 

ineffective or highly ineffective. The fact that twenty-

nine of the thirty-one surveyed districts provide cultural-

awareness training for students seems to indicate the 
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recognition of the importance of such training to the success 

of desegregation implementation. 

Table VIII data show that 96.8 per cent of the respond-

ing school districts are using multicultural curriculum 

materials to assist with their desegregation process, and 

TABLE VIII 

EFFECTIVENESS OF MULTICULTURAL CURRICULUM 
MATERIALS WITH STUDENTS 

Responses Number of Percentage of 
Respondents Respondents 

Highly Effective 1 3.2 
Effective 20 64.5 
Ineffective 3 9.7 
Highly Ineffective 0 0.0 
Not Applicable 1 3.2 
Insufficient Data 6 19.4 

Total 31 100.0 

67.7 per cent indicate these have been effective in creating 

a greater appreciation and understanding between ethnic 

groups. Six school districts, or 19.4 per cent, do not have 

sufficient data to determine effectiveness. The data reveal 

that almost all (30) of the surveyed school districts ac-

knowledge the need of relevant teaching materials for 

pluralistic student bodies. 

The involvement of students in the decision-making 

process is shown to be either effective or highly effective 

by 71 per cent of the respondents in Table IX data. More 
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TABLE IX 

EFFECTIVENESS OF MULTIRACIAL STUDENT ADVISORY 
COMMITTEES IN THE DECISION-MAKING PROCESS 

Responses Number of 
Respondents 

Percentage of 
Respondents 

Highly Effective 7 22.6 
Effective 15 48.4 
Ineffective 1 3.2 
Highly Ineffective 0 0.0 
Not Applicable 3 9.7 
Insufficient Data 5 16.1 

Total 31 100.0 

than 90 per cent are using multiracial student input in help-

ing arrive at meaningful decisions, but 16.1 per cent of the 

90.3 per cent have insufficient data for reporting, while 

3.2 per cent do not believe the input is helpful. However, 

the data seem to show that student input in the decision-

making process is important in managing today's schools. 

All of the respondents, according to the data in Table 

X, recognize the need for an emphasis in reading, and 87.1 

per cent of the districts consider the compensatory reading 

programs effective or highly effective in increasing their 

students' achievement in school. 

In response to the request in the survey for "other" 

compensatory education programs that school districts use to 

facilitate desegregation and to improve achievement levels of 

students, the following were listed: 
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TABLE X 

EFFECTIVENESS OF COMPENSATORY READING PROGRAMS 
FOR IMPROVING STUDENT ACHIEVEMENT 

Responses 
Number of 
Respondents 

Percentage of 
Respondents 

Highly Effective 6 19.4 
Effective 21 67.7 
Ineffective 1 3.2 
Highly Ineffective 0 0.0 
Not Applicable 0 0.0 
Insufficient Data 3 9.7 

Total 31 100.0 

Ten districts indicated various compensatory mathe-

matics programs that included programs for K-3 only, 

computer-assisted instruction in mathematics, and 

mathematics laboratories. All these mathematics 

programs were perceived to be either effective or 

highly effective. 

Seven districts made special note of their compen-

satory reading programs with such descriptive terms 

as "Compensatory Reading," "Reading Resource 

Teachers," and "Secondary Reading." These programs 

were generally rated as effective. 

Other programs rated as effective in helping stu-

dents and the desegregation process were the 

following: (a) Black History, (b) Secondary Lan-

guage, Art, and Math Program (LAMP), (c) Bilingual 
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Education, (d) Head Start, (e) Conflict-Prevention 

Teams, (f) Crisis-Intervention Rooms, (g) Follow 

Through, (h) Preschool Child Care. 

4. One program, "Schools Without Failure," was reported 

by one district as not succeeding. 

As shown in the data reported in Table XI, only twenty-

nine districts responded to this question, and over one-third 

(34.5 per cent) do not utilize peer or cross-age tutoring 

TABLE XI 

EFFECTIVENESS OF PEER OR CROSS-AGE TUTORING TO AID 
THE LEARNING PROCESS OF STUDENTS 

INVOLVED IN DESEGREGATION 

Rp qnnn cjp c» Number of Percentage of 
i \ W O U w J L i . O w O 

Respondents Respondents 

Highly Effective 3 1 0 . 3 
Effective 8 2 7 . 6 
Ineffective 1 3 . 5 
Highly Ineffective 0 0 . 0 
Not Applicable 10 3 4 . 5 
Insufficient Data 7 2 4 . 1 

Total 29 1 0 0 . 0 

programs. However, 37.9 per cent indicate that this program 

was successful in aiding the learning process, while 24.1 

per cent do not have sufficient data for accurate reporting. 

The fact that just over one-third of the surveyed school 

districts find student tutors effective indicates that peer 

tutoring should be carefully considered and implemented as 

an aid to student achievement. 
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More than one-half (51.6 per cent) of the respondents 

do not provide transportation to students for participation 

in extracurricular activities, as shown in Table XII. Just 

under one-third (31.3 per cent) of the respondents believe 

TABLE XII 

EFFECTIVENESS OF PROVIDING TRANSPORTATION 
FOR STUDENT EXTRACURRICULAR ACTIVITY 

PARTICIPATION 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 2 6.5 
Effective 8 25.8 
Ineffective 1 3.2 
Highly Ineffective 0 0.0 
Not Applicable 16 51.6 
Insufficient Data 4 12.9 

Total 31 100.0 

that extracurricular transportation has been effective in 

facilitating participation, and 12.9 per cent do not have 

sufficient data to make a determination. Only 3.2 per cent 

believe it has been ineffective. Although a large percentage 

(51.6 per cent) of the surveyed districts do not provide 

transportation for extracurricular activities, this should 

not be construed as a lack of interest on the part of the 

districts in such activities. Many of these districts indi-

cated "Other" means of encouraging participation. The survey 

requested school districts to list these other methods. 

These included the following, all perceived to be effective: 



82 

(1) conduct extracurricular activities during the school day, 

(2) allow precinct voting for student organizations in order 

to give minority students an opportunity to be elected, 

(3) rewrite Board of Education policies to prevent discrim-

ination, (4) provide community schools, (5) have cross-

school visitation (band, chorus, and so on), (6) encourage 

parents to provide transportation, (7) hire directors of 

student affairs, and (8) employ coaches for girls. 

The revision of admission standards for student 

organizations was also listed but considered to be ineffec-

tive in encouraging expanded participation. 

Table XIII data show that alternative schools or pro-

grams for students unable to cope with the regular school 

TABLE XIII 

EFFECTIVENESS OF ALTERNATIVE SCHOOLS OR PROGRAMS 
FOR STUDENTS UNABLE TO COPE WITH THE REGULAR 

SCHOOL ENVIRONMENT 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 4 13.3 
Effective 9 30.0 
Ineffective 0 0.0 
Highly Ineffective 0 0.0 
Not Applicable 15 50.0 
Insufficient Data 2 6.7 

Total 30 100.0 

environment are provided by 50 per cent of the thirty dis-

tricts that responded to this question, and 43.3 per cent 
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perceive them as being effective or highly effective. Two 

districts, or 6.7 per cent did not have sufficient data to 

make a judgment. With such a high percentage of those dis-

tricts using alternative schools or programs realizing 

apparent success, there is evidence for additional school 

districts to consider alternative schools and programs to 

facilitate desegregation. 

Table XIV data reveal that 67.8 per cent of the sur-

veyed school districts have the voluntary majority-to-

minority transfer option for their students. As to its 

effectiveness in furthering desegregation, 38.7 per cent 

TABLE XIV 

EFFECTIVENESS OF MAJORITY-TO-MINORITY 
TRANSFER PROGRAMS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 3 9.7 
Effective 9 29.0 
Ineffective 6 19.4 
Highly Ineffective 3 9.7 
Not Applicable 10 32.2 
Insufficient Data 0 0.0 

Total 31 100.0 

believe it to be effective, and 29.1 per cent perceive it as 

ineffective. Almost one-third (3 2.2 per cent) do not have 

this option available. The usefulness of the majority-to-

minority transfer as a method for desegregating schools is 
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questionable when nine of the twenty-one districts consider 

it ineffective; however, it would be interesting to learn 

the conditions that exist to make it effective for twelve of 

the twenty-one districts. 

In response to the request in the survey for other 

practices used by school districts to implement a student 

desegregation plan, the following were received and perceived 

to be effective: (1) student ombudsman office, (2) extended 

student-orientation programs, (3) Project ZAP (Zero Attrition 

Program), (4) Partners Project, (5) biracial advisory com-

mittees involving parents, students, and school personnel to 

deal with crises, discipline, and racial tension, (6) human 

relations counselors, and (7) biracial advisory committees 

to the Board of Education. (One district perceived these 

committees as being ineffective.) One school noted that 

only Blacks chose the majority-to-minority transfer and 

another school indicated that it is totally integrated and 

has no need for majority-to-minority transfers. 

According to Table XV, 62.1 per cent of the responding 

school districts believed cultural—awareness training for 

teachers to be effective in preparing them to teach in 

multicultural settings. Four districts, or 17.3 per cent, 

perceived the training as ineffective, and 10.3 per cent 

have not provided such training. The fact that nearly 90 

per cent of the districts use cultural—awareness training 
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TABLE XV 

EFFECTIVENESS OF CULTURAL-AWARENESS 
TRAINING FOR TEACHERS 

Responses Number of Percentage of 
Respondents Respondents 

Highly Effective 0 0.0 
Effective 18 62.1 
Ineffective 4 13.8 
Highly Ineffective 1 3.5 
Not Applicable 3 10.3 
Insufficient Data 3 10.3 

Total 29 100.0 

for teachers seems to indicate the importance districts 

place on it in facilitating desegregation. 

The data in Table XVI indicate that 96.7 per cent of 

the surveyed school districts provide in-service training 

TABLE XVI 

EFFECTIVENESS OF IN-SERVICE TRAINING IN ASSISTING 
TEACHERS TO USE NEW OR REVISED CURRICULUM 
MATERIALS DESIGNED FOR MULTICULTURAL 

STUDENT BODIES 

Responses Number of Percentage of 
Respondents Respondents 

Highly Effective 7 23.4 
Effective 20 66.7 
Ineffective 1 3.3 
Highly Ineffective 0 0.0 
Not Applicable 1 3.3 
Insufficient Data 1 3.3 

Total 30 100.0 
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for teachers to assist them with the utilization of new or 

revised curriculum materials designed for multicultural stu-

dent bodies, and 90.1 per cent consider their efforts effec-

tive. This high degree of effectiveness indicates that the 

surveyed school districts perceive their in-service efforts 

as beneficial to the effective use of multicultural materials. 

More than one-third (35.6 per cent) of the responding 

school districts do not use multicultural teacher-advisory 

committees in the decision-making process, according to 

Table XVII data. However, 64.5 per cent of the districts use 

TABLE XVII 

EFFECTIVENESS OF MULTICULTURAL TEACHER ADVISORY 
COMMITTEES IN THE DECISION-MAKING PROCESS 

Respondents Number of Percentage of Respondents 
Respondents Respondents 

Highly Effective 5 16.1 
Effective 8 25.8 
Ineffective 2 6.5 
Highly Ineffective 0 0.0 
Not Applicable 11 35.6 
Insufficient Data 5 16.1 

Total 31 100.0 

this source of input, and 41.9 per cent find it highly 

effective or effective in the decision-making process, while 

6.5 per cent find such committees ineffective. The data 

indicate that consideration should be given to improving the 

effectiveness of using teachers in the decision-making 

process. 
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Table XVIII data reveal that only 16.1 per cent of the 

survey respondents perceive home/school communications 

through home visits by teachers to be effective. Less than 

one-third (3 2.3 per cent) do not utilize this method of com-

munication with the home, and surprisingly 38.7 per cent see 

this method of communication as ineffective. 

TABLE XVIII 

EFFECTIVENESS OF HOME/SCHOOL COMMUNICATIONS 
THROUGH HOME VISITS BY TEACHERS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 0 0.0 
Effective 5 16.1 
Ineffective 11 35.5 
Highly Ineffective 1 3.2 
Not Applicable 10 32.3 
Insufficient Data 4 12.9 

Total 31 100.0 

This low degree of effectiveness could indicate a mis-

interpretation of the question; that is, the eleven districts 

perceiving this practice as ineffective may be indicating 

that teachers do not make home contacts. 

Over one-half of the respondents (56.7 per cent), as 

shown in Table XIX, find that home/school liaisons improve 

communications between the home and school. Home/school 

liaisons include visiting teachers, youth advisors, and 

other personnel with similar titles. Eight of the school 

districts, or 26.7 per cent, find this method ineffective. 
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Other home/school communications methods perceived to 

be effective included the following: (1) monthly newsletters 

TABLE XIX 

EFFECTIVENESS OF HOME/SCHOOL COMMUNICATION 
THROUGH THE USE OF HOME/SCHOOL LIAISONS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 0 0.0 
Effective 17 56.7 
Ineffective 8 26.7 
Highly Ineffective 0 0.0 
Not Applicable 3 10.0 
Insufficient Data 2 6.7 

Total 30 100.0 

to parents, students, employees, and community members, 

(2) P.T.A. meetings conducted in various locations, (3) 

Parent-Advisory Committees, (4) weekly television programs, 

(5) parent-education programs, and (6) individual school 

newsletters to parents. 

It can be readily observed from Table XX data that the 

greatest successes in minority recruitment has been with 

Negro teachers. One hundred per cent of the twenty—nine 

responding districts perceive their recruitment efforts with 

this group as effective or highly effective. Only 20.7 per 

cent reported effective recruitment of Mexican-American 

teachers, while 41.4 per cent perceive their efforts as 

ineffective. Three individual school districts reported 
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recruiting success of Oriental and "Other" races. Forty-one 

and four-tenths per cent of the districts have not attempted 

TABLE XX 

EFFECTIVENESS OF THE RECRUITMENT 
OF MINORITY TEACHERS 

Number of Respondents 
Responses Negro Mexican-

American Oriental American 
Indian Other 

Highly 
Effective 

15 
(51.7%)* 

0 1 
( 3.4%) 

0 1 
( 3.4%) 

Effective 14 
(48.3%) 

6 
(20.7%) 

0 0 1 
( 3.4%) 

Ineffective 0 1 
( 3.4%) 

0 0 0 

Highly 
Ineffective 

0 0 1 
( 3.4%) 

0 0 

Not 
Applicable 

0 12 
(41.4%) 

12 
(41.4%) 

12 
(41.4%) 

7 
(24.1%) 

Insufficient 
Data 

0 0 2 
( 6.9%) 

3 
(10.3%) 

1 
( 3.4%) 

Total 29 19 16 15 10 

*The percentages are based on 29 respondents. 

to recruit Mexican-American, Oriental, and American Indian 

teachers either because of unavailability, because of lo-

cation, or because the ethnic composition of student bodies 

does not provide the need. 

One respondent did not answer this question because 

the question was not clear as to whether it referred to 

quantity or quality. Also, another respondent checked 
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"effectively," but "the staff consensus" was that the dis-

trict's minority recruitment efforts had "not been very 

effective." 

It can be quickly determined from the data in Table XXI 

that 76.7 per cent of the districts in the study are making 

effective use of volunteer programs to improve academic 

achievement. Only two districts (6.7 per cent) reported not 

using volunteers for this purpose, and one district per-

ceived their use as ineffective. 

TABLE XXI 

EFFECTIVENESS OF USE OF VOLUNTEERS TO 
IMPROVE ACADEMIC ACHIEVEMENT 

Responses 
Number of 
Respondents 

Percentage of 
Respondents 

Highly Effective 
Effective 
Ineffective 
Highly Ineffective 
Not Applicable 
Insufficient Data 

5 
18 
1 
0 
2 
4 

16.7 
60.0 
3.3 
0.0 
6.7 
13.3 

Total 30 100.0 

These data should encourage school districts facing 

financial crises to utilize this economical and effective 

method of improving student achievement. 

Table XXII data reveal that 90.3 per cent of the 

thirty-one responding school districts perceive the use of 

teacher aides to be an effective or highly effective means 
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of improving the academic achievement of students. Only one 

district (3.2 per cent) indicated that it is not receiving 

effective assistance, and two districts (6.5 per cent) have 

insufficient data for reporting. 

TABLE XXII 

EFFECTIVENESS OF THE USE OF TEACHER AIDES 
TO IMPROVE ACADEMIC ACHIEVEMENT 

Responses 
Number of Percentage of 

Responses Respondents Respondents 

Highly Effective 9 29.0 
Effective 19 61.3 
Ineffective 1 3.2 
Highly Ineffective 0 0.0 
Not Applicable 0 0.0 
Insufficient Data 2 6.5 

Total 31 100.0 

Such a high percentage of the surveyed school districts 

reporting success with the use of teacher aides to improve 

academic achievement should be noted by school districts 

which are striving to reduce the disparity between various 

ethnic groups. 

Table XIII data show that more than one-half (54.8 per 

cent) of the thirty-one surveyed districts perceive co-

operative preservice teacher-training programs with colleges 

and universities as being beneficial to teachers preparing 

to teach in pluralistic student bodies. Seven districts 

(22.6 per cent) believe such programs to be ineffective or 
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TABLE XXIII 

EFFECTIVENESS OF COOPERATIVE PRESERVICE TRAINING 
PROGRAMS BETWEEN COLLEGES AND UNIVERSITIES 

AND PUBLIC SCHOOLS 

Responses 
Number of Percentage of 

Responses Respondents Respondents 

Highly Effective 4 12.9 
Effective 13 41.9 
Ineffective 6 19.4 
Highly Ineffective 1 3.2 
Not Applicable 3 9.7 
Insufficient Data 4 12.9 

Total 31 100.0 

highly ineffective. Twenty-eight (90.3 per cent) of the 

districts are involved in cooperative preservice training 

programs with colleges and universities. One respondent 

noted that preservice training programs with some colleges 

had been highly effective, while with others the training 

had been ineffective. 

Almost all of the responding school districts (96.8 per 

cent) reported that their in-service teacher-training pro-

grams in assisting teachers to cope with problems incident 

to desegregation are effective, as shown in Table XXIV. It 

seems significant that none of the districts perceive their 

programs as ineffective. One school district noted that 

human relations workshops, in particular, had provided 

effective training for teachers. 
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TABLE XXIV 

EFFECTIVENESS OF IN-SERVICE PROGRAMS IN ASSISTING 
TEACHERS TO COPE WITH PROBLEMS 

INCIDENT TO DESEGREGATION 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 5 16.1 
Effective 25 80.7 
Ineffective 0 0.0 
Highly Ineffective 0 0.0 
Not Applicable 0 0.0 
Insufficient Data 1 3.2 

Total 31 100.0 

The data in Table XXV show that almost one—half (48.4 

per cent) of the surveyed school districts perceive cultural-

awareness training for principals/central administrators as 

TABLE XXV 

EFFECTIVENESS OF CULTURAL-AWARENESS TRAINING 
FOR PRINCIPALS/CENTRAL STAFF 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 2 6.5 
Effective 13 41. 9 
Ineffective 3 9.6 
Highly Ineffective 1 3.2 
Not Applicable 6 19.4 
Insufficient Data 6 19.4 

Total 31 100.0 
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being effective or highly effective in improving human 

relations. Six districts (19.4 per cent) have not provided 

such training, and 12.8 per cent of the respondents consider 

the training ineffective or highly ineffective. 

It is notable that over 80 per cent of the districts 

feel the need for cultural-awareness training for their 

administrators. 

Table XXVI data indicate that 34.5 per cent of the 

responding school districts believe the training of prin-

cipals/central staff administrators to supervise the imple-

mentation of new or revised curriculum materials designed 

TABLE XXVI 

EFFECTIVENESS OF TRAINING OF PRINCIPALS/CENTRAL STAFF 
FOR SUPERVISING THE IMPLEMENTATION OF NEW 

OR REVISED MULTICULTURAL CURRICULUM 
MATERIALS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 1 3.5 
Effective 9 31.0 
Ineffective 13 44.8 
Highly Ineffective 0 0.0 
Not Applicable 2 6.9 
Insufficient Data 4 13.8 

Total 29 100.0 

for pluralistic student bodies is effective or highly effec— 

tive. Nearly one-half of the districts (44.8 per cent) have 

not met with success in this area of training, and two 
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districts (6.9 per cent) have not provided this type 

training. 

These data indicate that improvement is needed in train-

ing administrators as instructional leaders. 

As indicated by data in Table XXVII concerning the 

effectiveness of multiracial administrator advisory commit-

tees in the decision-making process of the superintendent, 

TABLE XXVII 

EFFECTIVENESS OF THE UTILIZATION OF MULTIRACIAL 
ADMINISTRATOR ADVISORY COMMITTEES 
TO ASSIST THE SUPERINTENDENT 

IN THE DECISION-MAKING 
PROCESS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 5 16.7 
Effective 13 43.4 
Ineffective 1 3.3 
Highly Ineffective 1 3.3 
Not Applicable 7 23.3 
Insufficient Data 3 10.0 

Total 30 100.0 

more than three-fourths (76.7 per cent) of the thirty dis-

tricts that responded to this question have used such com-

mittees, and 60.1 per cent considered them effective or 

highly effective. Two districts (6.6 per cent) report this 

method to be ineffective or highly ineffective. 

It can be determined from the data in Table XXVIII that 

61.3 per cent of the surveyed school districts perceive 
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TABLE XXVIII 

EFFECTIVENESS OF TRAINING PRINCIPALS/CENTRAL STAFF 
IN CONFLICT MANAGEMENT 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 3 9.7 
Effective 16 51.6 
Ineffective 1 3.2 
Highly Ineffective 0 0.0 
Not Applicable* 7 22.6 
Insufficient Data 4 12.9 

Total 31 100.0 

was planned for January, 1976. 

conflict-management training as effective for principals/ 

central staff. Only 3.2 per cent consider this type train-

ing as ineffective, and 22.6 per cent had not provided it at 

the time of the survey. 

It is significant that more than 75 per cent of the 

surveyed school districts perceive this training to be 

necessary in the contemporary school environment. 

In-service training in the shared-decision-making 

process for principals/central staff has been effective or 

highly effective in 67.7 per cent of the thirty-one school 

districts surveyed, according to Table XXIX. Only 6.5 per 

cent perceive it to be ineffective, while 9.7 per cent have 

not provided this type training. 
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TABLE XXIX 

EFFECTIVENESS OF IN-SERVICE TRAINING IN ASSISTING 
PRINCIPALS/CENTRAL STAFF TO UNDERSTAND 
THE SHARED DECISION-MAKING PROCESS 

Responses Number of Percentage of Responses 
Respondents Respondents 

Highly Effective 3 9.7 
Effective 18 58.0 
Ineffective 2 6 5 
Highly Ineffective 0 0.0 
Not Applicable 3 9.7 
Insufficient Data 5 16.1 

Total 31 100.0 

The data seem to indicate that the surveyed school 

districts recognize that broad-based input is important in 

arriving at meaningful decisions. 

It can be easily determined from the data in Table XXX 

that 93.5 per cent of the thirty-one school districts 

TABLE XXX 

DIFFICULTY IN IMPLEMENTING A STUDENT 
DESEGREGATION PLAN 

Responses Number of 
Respondents 

Percentage of 
Respondents 

Extremely difficult 
Quite difficult 
Somewhat difficult 
No difficulty 
Not applicable 
Insufficient data 

2 
5 
22 
2 
0 
0 

6.5 
16.1 
70.9 
6.5 
0.0 
0.0 

Total 31 100.0 
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surveyed experienced varying degrees of difficulty in imple-

menting their student desegregation plans. Only 6.5 per 

cent perceived the implementation to be extremely difficult, 

while 16.1 per cent perceived it as difficult, and 70.92 per 

cent experienced some difficulty. 

The data in Table XXXI reveal that nearly three-fourths 

(74.2 per cent) of the school districts surveyed experienced 

various degrees of difficulty in desegregating their facul-

ties. Only 3.2 per cent indicated extreme difficulty, 

TABLE XXXI 

DIFFICULTY IN DESEGREGATING SCHOOL FACULTIES 

Responses Number of 
Respondents 

Percentage of 
Respondents 

Extremely difficult 
Quite difficult 
Somewhat difficult 
No difficulty 
Not applicable 
Insufficient data 

1 
2 
20 
8 
0 
0 

3.2 
6.5 
64.5 
25.8 
0.0 
0.0 

Total 31 100.0 

6.5 per cent perceived faculty desegregation as quite dif-

ficult, and 64.5 per cent perceived it as somewhat difficult. 

Twenty-five and eight-tenths per cent experienced no diffi-

culty. One noted no difficulty after the initial imple-

mentation, and another indicated that, while it was quite 

difficult at the beginning, there was no difficulty later. 
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It should be noted that all of the responding districts have 

desegregated all or part of their faculties. 

It can be quickly determined from the data in Table 

XXXII that all of the respondents consider their desegre-

gation efforts successful. Twenty-nine per cent perceive 

their efforts as highly successful and 71 per cent as 

TABLE XXXII 

SUCCESS OF OVERALL EFFORTS TO IMPLEMENT 
DESEGREGATION 

Respondents Number of 
Respondents 

Percentage of 
Re s Donden t 

Highly Successful 
Successful 
Unsuccessful 
Highly Unsuccessful 
Insufficient Data 

9 
22 
0 
0 
0 

29.0 
71.0 
0.0 
0.0 
0.0 

Total 31 100 0 

successful. This general feeling of success could be attrib-

uted to the various practices utilized by the surveyed 

schools to facilitate desegregation. 

Comparative Analysis of Data 

The procedure used here for comparative analysis is an 

attempt to demonstrate statistically the effectiveness in 

rank order of each practice utilized by the thirty-one re-

spond xng school districts with respect to students and 

administrators. This was accomplished by assigning a 
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numerical value to each degree of effectiveness or ineffec-

tiveness. These values, chosen arbitrarily, were as follows: 

Highly Effective (HE), 4; Effective (E), 3; Ineffective (IE), 

2; and Highly Ineffective (HIE), 1. The rationale for se-

lecting this method of scoring was to provide an equal 

distance between each perception. This also provided a 

method of converting each perception to a numerical value so 

that an average for each perception could be computed, thus 

making it possible to determine the most effective practices 

and to rank them from highest to lowest within each grouping 

of students, teachers, and administrators. The averages 

were determined by (1) computing the total score across for 

each perception of effectiveness and ineffectiveness, (2) 

dividing this total by the number of respondents to each 

perception of effectiveness, and (3) ranking the averages 

from highest (largest average) to the lowest, with the high-

est rankings indicating the desegregation practices per-

ceived to be the most effective. 

An average score of 2.0 or below for a particular 

practice would indicate it to be perceived by the respond-

ents as totally ineffective. Obviously, none of the prac-

tices shown in Table XXXIII can be considered in the totally 

ineffective category because they are all above the 2.0 

level. According to the data, the practice perceived as the 

most helpful in implementing student desegregation plans was 

providing alternative schools or programs (3.31) for those 
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students who are unable to cope with the regular school 

environment. Ranked in second place (3.26) is the use of 

TABLE XXXIII 

AVERAGE EFFECTIVENESS AND RANK ORDER 
BY EACH DESEGREGATION PRACTICE 

INVOLVING STUDENTS 

Practice HE E IE HIE Average 

Alternative schools/programs 16 27 0 0 3.31 

Multicultural student-advisory 
committees 28 45 2 0 3.26 

Compensatory reading programs 24 63 2 0 3.19 

Cross-age tutoring 12 24 2 0 3.17 

Transportation for extracurricular 
activities 8 24 2 0 3.09 

Multicultural curriculum materials 4 60 6 0 2.92 

Cultural-awareness training 8 42 10 1 2.77 

Majority-to-minority transfer 
program 12 27 12 3 2.57 

multicultural student advisory committees in individual 

schools, designed to work closely with school principals in 

making decisions concerning a multiethnic student body. 

Also receiving scores in the effective and above range are 

compensatory reading programs (3.19), cross-age tutoring 

(3.17), and providing transportation for participation in 

extracurricular activities to students who attend school 
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beyond walking distance from their homes because of a 

desegregation plan. Falling between averages of effective 

(3.0) and ineffective (2.0) and meeting the least-perceived 

successes were multicultural curriculum materials designed 

to create better understanding and appreciation for various 

ethnic groups (2.92), cultural-awareness training for stu-

dents (2.77), and majority-to-minority transfer programs 

(2.57). 

Table XXXIV data reveal that all of the listed prac-

tices involving teachers have met varying degrees of success. 

Falling between the averages of 4.0 (Highly Effective) and 

3.0 (Effective) are 60 per cent of the practices shown in 

Table XXXIV. The data show that the recruitment of minority 

teachers (3.35) is the most effective desegregation practice 

for teachers, followed closely by the use of teacher aides 

to improve student achievement (3.28). In-service training 

for using multicultural curriculum materials (3.21) and 

multicultural teacher-advisory committees used for input in 

the decision-making process (3.20) rank a close third and 

fourth in effectiveness. The use of volunteers to improve 

student achievement and in-service training to help teachers 

cope with the problems of desegregation are equally effec-

tive in relationship to each other (3.17) but considerably 

below the 3.35 average for minority teacher recruitment in 

effectiveness. Falling just above the 2.0 average for 
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TABLE XXXIV 

AVERAGE EFFECTIVENESS AND RANK ORDER OF EACH 
DESEGREGATION PRACTICE 
INVOLVING TEACHERS 

Practice HE E IE HIE Average 

Recruitment of minority teachers 68 63 2 1 3.35 

Use of teacher aides 36 57 2 0 3.28 

In-service training for using 
multicultural curriculum 28 60 2 0 3.21 

Multicultural teacher-advisory 
committees 20 24 4 0 3.20 

Use of volunteers 20 54 2 0 3.17 

In-service training to help 
teachers cope with problems of 
desegregation 20 75 0 0 3.17 

Cooperative preservice teacher 
training 16 39 12 1 2.83 

Cultural-awareness training for 
teachers 0 54 8 1 2.74 

Home/school liaisons 0 51 16 0 2.68 

Home visits by teachers 0 15 22 1 2.24 

ineffectiveness are cooperative preservice teacher training 

with colleges and universities (2.83), cultural-awareness 

training for teachers (2.74), home/school liaisons (2.68), 

and home visits by teachers to improve communications 

between the home and school (2.24). 

According to Table XXXV data, only two of the practices, 

or 40 per cent, ranked above the 3.0 average; these can be 
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considered the most effective desegregation practices 

involving administrators. Training principals/central staff 

TABLE XXXV 

AVERAGE EFFECTIVENESS AND RANK ORDER OF EACH 
DESEGREGATION PRACTICE INVOLVING 

ADMINISTRATORS 

Practice HE E IE HIE Average 

Training principals/central staff 
in conflict management 

12 48 2 0 3.10 

In-service training to help 
principals/central staff under-
stand shared decision-making 
process 12 5 4 4 0 3.04 

Cultural—awareness training of 
principals/central staff 8 39 6 1 2.84 

Training principals/central staff 
as instructional leaders 4 27 26 0 2.48 

Multicultural administrator-
advisory committees 20 26 2 1 2.45 

administrators in conflict management (3.10) was the most 

successful practice, with in-service training to help these 

personnel understand the shared decision-making process 

ranking second (3.04). j u st below the effective average of 

3.0 but still indicating partial effectiveness are cultural-

awareness training for principals/central staff (2.84), 

training principals/central staff as instructional leaders 

(2.48), and the use of multicultural advisory committees in 

the decision-making process (2.45). 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

FOR FURTHER RESEARCH 

Summary 

The problem in this study was to ascertain methods 

used by selected school districts to facilitate desegregation. 

The purposes of the study were the following: 

1. To determine the practices of selected school dis-

tricts to facilitate the desegregation process for 

students, teachers, and administrators (principals/ 

central staff). 

2. To determine the success of these desegregation 

practices as perceived by central-staff admin-

istrators for students, teachers, and administrators. 

The survey of related literature was presented in three 

sections: 

1. Desegregation practices with respect to students 

2. Desegregation practices with respect to teachers 

3. Desegregation practices with respect to admin-

istrators 

As a part of the literature survey, a review was made 

to determine the practices used to facilitate the desegre-

gation process and the reasons for utilizing some of the 

practices that have been previously tried and recommended. 

105 
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A questionnaire, which contained thirty-one multiple-

response items, was developed for surveying thirty-four 

selected school districts located in the six southern states 

under the jurisdiction of the United States Fifth Circuit 

Court of Appeals. The survey was validated by a knowledge-

able jury of five persons who have been involved in the 

desegregation of school systems. The jury consisted of one 

official in the U.S. Office of Civil Rights, a former member 

of the technical-assistance desegregation center in the 

University of Miami and former superintendent of the Dade 

County, Florida schools, and three central administrators in 

school districts that are involve in desegregation. After 

validating, the instrument was ready for distribution and it 

was mailed to the central-staff administrators of the thirty-

four selected school districts. This procedure resulted in 

a return of 91.4 per cent, which exceeded the number of 

respondents that had been determined as a required minimum 

for the study. 

The data collected in the survey were tabulated and 

analyzed. These data were compiled into thirty-five tables 

that present the number and percentage of respondents and 

comparative analysis to determine the most effective prac-

tices within the groupings of students, teachers, and 

administrators. The presentation of findings was reported 

in Chapter IV tabularly and narratively. 
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Findings 

The survey of the literature revealed the following 

findings with regard to practices utilized to facilitate 

desegregation: 

1. In 1965, Herbert Wey suggested that desegregation 

could be enhanced if minority students could be up-

graded academically. The thrust has been toward 

reading in particular, and, according to research 

conducted by W. J. Webster in 1973, numerous 

efforts have been attempted to reduce the reading 

gap that exists between educationally deprived 

minority students and the more affluent middle-

class Anglo students. A United States Department 

of Health, Education and Welfare report released 

in 1972 states that remedial reading assistance is 

being provided successfully through the use of 

volunteers, teacher aides, and tutors. 

2. The curriculum must be the vehicle for letting all 

students become aware of their human potential, 

John W. Streckler observed in 1974. This means 

the selection of content material must be such 

that students of all races are able to relate to 

the academic curriculum, and it should reveal to 

learners how they fit into the scheme of civili-

zation and how their cultures have collectively 
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contributed to it in the past and may contribute 

in the future. 

3. For more than a decade, schools across the country-

have been searching for and implementing alterna-

tive programs to provide an environment that best 

suits the needs of the learner. A Gallup Poll con-

ducted in 1973 indicated that 62 per cent of the 

parents polled and 80 percent of the educators 

believed alternative schools and programs a worth-

while innovation. In 1974, more than sixty school 

districts were either operating or developing 

alternative schools, according to Sally Wertheim. 

Superintendent Roland W. Jones of the Charlotte-

Mecklenburg Schools, who sees the alternative-

program movement as a fresh approach to individual-

ization, was operating eight alternative programs 

in 1974. 

4. Freedom-of-choice transfers, generally known as 

majority-to-minority transfers, have not been 

effective in increasing the incidence of desegre-

gation. Their ineffectiveness is supported in 

reports from the Dallas schools in 1974 and in a 

study of Alabama schools in 1967. 

5. In a study conducted by Joseph Caliguri in 1969, it 

was found that students involved in advisory com-

mittees looked upon themselves as leaders and, 
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therefore, responsible to help control discipline 

problems and to improve the overall school climate. 

Caliguri recommends the establishment of these com-

mittees as a meaningful element in the operation of 

schools. 

6. Bash and Lang wrote in 1970 that desegregation 

without preparation often causes confusion because 

misunderstandings which develop between ethnic 

groups. Because of this, all students should be 

given human-relations training in order to under-

stand better the phenomena of prejudice and 

discrimination. 

7. In 1975, at the American Association of School 

Administrators' Annual Convention, William W. Way-

son stressed the need for teacher in-service train-

ing focused on the problems of teaching students in 

pluralistic student bodies who represent diverse 

cultures. Smith, Downs, and Lockman further sug-

gest that human-relations training be provided so 

that teachers can become aware of and can work 

effectively with colleagues of another race. 

8. Herbert Wey, in his book Planning and Preparing for 

Successful School Desegregation, suggests that a 

planned program of communication that includes 

teacher input is necessary to help teachers under-

stand the importance of educational goals. The 
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great challenge in the desegregated school is to 

maintain and nurture the importance and identity of 

the individual teachers so that they all feel a 

part of the system. 

9. The effectiveness of the school administrator in 

organizing and administering a desegregated school 

depends upon program participation and understand-

ing by staff members, according to Bash and Lang. 

The United States Department of Health, Education 

and Welfare report released in 1969 suggests that 

principals and superintendents should receive input 

from their respective staffs, not only to have a 

sharing of ideas but also to promote positive sup-

port for programs. 

10. Several authorities recommend in-service training 

for administrators for a variety of purposes. 

Human relations training was urged in the 1969 

United States Department of Health, Education and 

Welfare report; Dr. Marie Fielder recommended 

leadership training in a report by Neil Sullivan, 

and Bash recommended in 1966 that in-service pro-

grams be conducted to overcome instructional 

deficits associated with school desegregation. 

In regard to desegregation practices utilized by the 

surveyed school districts, the survey questionnaire revealed 

the following: 
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1. Almost one tenth. (9.9 per cent) of the school 

districts have predominantly minority faculties, 

while 25.8 per cent have predominantly minority 

student bodies. 

2• The recruitment of Negro teachers is reported as 

being successful by 100 per cent of the school 

districts. Ohter races are not recruited as suc-

cessfully, with only 20.7 per cent reporting 

effective recruitment of Mexican-American teachers 

and lesser percentages of effectiveness for 

Orientals and "Other" races. However, the effort 

to recruit minority teachers is the most effective 

desegregation practice for teachers, as found in 

Table XXXIV. 

3. Multicultural curriculum materials are used in 96.8 

per cent of the school districts to bring about a 

better understanding between ethnic groups. Train-

ing for teachers in the use of these materials is 

provided by 96.7 per cent of the districts, and 

93.1 per cent of the school districts reported that 

training is provided for administrators as instruc-

tional leaders in the use of these materials. 

1. Training teachers in the use of multicultural cur-

riculum materials is effective in 90.1 per cent of 

the districts, and 55.2 per cent of the districts 
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report the training of administrators in super-

vising teachers in their use of these materials is 

effective. 

5. Only 9.7 per cent of the school districts reported 

that the use of multicultural materials was ineffec-

tive in bringing about a greater appreciation and 

understanding for various ethnic groups. 

6. Compensatory reading programs were perceived as 

effective by 87.1 per cent of the respondents, and 

this practice was the third-ranking practice in the 

comparative analysis in Table XXXIII. 

/• Home visits by teachers to bring about better com-

munication between the home and school were con-

sidered effective by only 16.1 per cent of the 

districts. However, home/school liaisons, such as 

visiting teachers and youth advisors, are an effec-

tive means of communication between the home and 

school in 56.7 per cent of the school districts. 

8. Both volunteers and teacher aides are effective in 

bringing about improved achievement of students. 

Volunteers are reported effective in 76.7 per cent 

of the school districts, and teacher aides are 

effective in 93.3 per cent. Cross-age tutoring, 

which was considered effective in the learning 

process by 3 7.8 per cent of the respondents, ranked 
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fourth in the comparative analysis of effectiveness 

as shown in TABLE XXXIII. 

9. Just over one-half (54.8 per cent) consider co-

operative preservice training between colleges/ 

universities and public schools to be effective. 

10. Approximately one-half of the school districts 

revealed that cultural-awareness training for 

teachers (51.7%) and administrators (48.4%) is 

effective. This type training for students was 

considered effective by 51.7 per cent of the school 

districts. 

11. Training administrators in the shared decision-

making process, which was rated effective by 67.7 

per cent of the respondents, had the second-highest 

degree of effectiveness of all the desegregation 

practices for administrators. (See Table XXXV.) 

The effectiveness of advisory committees in pro-

viding input for decisions varies between groups. 

Administrator advisory committees were effective in 

60.1 per cent of the districts, faculty advisory 

committees were proved effective in 41.9 per cent 

of the districts, and student advisory committees 

were effective in 71.0 per cent of the school dis-

tricts. However, the comparative analysis shows 

that advisory committees in relation to other deseg-

regation practices were least effective for 
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principals, ranked second for students, and fourth 

for teachers. 

12. In the comparative analysis in Table XXXV, training 

administrators in conflict management had the 

highest degree of effectiveness of the various de-

segregation practices shown for administrators. 

13. Table XXXIII of the comparative analysis showed 

that providing alternative programs or schools for 

students who cannot cope with the regular school is 

the most effective desegregation practice for 

students. 

14. Contiguous rezoning was the most common desegrega-

tion method for mixing races. It was used by 77.4 

per cent of the school districts. Majority-to-

minority transfers, which were considered an effec-

tive desegregation practice by 38.7 per cent of the 

respondents, had the lowest rating in the compara-

tive analysis in relation to other desegregation 

practices. 

15. In-service training for teachers to cope with prob-

lems incident to desegregation was considered 

effective by 96.8 per cent of the respondents and 

received a relatively high average in the compara-

tive analysis in Table XXXIV. 

16. All of the respondents perceived the implementation 

of desegregation plans to be successful, while 70.9 
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per cent did not perceive the implementation to be 

extremely difficult. 

Conclusions 

After reviewing the tabulated data of this survey and 

comparatively analyzing the summarized findings, the follow-

ing conclusions were drawn, based upon central-administrator 

perceptions. 

1. The majority—to—minority student transfer program 

is ineffective in bringing about the desegregation 

of schools. District—wide school desegregation 

requires artificial methods, such as contiguous 

rezoning, pairing or clustering, and satellite 

zoning. 

2. Curriculums and programs should be adjusted to meet 

the present—day demands of desegregated education. 

3. One of the most effective desegregation practices 

is the use of alternative schools or programs for 

students who cannot cope with the regular school 

environment. 

4. Multicultural curriculum materials, compensatory 

reading programs, and various other programs de-

signed for pluralistic student bodies are generally 

effective. 

5. In-service training is essential to the smooth 

implementation of desegregation plans and to the 
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successful implementation of new instructional pro-

grams designed to assist with the problems incident 

to desegregation. 

6. Lowered adult/pupil ratios have a positive effect 

on the learning process of children. Lowered 

ratios are accomplished with the successful utili-

zation of tutors, aides, and volunteers. 

7. Shared decision—making is essential to the operation 

of large city school districts. 

8. Cultural awareness training, considered essential 

to the desegregation process, is not as effective 

as other desegregation practices. 

9. Teachers are ineffective as communicators between 

the home and schools. 

Recommendations 

Based upon this survey of central administrators in the 

thirty-one largest school districts under federal court 

order in the six states under the jurisdiction of the United 

States Fifth Circuit Court of Appeals, the following recom-

mendations are made for school district administrators who 

are contemplating initiating or expanding desegregation 

plans: 

1. It is recommended that school district admin-

istrators provide as much training as possible in 

advance and during the implementation of 
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desegregation plans to teachers and administrators 

in human relations, instruction of multiethnic stu-

dent bodies, and the shared decision-making process. 

2. It is recommended that curriculums foe revised or 

developed to meet the needs of children of all eth-

nic groups. In addition, alternative programs and 

schools should be developed. 

3. It is recommended that every possible means be used 

to lower the adult/pupil ratio with teacher aides, 

volunteers, and tutors. 

4. It is recommended that an effective means of 

communication between the home and school be 

established. 

With regard to future research concerning practices to 

facilitate the desegregation process, the following recom-

mendations are made: 

1. It is recommended that a study be conducted to 

determine teacher perceptions as to the effective-

ness of desegregation practices to facilitate the 

desegregation process. 

2. It is recommended that a study be conducted to 

determine if innovative programs developed specif-

ically for facilitating desegregation have, in 

fact, improved the quality of education for all 

children. 
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3. It is recommended that a study be conducted to pro-

duce evidence of the positive effects of induced 

desegregation on minority students. 
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SURVEY RESPONDENTS 

Completed questionnaires were returned by central-administrator 

respondents from thirty-one school districts in the following locations: 

Birmingham, Ala, (City Schools) Orlando, Fla. 

Birmingham, Ala. (County Schools) 

Huntsville, Ala. 

Mobile, Ala, 

Montogomery, Ala. 

Atlanta, Ga. (City Schools)* 

Atlanta, Ga. (County Schools) 

Augusta, Ga. 

VJV-/ XU.IUUUU y \ j u § 

Decatur, Ga. 

Macon, Ga. 

Savannah, Ga. 

Bartow, Fla. 

Clearwater, Fla. 

Deland, Fla. 

Fort Lauderdale, Fla. 

Pensacola, Fla. 

Tampa, Fla. 

Titusville, Fla. 

West Palm Beach, Fla. 

Baton Rouge, La. 

Lake Charles, La. 

New Orleans, La. 

VfilTp /-V -y f- T «-» 
UiiA. ̂  V Upu J. i_ y iJU . 

Jackson, Miss. 

Austin, Tx. 

Corpus Christi, Tx. 

Dallas, Tx. 

Ft. Worth, Tx. 

Houston, Tx. 
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VALIDATION JURY PANEL 

Dr. Josiah Hall 
Former Superintendent, Dade County, Florida 
Former member, University of Miami Technical 

Desegregation Center 
7830 S.W. 57 Court 
South Miami, Florida 33173 

Mr. James McClure 
Director, U.S. Office of Civil Rights 
E & S Education Branch, Region VI 
Department of Health, Education and Welfare 
Dallas, Texas 75202 

Dr. George Reid 
Assistant Superintendent, Secondary Operations 
Dallas Independent School District 
3700 Ross Avenue 
Dallas, Texas 75204 

Mr. Jack Tarvin 
Director, Federal Programs 
Fort Worth Independent School District 
3 210 W. Lancaster Avenue 
Fort Worth, Texas 

Mr. Linus Wright 
Superintendent for Administration 
Houston Independent School District 
3830 Richmond Avenue 
Houston, Texas 
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dalbs independent school district 
Nolan Estes 

December 12, 1975 Genera! Superintendent 

Mr. James McClure 
E 6c S Branch, Region VI 
Office for Civil Rights 
Dept. of Health, Education 6c Welfare 
Dallas, Texas 75202 

Dear Mr. McClure: 

Your assistance is requested in serving as a member of my doctoral 
dissertation jury panel for the purpose of establishing the reliability 
of a survey questionnaire. The dissertation is being done at North 
Texas State University under the direction of Dr. E. Vaughn Huffstutler, 
Professor, Division of Educational Leadership. The problem in this 
study is to determine the practices used to facilitate the desegregation 
process in large city school districts under federal court order in the 
six states under the jurisdiction of the United States Fifth Circuit 
Court of Appeals* In a d d i t i o n , this st-ndy w i l l use central-staff adminis-
trator perceptions to determine the degree of success of the practices 
utilized by these school districts that involve students, teachers and 
administrators. 

Your expe- 'eiice with the desegregation process will provide valuable 
information for research in the development of an appropriate and 
effective questionnaire instrument. As you react to the enclosed 
sample copy, please use the "jury reaction sheet" to identify those 
items that need correction or deletion. Other suggestions or 
recommendations would also be gratefully accepted. 

Your assistance in this endeavor will be personally appreciated, and your 
response will provide me with the opportunity to revise the instrument 
before mailing it to the central- staff administrators in the selected 
large city school districts. A ~eIf-addressed, stamped envelope is 
enclosed for your convenience. 

Sincerely, 

W,4* 2 •v. W.1-.4 $ 

Carlton C. Moffett 
Assistant to the Supei-aryfendent 

CCM:dm 

enc. 

3 /00 Ross Avenue, Dallas, lexas 75204. 214/824-1620 
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JURY REACTION SHEET 



A STUDY OF ADMINISTRATOR PERCEPTIONS OF THE EFFECTIVENESS 
OF PRACTICES TO FACILITATE THE DESEGREGATION PROCESS 

OF SELECTED SCHOOL DISTRICTS 
126 

Jury Reaction Sheet 

I suggest/recommend that the following adjustments be made in the proposed 
survey questionnaire: 

Item Number Sugges t ions/Recommendat ions 
(deletions, additions, corrections ̂ or improvements) 

Additional Comments: 

Signature of Jury Member 

Title of Jury Member 

Date 
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December 12, 1975 

Dr. John D. Watson 
Director of Pupil Accounting ~ 
Jackson Municipal Schools 
P. 0 . Box 2338 
Jackson, Mississippi 39205 

Dear Dr. Watson: 

Your ass istance i s requested and will be very much appreciated in 
a study of the pract ices to facilitate the desegregation process used 
by large city school districts located in the s ix states under the 
jurisdiction of the United States Fifth Circuit Court of Appeals . This 
study is be ing conducted as a doctoral dissertation at North Texas 
State University under the supervis ion of Dr. E. Vaughn Huffstutler, 
Professor , Di vis ion o£ jE cl n c 3. ii o n 2.1 • 

The enclosed questionnaire is being disseminated to thirty-four central-
staff administrators who are general ly knowledgeable of the desegregat ion 
process in their respect ive school distr icts . Responses from these 
administrators wil l be an extremely important factor in analysis of the data. 
A questionnaire has been designed so that much valuable information can 
be accumulated with a minimum of effort and time being required of the 
administrators. 

Your contribution to this study will be greatly appreciated, and I want to 
assure you that all results will remain completely anonymous and 
confidential. Your consideration in returning the completed questionnaire 
at your earliest convenience us ing the enclosed stamped, se l f -addressed 
envelope wil l enable me to meet a January 15 production deadline. 

Thank you for your assistance in this educational effort. 

S incere ly , 

mfs 
Enclosure 

Carlton C. Moffett 
Assistant to the Superintendent 
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SURVEY QUESTIONNAIRE 



A STUDY OF ADMINISTRATOR PERCEPTIONS OF THE EFFECTIVENESS 130 
V 

OF PRACTICES TO FACILITATE THE DESEGREGATION PROCESS 

OF SELECTED SCHOOL DISTRICTS 

TO: CENTRAL- STAFF ADMINISTRATORS OF THIRTY-FOUR 

SELECTED SCHOOL DISTRICTS WITHIN THE JURISDICTION 

OF THE UNITED STATES FIFTH CIRCUIT COURT OF 

CIVIL APPEALS 

FROM: CARLTON C. MOFFETT 
ASSISTANT TO THE SUPERINTENDENT 
DALLAS INDEPENDENT SCHOOL DISTRICT 
DALLAS, TEXAS 75204 

Date: 

Respondent Information 

Name of Respondent 

Job Title 

School 

City State 

Date of Response 

(yes) Pease send copy of results 

(no) 



SURVEY QUESTIONNAIRE 1 3 1 

DIRECTIONS: Unless specific information is requested, please designate your answers 

by inserting an X in the appropriate spaces provided as they apply to 

your school district, at the present time. 

CENERAL DEMOGRAPHIC INFORMATION 

1. Ethnic composition of your school district's student enrollment. Please 

designate appropriate percentages. 

% Anglo % Negro % Mexican-American 

% American Indian % Oriental /» Other 

2. Ethnic composition of your school d is triet's teaching staff. .Please 

designate appropriate percentages. . . 

% Anglo % Negro % Mexican-American 

% American Indian % Oriental Other 

3. Number of years your school district has been involved in court^ordeied desegregation 

1 to 2 years 3 to 4 years 5 to 8 years 

9 to 15 years More than 15 years 

4. Indicate each desegregation method used in your school district. Check more 

than one if applicable. 

E1 e me 111 a r y S e c o n d a r y 

Schools Schools 

Satellite zones (busing) 

Pairing or clustering Oi schools 

Contiguous rezoning (expanded or changed 

boundaries) 

Educational Parks 

Magnet Schools 

Other - Please designate 

To what extent are the student bodies in your school district's elementary and 

secondary schools desegregated? (Desegregated student bodies are defined as 

having at least two races represented with no less than 20% Anglo or minority 

race students.) 

Elementary Middle/Jr. Senior 

Schools High. High 

All student bodies desegregated 

Some s 11id en t bod i e s d c s egr ega t ed 

No student bodies desegregated 
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6 . To what extent are the faculties In your district's schools dc.scp.r edited? 

(Desegregated faculties are defined as having at least two raccs represented 

with no Jess than 20% Anglo or minority race teachers.) 

Elementary Secondary 
Schools Schools 

All faculties desegregated 

Some faculties desegregated 

No faculties desegregated 

Students 

Please answer the following questions by indicating your perceptions as to the 
effectiveness of practices used by your school district to facilitate the 
desegregation of student bodies. If your district is not involved in deseg-
regation practices indicated in any of these questions, place an by 
"Not applicable" (N/A) for that question. If you do not have sufficient 
information to respond, place an X by "Insufficient Data (ID) 

7. How effective has cultural awareness or sensitivity training been in improving 

human relations among your students: 

Highly effective Effective Ineffective Highly Ineffective — N / A ID 

8. How effective have new or revised multicultural curriculum materials been in 

creating a greater appreciation and understanding for various ethnic groups 

comprising your pluralistic student bodies? 

. i n _ _rr„~j r?£ĉ „•-„• f H i r h l v ineffective N/A ID 
Higiiiy Gi-i-CCcxVc w ' 

9. How effective have multiracial student advisory committees been in assisting 

school principals to make appropriate decisions pertaining to pluralistic 

student bodies? 

Highly effective Effective Ineffective Highly ineffective N/A I~ 

10 . How effective have compensatory reading programs been in assisting students 

attain improved achievement? 

Highly effective Effective Ineffective Highly ineffective N/A ID 

OTHER: 

Please describe below other compensatory education programs offered by your 
school district and indicate your perception as to the degree of effectiveness 
of each. If more space is needed, please attach additional pages. 

Program • Degree of Effectiveness 

HE E IE HIE 

11, How effective has peer or cross-age tutoring been in aiding the learning process 

of students involved in the desegregation process? 

Highly effective Effective Ineffective Highly ineffective N/A ID 



, , i , • • i ...,i i, i.N#> r\\,-»/jn̂ no of their homes because 
1 2 . l o r B t u d e i i t B who ch.tt .nu ^ • ) u u u w , l i a , 1 ' " t 

of your desegregation plan, do you lee] that providing transpoitation lor 
involvement In e x 1 r a cu r r i en 1 a r a r t: i v I t. i os has been effective in encouraging 

their participation? 

ITiclily e f f e c t i v e ^ E f f e c t i v e I n e f f e c t i v e lliftlily i n e f f e c t i v e N/A —ID 

OTHER: 

Please describe below other practices used by your school district to encourage 
participation in extracurricular activities of students involved in your deseg-
regation process. Please indicate your perception as to the effectiveness of 
each. If more space is needed, please attach additional pages. 

Pract.ice Degree of Effectiveness 

HE E IE HIE 

13. How effective have alternative schools or programs been for students involved 
i n the desegregation process who are unable to cope with the regular school 
environment? 

Highly effective Effective Ineffective Highly ineffective N/A ID 

14. How effective has a voluntary student-transfer program been in increasing the in-
cidence of desegregation which allows students belonging to a race in the majority 
in a school to transfer to a school in which they will be in the minority? 

Highly effective Effective Ineffective -Highly ineffective N/A ID 

OTHER: 

Please describe below other practices your district has utilized in implementing 
a student desegregation plan. Please in^cate your perception as to the effec-
tiveness of each. If more space is needed, please attach additional pages. 

Practice Degree of Effectiveness 

HE E IE HIE 

Teachers 

Please answer the following questions by indicating your perceptions as to 
the effectiveness of practices used by your school district to assist faculties 
in facilitating the desegregation process. If your district is not involved 
in desegregation practices indicated in any of these questions, place an 
X by "Not aj>pH^iye'' (N/A) for that question. If you do not have sufficient 
information to respond, place an X by "Insu 1"f 1 ci ent Dat:a1' (ID). 

15, How effective has cultural awareness or sensitivity training been in preparing 
teachers in a multicultural setting? 

Highly ineffective Effective Ineffective Jlighly ineffective N/A ID 



U, llnw effective has in-service. trninijUL been that is desipned to f-issist teachers 
in implementing new or "revised curriculum materials developed for multicultural 

student bodies? 1 3 4 

Highly effective __Effective __Ineffective _Jlighly ineffective _ N / A _ I D 

17. How effective have w l j J ^ l J a r a L ^ advisory coinmlttees been in aiding 
your .school district's decison-raaking process with respect to matters related 

to desegregation? 

Highly effective _ Effective ineffective _lli6hly ineffective _ N / A _ I D 

18. With respect to improving home/school .cgnn^iij^iHoiis and relations among families 

involved in desegregation, have the following been efl.ec.tive? 

a. liorr.e visits by teachers 

Highly effective ^Effective _Ineffcctive _Highly ineffective _ N / A _ I D 

b. Home/school liaisons (visiting teachers, youth advisors, etc.) 

Highly effective __Effective_Ineffective __Highly ineffective _ N / A __ID 

c. Please list other home/school communications practices your district 
utilizes to facilitate desegregation, and indicate your perceptions as to 
their effectiveness. If more space is needed, please attach additiona 

P a£ e s* Degree of Effectiveness 

- - - - - - HE E IE HIE 

19. How effective has your school district been in recrjui^ng__minority race teachers? 

Check each category of minority race teachers as to your perception of recruiting 

effectiveness. 

Mexican- American 

Negro American Oriental Indian Other 

Highly effective — — 

Effective — — 

Ineffective ^ — -

Highly Ineffective — : — 

Not applicable ; — 

Insufficient Data 

20. How effective has the use of volunteers been to improve the academic achievement 

of students in pluralistic student bodies? 

Highly effective Effective Ineffective Highly ineffective N/A ID 

21. How effective has the use of teacher aidcs been to improve the academic 

achievement of students in pluralistic student, bodies/ 

Highly effective Effective Ineffective Highly ineffective N/A ID 



22 llow effective has a coopcjj«±yx..J'iX^^^^ between your school 
district "and area collets and universit ies been in. preparing teachers to more 

effectively work with pluralistic student bodies? 

Highly effective^ Effective Ineffective Highly Ineffective — N / A _ I D 

23. How effective have jn-scrvlce programs been in assisting teachers to cope with 

the problems incident to the desegregation process/ 
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Highly effective Effective Ineffective Highly ineffective — N / A ID 

OTHER: 

Please describe b,elow other practices your school district has utilized to 

assist teachers to function Tore' effectively with desegregated student bodies. 

Indicate your perceptions as to their effectiveness. If more space is needed, 

please attach additional pages. 

Practice Degree of Effectiveness 

HE E IE HIE 

Administrators 

Please answer the following questions by indicating your perceptions as to the 

effectiveness of practices used by your school district to tacilitate the^ 

desegregation process. If your district is not involved in practices designated 

in any of these questions, place an "X" by "Not applicable (N/A) for that 

question. If you do not have sufficient information to respond, place an .X 

by "Insufficient Data" (ID). 

24. How effective has cultural awareness or sensitivity training been for your 

school district's principals/central staff? 

Highly effective Effective _Ineffective Highly ineffective N/A ID 

25. How effective has the training of principals/central staff been for supervising 

the implementation of new or revised curriculum materials developed for multi-

cultural student bodies? 

Highly effective Effective Ineffective Highly ineffective N/A ID 

26. How effective have multir a c i a^jminlstrator advisory committees been in assisting 

the superintendent in the decision-making process with regard to matteis related 

to desegregation? 

Highly effective Effective Ineffective Highly ineffective N/A ID 

27. How effective has in-service training been t:o assist principals/central staff 

me tnb e r s i n co i if 1 i c. t man a go men t? 

Highly effective Effective Ineffective Highly ineffective N/A ID 



28. How effective has in-service training been to assist principals/central staff 

understand the £^XeA::^.e(>J011 n i a ^ 1 3 6 

Highlys cf feetivc Effective Ineffective Highly ineffcctivc_N/A_ID 

OTHER: 

Please describe below other practices your school district has utilized with 

regard to administrators in implementing a desegregation plan. Please indicate 

your perceptions as to the effectiveness of each. If more space is needed, 

please attach additional pages. 

Practice Degree of Effectiveness 

HE E IE HIE 

Implemen t a t i on 

29. How do you perceive the difficulty of the imp lemen tat ion of your s tudent 

desegregation plan? 

Extremely Difficult Somewhat No N/A ID 
Difficult difficult difficulty 

30. How do you perceive the difficulty in desegregating your individual school 

faculties? 

Extremely Difficult Somewhat No N/A ID 
Difficult difficult difficulty 

31. Considering your overall district's efforts to implement desegregation, do you 

feel they have been: 

Highly Successful Unsuccessful Highly N/A ID 

Successful Unsuccessful 
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Early Background: 

Born in Lancaster, Texas, November 4, 1928 
Elementary School, Lancaster, Texas 
Senior High School, Lancaster, Texas 

Colleges: 

Texas Agricultural & Mechanical. University 1949 - B.S, 
Southern Methodist University 1957 - M.Ed. 

Professional Experience: 

1949-1954 Teacher of Language Arts, Mathematics and Social Studies 
Lancaster Junior High School, Lancaster, Texas 
Lancaster Senior High School, Lancaster, Texas 

1954-1957 Principal 
Lancaster Junior High School, Lancaster, Texas 

1957-1959 Teacher of Mathematics 
South Oak Cliff High School, Dallas, Texas 
T. G. Terry Elementary School, Dallas, Texas 

1959-1961 Principal 
Winnetlca Elementary School, Dallas, Texas 

1961-1966 Principal 
John W. Carpenter Elementary School, Dallas, Texas 

1966-1968 Principal 
L. 0. Donald Elementary School, Dallas, Texas 

1968-1971 Administrative Assistant 
Dallas Independent School District 
Dallas, Texas 

1971-1972 Deputy Assistant Superintendent 
Dallas Independent School District 
Dallas, Texas 

1972- Assistant to the Superintendent 
Present Dallas Independent School District 

Dallas, Texas 
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Courses completed toward doctorate degree: 

North Texas State University: 

Ed. 615 Ed. 601 Ed. 690 
Ed. 632 Psci. 543 Ed. 603 
Ed. 654 Ed. 690 Ed. 659 
Ed. 653 Psci. 500 Ed. 652 
Ed. 655 Ed. 600 Ed. 657 
Ed. 602 Ed. 651 

Courses in progress: 

Ed. 695A 
Ed. 695B 
Ed. 695C 
Ed. 695D 
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