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ABSTRACT

Ways to Improve Education in Desegrebited Sthools' (WIEDS) purpose has

been to develop in-information base about successful desegregation/integra-

. tion strategies'for use in developtng a set of models and guidelines for use

by schools ih planning staff development activities. WIEDS developed its

substantial data base (1) reviewing desegregation ltterature, (2)

analyzing the U. S. Commission on Civil Rights Desegregation Case Studies

and'the National Institute of Education...Desegregated Schools Ethnogriphies,

(3ksurveying 148 central office administrators and General AsSistance Center

personnel, (4) interyiewing 193 administrators, teachers, students, and .

parents and other community representatives, and.(5). studying selected SEDL

region schools' staff development/inservice educatio6 (SD/IE) programs. This

is a report on WIEDS' activities to accomplish the interviews and the analysis

of the SO/1E programs. Included are findings, conclusions, and recommendations.

The datA included in this report indicate important desegregated-related

needs and, ways to Meet thene needs, The need areas include: (1) cultural

awareness, (2) human relations, (3) curriculum integration, (4) pupil self-

concept, motivation, anddiscipline, (5) dropouts/expulsions/suspensions,

(6) teitching methods and learning styles, (7)-parental involvement,, (8) re-

. .segregregation, (9) segregation within the classroom and(extracurricular.'

-activities, (10) the relationship between bilingual education and desegregation,

and (11) effective SD/IE. Aptrategies.to meet these needs are,grouped and

analzed under eight goal areas: (1) desegregation of faculty/taff.and

students, (2) parent/commviity involvement and/Or communication,'(3) preven-

tibn/resolution of crtses, t4) multicultural perspective in education, (5)

compensatory education, (6) positive race relations, (7) administrativa,pro-



cedures to fatillitate desegregation/integration, and (8) SD/IE..'

WfEDS staif believe that these strategies can be most effectiJely

implemented and, thereby, the above needs most effectively met, in.those

school districts with an effecti-ve SD/IE Program. WIEDS' FYs '80 and '8)

objectives are td'design and produce guidelipes and models for staff

dOelopment in desegrelated/desegregating schools andsstate and 'regional

desegregation agencies, .so they may be frOre effective inrhelping to, improve

education in desegregated schools.



INTRODUCTION--

w

-Overview and MO/or Goal._

In 197i1 project WIEDSa'clopted teJollOWing:ai-fti long range

goal:..-
.-

TO establish.a regional baseof information 6oncern1ng
suc'cessful-strategfes ind the remaining need'areas in

deiegreyated'schodls as identified by students, coilt-
munity personi (parents included), teachers, principals,
and Seledted:cerifral office personnel, in order to
conceptualize and,produce a set Of inservice training/
staff development guidelines and models.

r

In its Phase I literature review and its Phase II analyses of the

eCniMi'ssion on.Civil Rights. case studies and the NIE desegregation ethnogra-

?

[Ale's', the WIEDS Project reported numerouS desegregation needs and strate-
.

gleS as found in ,more than 500 books, afticles, research documents, reports,

and pOsition papers, Project WIEDS! Phase II and III developed MOTe-

informatton reiated-specifically to schools in-its region, In a questionnaire

survey returned by/140 central administrators, and 193 interviews of central

and buil4tng adminiiitrators,' teachers,- students, and parents and other coil-

munity representatives. During these three phases WIEDS developed its data

base of information on: (a) strategies successful in improving race rela-

, ti.ons and promoting a school-atmosphere where'all children can learn and (b)

renvining needs. Also in Phase III, the project developed criteria for

evaluatjng staff develOment/inservice education (SD/IE) programs.

iö

5. Statement of Objectives.

_During the twelve month period (12/1/78-11/30/79) the stated objectives

of Project WIEDS have been:

12-1. To conduct an expanded number of selected interviews with
students, community persons, teachers, and principals in
SEDL region desegregated schools concerning the identifi-

No.
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cation of (a) suece'sful strategies with cOtTesponding
democfraphic charactiristic; and (b) remaining areas of-need:.

12-2. To analyze and synthesize interview findings as preparation,.
for specifying the conceptualization of inservice/trainingi
staff development guidelines and models des*.

1,2-3. TO conductin-depth analys4 of selected school desegrogation.
inservice training/itaff development programs in the SEN.
region.

12-4. Ta prepare a preliminary set af plansa'based on sufvey and
interview findingst_for_onceptualizingv_developing, testihis
and refining desegregated school inservice training/staff
development guidelines and models.

12-5. To disseminate ddcuments which describe survey and interview
findings and i lications for developing more effective
desegregated ool inservice training/staff develOpment
guidelines odels.

C. Summary Literature Review

Since 1960 there has been a growing pool of empirical research availa-

ble on the correlation between the behavior and attitudes of teachers and

the attitudes and academiE performance of pupils (Gage, 1963; Washington,

1968; Purkey, 1970; Banks, 1970; Krantz, 1970; Banks and Grambs, 1972;

Noar, 1972; and Good and Brophy, 1973). Resultsoof investigations using

taw

new sophisticated and reliable data collection tools yield rather con-

vincing data that teacher behavior strongly affects pupil behavior and has

especially lortant implications for minority children (Amidon and Hough:

1967; Brophy and GoodL 1969; Bonjean, et al., 1967; Gay, 1975).

U. S. Social Science literature documents the majority view of the

culturally different as culturally inferior, in'tellectually and socially

(Kane, 1970; and Stent, Hazard, and Rivlin, 1973). Four studies in this

decade were carried out in the southwestern United States--the U. S. Civil

Rights Commission, Toward Quality Education for Mexican Americans (1974),

and Barnes (1973), Gay (1974), and Mangold (1974)-On blaak,and white

teachers with black and white pupils. White students receive more praise,

2
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encouragemint, and opportunities for substantive interaction with

ieachers, Aile teacher contacts with black. dents art mostly procedural,
. ,

negative, and disciplinary. The results'of t Oour.southweitern studies

are consistent'with each other aril with more recent ones, sUcK as that on

reading anemathematics instructional ;:i.ractices,. completed by the Naiional

Xdvisory Council on Equality of Educational Opportunity in 1978. (see also

Ainsworth, 1969; Benitez, 1973). Although perhaps there are too few data

to be conclusive, the research strongly suggestt that stkudent ethnicity ill

()tie of the major determinants of teachers' attitudes and behavior to their

students, that teachers, including,minority teaalers expect less of

minority stpdents and give them fewer opportunities and less encouragement

and positive feedback, and that these conditions are,a major deferminant of

quality of ed6cation, and that many minorlty, children are,being denied

equal opportunity for quality educaNn.

From othe*Lrecent studies, it may be cohcluOed that tn n effectIv41y.

AM 4,--

desegregated setting: (1) academieachievement rises forthe minority

children while relatively advantoged majority .chtldren continue to learn

at the same rate, (2) minority children gain a more positgself-concept

and a more realistic conception oftheir vocational and educational future

than under segregation, and (3) positive racial attitudes by black and .

white students develop as they attend school. together (Weinberg, 1977a;

1977b).

The schools thts, play a key role in the socialization of pupils and

in determining the future of Ameriean society, either perpetuating racial .

unrest and imbalance or providing an educational setting that promotes

racial understanding and harmony (Della-Dora and House, 19.74). After sum"-

marizing 120 stbdies of school desegregation which she analyzed for outcomes

3
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'

to childrep, St. John 0975) concluded.that further fDvestigation of the-
, ,

gen6ral Autstion-%-"Does aesegrigation ibenefll children?"--would seem a
4 .

Masts of resources.eThe-presslng need noW is to diecover, the school,
.

conditions under which the benefits Of miXed schdol hg are maximized end

its hardships minimized.'
A

64ing the 1978's A numide'r of professidnal educator organizations

al5o.realized a pressing need.to change-school cOnditions.(e.g., the

American Associatidn of C011eges, for.Teicher'Education :(AACTE), the

Association for SUpervision and'Curriculum Development,. the National.

Education Aiskiation, the National Council of Teachers of Mathematics,

the Modern Language Association, and the National Council of Social Sciences,

well as other's); they publicly,Yelected the melting.pot concept and

endorsed mUlticultural education An schools and colleges OACTE, 1976).

In Educating a Profession (1976), Howsath, et al. reminded public

schools of a legal strtcture against conferring "benefits on on6 group while

withholding them frmianother," but tke authors recognized that "teachers

are not prepared either personally or professionally for such service....

all teachers need professional preparation for this role." (Emphasis the

authors'.)

AACTE surveys jn .1977 indicate that at least twenty states passed
,

legislation endo'rsing multicultural education,or even requiring sollie measure

of it for teacher certification, and many higher education agencies

developed, or had ?orced upon them, Black Studies, Mexican American Studies,

Native American Studies, Asian American Studies, or minority studies programs

of one kind or another. Nevertheless, the results were disappointing.

There were exceptions, but on many campuses the minority studies programs'

were "ghettoized" and had little if any impact on teacher education programs

(Banks, 1975.b; Eko, 1973; Gibbs, 1974; Katz, 1973; Sanchez, 1972; West, 1974).
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MultiCultural courses offered in tiadher-training curricula were

frequently elective and prospective teachers received little.encouragement

to enroll in such (Katz, 1973; Sullivan, 1974; West, 1974; R1v1441 aJ

Gold,'1975; Arginiega, 1975; Smith, 1969; Gardia, 1974; Hilliard, 197I;

Hunter, 1974; AACTE, 197e; Baptiste,,177; Rraup, 1977).

This makes effective inservice education.all the more critical. Ai

John Aragon (1973) init it:

We can't teach within a context rihere cultural differences
arevtant if we don't know what the cultural differences
are.r Therein lies our dilemma. We can't,teach what we
don't know. The deficiency thus is in the professional,
.not the,client.

The "deficit problem" is more one of 'culturally deficient educraors, rather

than culturally deprived children. In response to such deficiencies,

multi-cultural.education require% the training of teachersto recognize and

Capitalize on the existence of ethnic diversity for enrichlhg the teaching .

of youth. Until ill new teachers from schools of'education are trained

this way, it can only be done through inservice training.

Desegre9ation 'literature is replete with studies, reports, and mono-

graphs indicating the need for effective multicultural inservice education

(e.g., Banks, 1973, 1975a, 1975b; Castenada, et al., 174; Ornstein, et'

al. 1975; Dillon, 1976; Braun, 1977; Jones, King, et al., 1977; Phillips,

1978, Rodriguez, 1978, and Blackwell, 1978; Grant, 1979).

In'order to provide equal educational oppOrtunity there.has to be

effective staff inservice programs to prevent negative classroom

experiences which reinforce stereotypes and prejudicesv to remedy teache'rs'

lack of knowlec* concerning student cultural backgrounds, provide.class-

room atmospheres which encourage interracial friendship and understanding,

and to teath'children to be ethnically literate.



D. Statement of Major Restch Questions r

The objectives of Project WIEDS generate sevOal research questions.

Some of these art presented below as an indication of the data sought as

a basis for preparing SWIE modeli and guidelities.

1. ,What are the strategies which"have btin identified by central
efice personnel, principals, 'students, teachert, and com-
munity persons as being successful In desegregated schools?

, ,

2. What are the similarities and differences among (central office
,

personnel, students, etc.) strategl descriptiOs identified as
having.teen successful in desegregated schodfs?

3. How do the descriptions of identified sycC4sful strategies
differ among states in the SEDL region with retpect to students,
teachers, etc.?

4. What are the strategies which have been identified as being
successful in the U. S. Commission on Civil Rights (USCCR)
Desegregation Case Studies?

5. How do the successfully.described strategies, identified from
OSCCR Case Studies, differamong the case studies tnalyzle

6. What are the remaining need areas'in school desegregation as,
identified by community persons, stUdents, etc.?

7. How'are the identified remaining need areas in desegregated
schools similar and/or different among teachers, principals, etc.?

What are the similarities and differences concerning desegregated
schools among the SEDL region states with respect to areas of

remaining needs?

9. What are the implication trends that can be drawn from the survey
and interview findings to effectively deal with the remaining areas
of need in desegregated schools?

10. What are ee specific content areas, as drawn from the survey
and inter iew findings,,which sbould form the basis of inservice

training/staff development guidelines and models to improve

education in desegregated schools?

11. What are the key components of selected school desegregation
inservice/staff development programs in the SEDL region?

12. How are the components of these selected inservicq/staff de-

velopment programs alike? Different? ,

13. Which components of these selected ihservice/staff development

/ programs have been identified as most successful by teachers,

principals, students, "central office personnel?

6
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, (Added 6/29/78)

14. How do the identified successful,strategies compare with the
identified need0.

15. What Works under Alit conditions', and why?

.)

w--' E. DefOtion of Terms
lab

1. Bilingual Education (as distinct from foreign language programs) -

,a proOram wherein pon-Engliih,speakers are taught in theft. native

tongue-and-also recetve instruction'in English as

the K-5 grade level,

Certified Personnel LEA employees whoe duties require prpfessional

certification by a state agency, usuallran SEA. Included among

these are administrators, teachers, counselors,librarians 'coaches,

etc.

3. Culture - the totality of socially transmitted behavior patterns,

including: language, social customs (as family organization), ethics

and values (including religion), diet, and costume/dress.

4. Desegregation - is'the ending of segregation, the bringing together of

previously segregated groups.

5. Environment physical facilities and psychological atmosphere wherein

SD/IE programs are implemented. Included are such physical factors as

lighting, ventilation, temperature, and other such considerations of

comfort of participants (e.g., a large auditorium on a university

campus or in a local school library setting), as well as psythological

factors as respect, trust, and openness, which facilitate re-examination

of each participant's own Values, attitudes, and behavior and which

reduces the threat posed by new ideas and practices.

6. Ethnic group - a group with a common culture (see above); not synonomous

with race (see below).

7
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Evaluati9h - the major component o! the SDt E program that 'tries' to

determine effectiveness, outcomes, findi gs, and/impact of the SD/LE,

program through the,use of evaluation nttruments, forms, and/or traind .

observation.

8. Feedback - informafion to 4D/IE pl nners, implementors, and/or

*erya1uato7, from participantt ab their perceptio0 of SD/IE that

they have undertione and/or at mptedto apply.
,

, .

' 9. Integration'-,the situation heiln people of differeAt gpOOps tend

to interact cooperatillly on--a basis of equal statuiand/trust as

they know. understand, and respect each other's' culture,and contribU-.

t

tions.

10. Leader/Consujtant/Presentor - indiiiduill who facilitates an SD/IE

activity; may be from within or from otitside the LEA offering the

,activity. r

11. Multicultural Education-- education which lps to provide equal

educational opportnkty, promote raatal harmony, ancrprepare-pupils

- for happier, more4productiye lives in the culturally pluralistic

U. S. society.by providing culturally pluralistic content and

approaches throughout school programs.

12. Non-certified Personnel - LEA employees whose duties do not require

professional certification, but who frequently,deal dil-ectly with

students and/or parents and have an important role in the educational

processes and in establishing bry maintaining a school enVironment

'conducive to effective human/race relations and academic achievement.

Includq among-these are secretaries, aides, food service personnel,

custodial persOnnel, bus drivers, etc.

8



,
13. Participants - persons attending SO/IE ictivitiess be they certified

or nOn-akifild personne),.students, pareilts, or other community

. niemberse or iihomever.
5

.4. 14,. Personnel - eMployees of the school district.
. .

15. Race -4.more or less distinct humin populatiOn group disting(ifihed

by genetically transmitted, *physical characteristics.
/

SDAIE Plan - preliminary SD/IE progrsm or a program not yet being

-impleMehted-(see-SWIE-PrograM)--.-;
_

a

17. SD/IE Program4- in an educational contekt, a "program" 'consists of

all the instructional materials, personnel, facilities, educatidnal

pnocisses and related factors and resources.used in achieving

specified loals and'objectives. A SWIE program relates.to the

professional development of school personnel.

F. Scope of Work Revisions and Other N1E Recommendations.

tubsequent to the WIEDS proposal of 6/5/78, NIE and SEDL personnel

entered into negotiations which prOuced a change in WIEDS' research.

questions.reevant to this report. These are numbers 14 and 15 of the

Statement of Major Research Questions a)ready mentioned.

Further, as indicated by SEDL, Oen the.opportunity becami available

a qualified Mexican Ameilcan prOfessional was added to the project team,

as a Research Assistant, in Januany, )979.

Criteria were developed by WIrDS for use in analyzing SD/IE plans

and programs: .These are reflected in the "Techniques Used for Gathering

and Analyzing Data" in Sectial II following.
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II. PROCEDURES/METHODOLOGY,DESCRIPTION OF
HOW OBJECTIVES WERE UNDERTAKEN

A. Subjects/Sites.

.1. 'Interviews.
4r.

Project WIEDS corducted 193 interviews within the six-state

SEDL region. The local school districts included the following:

Little Rock, Arkansas
Lafayette, Louisiana
Meridian, Mississfopi

Santa Fel New Mexico
Muskogee, Oklahoma
Lubbock, Texas

The interviewees included central dffice administrators, principals,

teachers, stUdents, parents, and other community representatives. More

demographic data on thelinterview sites is in III Findings and out-

-,

'comes, which includes conditions when desegregation was begun.

2. SD/IE Plans/Programs.

To accomplish Objective 12-3 (SD analysis), the fOl.lowing criteria

4
for site selection-Were established:

1) Willingness to participate in effort.

i 2) Have SD/IE plan or program (including documents whfch can be
examined).

3). Desegregation statusAstaff/student).

4) Student ethnicity (Hispanic, Black, Anglo, American Indian).

5) Number of years involved wjth desegregation.

6) Have SD/IE person in leadership role.

7) Feasitiility of telephdne interview vs. site visit.

8) Recommendations of TEA, GACs in Tegion, SEDL Board of
Directors, and SEDL Advisory Committee members, etc.

9) Proximity tq Austin.

10) Student, population (and urban, rural, suburban).

10



Considering this criteria, Ielephone interviews with LEA

ih

contacts and do uments sent by the 39 potential sites, WIEDS staff

selected twelve 0 /IE plans/programs fort analysis. In orier to

prevent arky possible embarrassment.from public critiques of the
4

'programs, the specific prbgrams/plins ire not identified by LEA

nmes. Following is a list of those fagreeNitg to participate,

and after that are general Demographic Data of the twelve.SD/IE sites,

*

11
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AGREED TO COOPERATE IN EVALUATION OF
SD/IE PLANS OR PROGRAMS

Alamo Heightt, Texas Little Rock, Arkansas

Aldine,.Texas LutAck,:Texas

Alief, Texas Lulibg, Texas

Ardmore, Okla6ma Manor, Texas

Briar Patch Children s-Center,. Texai Marion, Texas

torpus Christi, Texas Meridian, Mississippi

.Coupland, Texas Midland, Texat

Dallas, Texas Muskogee, Oklahoma

Elgin, Texas .Navarro, Texas

Florence, Texas Nixon, Texas

Fort Worth, Texas Pflugerville, Texas

Georgetown, Texa? ,, Prairie Lea, Texas

Gregory-Tortland, Texas Round Rock, Texas

Houston, Texas Santa Fe, New Mexico

Hutto, TexaS' Smiley, Texas

Jackson, Mississippi Taylor, Teids

Jarrell, Texas Waco, Texas

Lafayette, Louisiana Waelder, Texas

Leander, Texas- Waxahachie, Texas

Liberty Hill, Texas

12



DEMOGRAPHIC DATA OF TWEI:VE SD/IE SITES

Pupil-Population

Fewer than 2,000 . 3 (actually 9, including 7 clustered for area-
wide'SD/IE program)

4

0.

2,000 - 4,000

8,000 - 16,000 .

20,000 - 42,060 .

2

2

3

Over 50,000 * 2

*Ethnic Composition

Minorit)4..percentage

5 llf = 2

12 - 20% = 1

21 - 32% . 2

33 40% . 2

41 - 50% = 1

.61 60% . 2

61 et% - 2'

(Seven of the twelve LEAs have two minority groups, with each
constituting at least 8% of the total student poptlatton.)

Urban/Rural/Suburban

Urban - 7

Suburban 4141' 2

RuralsP . 3 (actually 9, fncluding 7 clustered in one area-

wide SD/IE program)

13
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B. Instrume467

The 'instrumentation iled in the on-$ite interviews within the SEM

region included the following documents (See Appendix A) follovred by

Project WrEDS: )

Central Office Personnel Interv3ew Schedule

Principal Interview Schedule
Teacher Interview Schedule
Student Interview Schedule .

Parent/Community Interview Schedule

.
These instruments were reviewed by othee SOL staff and several con-

sultants before final revisions were made in the areas of language,
4/

seouente,of questions,,and style. The nevised interview Schedules were

field tested at a local high school in Austin, Texas with permission

granted from th&Austin'Independent-SchOol DiStrict.

These Interview Schedules are'designed to collect information in the

following areas as perceived by the five categories of re5pondentS:

Desired outcomes.from'desegregation.

Successful desegregatiOn strategies.

a. Administrative/Governance,

1) Organizational.

2) Communlcations/public relations.

) Crisis prevention/resolution.

4) Programmatic.

b. Staff Development.

1) Social relations,

2) CurriculUM/instrUtion.

c. Teaching/Learning.

1) 'Cognitive emphasis.

2) Affective emphasis.

14
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3. Needs_or problems to be iolved

4. CaTtural differences

Design.

1. Interfts.-

4.

The overall research/data collection design .(see.next page,

Figiir, 1) describes Prodect WIEd* interviews research design-for

Phase IJI. Succeeding portions of this design will delineate the

steps taken in identifying and examining successful desegregation

strategies in selected school districts withlv the SEDL region.

a) Data Sources.

b) Selecting/Scheduling Local,Education Agencies.

c) Instrumentation. 1

'd)' Data Collectipn and Analyses.

e). Dissemination.

a. Data Sources.

Data were collected from selected lbcal school districts in

the SEDL region via on-site iffterviews: Interyiews.were con-

ducted with central office personnel, principals,'teaCilers,

students, and Parents and other community members. Ttle five

iriterview schedules were designed o collect quantitative and

irldepth qualitative data about-school desegregation strategies

and factors relating to ihe effect Of the,strategtes in attaining

their intended puepose(s). Onte data was collected, it was

analyzed and added to the information base on successful'desegre-

gation strategies.

The data sources for the Phase III research effort were:

(1) Ceritral Office Personnel.

(2) .
Elementary/Se'condary Principals.



1.

Arkansas
LEA

IgELECTED SEDL REGION
SCHOOL DISTRICTS

Jr
LOuisiana

LER.
1Mississippi
I LEA

1

Nipw AexicO' Oklahoma
T.LEA LEA
YJ

Texas
LEA

SELECT/SCHEDULE
INTERVIEWEES

1NiVIEW
SCHEDULES
DEVELOPMENT

(1) Design Draft
(2) Pre-test

lr
I REVISr/FINALIU
[INTERVIEW SCHEDULES

lr
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(COMPILE PATAI

SYNTHESIZE DATA
WITH PRIOR'

RESEARCH FINDINGS

lr
ESTABLISH

INFORMATION BASE

Figure 1 ,
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(3) Elementary/Secondary Teachers.

(4) Seconclary Students.

(5) Parents and Other tommunity Members.

ApOiroximately 32 i rviews were'conducted with these deft 2

sources in each o e six,seleeted school districts.

b. Selecting/Schedul (g,Local Education Agencies.

In selecting potential school districts to involve An the -

...... .....
ihterview process, the WIEDS staff used tWo crfteria tategbile-s1

1) Quality 9:1!El!..- elements related to the attributes-of an

.LEA which indicate success in dioegrliatiOn.

.2) Demo ra h c Celt i elements that desribe,statistical.

characteristicsof a desegre'gated CEA.

Specific categories within each type of criterion were de-

cribed (based on survey,responses):

1) Quality Criteria

41 -

-)a) Successful desegregation experience (compAriso f pre-,

desegregation items with post-desegregation i

b) Knowledge of respoNent

c) torments and explanations of-respondents

'd) Recognition factor

2) Demographic Criteria

a) Slze of district

Average daily attendance'

Number of schools

b) Ethnic composition (more-than 20 percent/and less than

75 percent minority)

Initial screening (based on the criteria above) of the

13? survey instruments returned during Phase II of Project

WIEDS resulted in the selection of five to nine/prospective-
*
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LEAi in each of the six states.

In selecting districts, the following sequen9, o events

occurred:

a) Compiled.and irioritized the selected LEAs bit state.

b) Completed draft'of purOse statement of WIEDS (brief des-
cription of WIEDS' effort, role of LEA, persons to be
interviewed, approximate number of interviewees, etc..

c) Completed draft of agreement document to be used with
each LEA (specifies LEA role regarding WIEDS Project).

Completed,draft of memorandum to superintendents for their
use in disseminating information throughout district on
project and adding support to WIEDS effort.

e) Completed draft of confirmation letter to superintendents
following initial telephone call.

f) Completed draft of letter to community persons regarding
participation in WIEDS Project.

Contacted the 'superintendent of the top-ranked LEA: (1)

to explain WJEDS (purpose statement - Step.b), (2) to
determine whether his LEA desires to participate in
Project-WIEDS (commitment -of superintendent was crucial
in this step), (3) to introduce team members, and (4) to
pursuade superintendent to begin thinking of contact
person for project\

Forwarded confirmation letter'(Step e), agreement docu-
ment (Step c), and package of WIEDS information (purpose

Statement - Step b, and memorandum - step d) to superin-
tendent and requested the name of the contact person to
represent the LEA.

Conducted follow-up telephone call to: (1) confirm
receipt of wTitten information and materiels, (2) schedule
preliminary visit (on same dey as principals' meeting),
(3)ecure,name of contact person, and (4) request that
he or contact person forward materials (that would provide
historical perspective of district's desegregation effort)

to project office, (5) request a list of Parent Advisory
Council members, (6) request permission to attend
principals' meeting (during visit) and be placed on agenda,
and (7) request steps necessary to obtain permission.from
parents to interview students.

j) Studied historical material, and made tentative selection
of schools and personnel on the basis of that study.

18



k) Drafted letter to.perents on-the basis of.information
obtained in Step 1. -

/1) Contacted liaison person to: (1) confirm scheduling of
the preliminary visit, (2) makt-arrangements for Wel
and transportation, (3) schedule meeting with superintindent
prior to principals' meeting and schedul meeting with
liaison person and superintendent following principals'
meeting.

m) Preppred WIEDS packets to distribute at Principals' meeting..
Prepared presentation, if it was to be conducted by WIEDS
staff person.

Mailed.copy of the prepared packets to both superintendent
and liaison person.

o) Contacted the superintendent to confirm the date of the
first visitation, schedule Of appotntments, receipt of
packet, WIEDS presentation. Let him know theb intent of
the first appointment with him (i.e., to disclas our
tentative selection of schools and interviewees on the
basis of our study of the history. Asked him to begin
thinking about his own preferences and notions regarding
interviewees, especially comminity people.

p) Made preliminary visitation. During that yiSit:

(1) Met with pperintendent prior'to the principals'
meeting. Discussed the history of the district and
our tentative judgment about potential schools and
interviewees. Got his input regarding our preliminary
selections and about selection of community persons.
Discussed WIEDS prewntation at the principals' .

meeting and,the distribution of the packbts.

(2) .tit aga4n with the superintendent and contact person
together. Discussed final selection of schools and
who would contact the community representatives.
Scheduled the second visit.-

(3) Requested from the liaison person a list of schools .

and of interviewees, with their addresses, telephone
numbers, and titles,. Discussed the selection
procedures for selection of interviewees within
schools (teachers and pupils). (Our idea here was
to leave it to the discretion of the contact person
and the principal of the targeted school to work out
the selection of teachers and students according to
criteria and guidelines from us.) Requested that the

19



contact person begin t6 selection and sched4ling
process, keeping locations and transportation times
in mind. Re4uested a city map if one had not
already been obtained.

q) Mgnitored the selection and scheduling procesi by the
agreed upon method. Became familiar with names, titles,
etc. of interviewees. 4leviewed history. Located schools
on the city map.

0 Drafted "scheduline'letter to the superintendent and
the principals, to Worm and confirmation of participation
'with appended purposi statement.

s). Mailed "scheduling" letter to the superintindent and the
principals.

0 Mailed to all other interviewees (teachers., students, and
community representatives) a letter confirming scheduled
visit; requested they contact liaison person for any
problems or conflicts.

u) Called the superintendent and the principals to confinm
receipt 'of the scheduling letter and all final plans.

v) Called cdntact person. Requested that he/she call the
other participants (community representatives, teachers,
and students) to confirm all plans.

w) Confirmed and finalized all plans with the contact phlon,
.including driving route.

c. Instrumentation.

Instrumentation used in the on-site interviews consisted of

the fallowing documents:

1) Central Office Personnel Interview Schedule

2) Principal Interview Schedule

3) Teacher Interview Schedule

4) Student Interview Schedule

5) Community Person Interview Schedule

A description of the procedures and instruments is in Section

"II.B. Instruments" above.

20



d. Data Collection.

The on site interview method of data collection selected

for use in Phase III is described in "II.D. Techniquellsed for

Collecting and Analyzing Data," beloO.

e. Dissemination.

Strategies relatea to the dissemination of information 'by

Project WIEDS are contained in "IV.B.5 Discusston of Results in

Regard to Each Research Question/Ojectivu"

2. Analysis of.SWIE Plans/Programs. ,

As ptritjof fulfilling the requirementi to complete Objective 12-3

contained in the WIEDS proposal, various procedures And activities

were devised for the purpose of analyzing select SD/IE plans and

programs.

The follOwing sections contain specific info.rmation relative to

SD analysis:

a. Activities.

b. Criteria for Evaluating Desegregated School/District SD/IE Plans

and Programs.

c. Methodology for Conducting Evaluation.

a. Activities.

1) Established criteria for site selection (here listed more or

less in order of priority).

a) Willingness to participate in effort

b) Have SD/IE plan. or program (i ludin ocuments which can
be examined).

c) Desegregation status (staff and student).

d) S'iudent ethnicity (Hispanic, Black, Anglo, American
Indian). .

21
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b.

e) Number
#
of years involved with desegregation.

f) Havi SD/IE person in Oeadership role.

g) Feasibility of telephone interview vs. site visit.

h) Recomendations ,qTEAL GACs in regionv.SEDL Board of
Directors, and SEDbAgNitory Committee members, etc.

i) Proximity to Austin. .

J) Student population (and urbA., rural, suburban).

2) Identified and located potential sites.

3) Developed, in cooperation with NIE, criteria, a model, and
method for analyzing programs (see Figure 2, next page).

4) Resource persons at potential sites were contacted to make
.arrangements for receipt of staff development materials.

iteria for Evaluatin Dese re ated School District SD 1E6 Plans

-an Programs.

The criteria for evaluating SD/It plans- or programs of desegre-

.gated schools/districts items were caiegorized into five componer)ts:

(1) Planning, (2) Preparation, (3) Implementation, (4) Application,

and (5) Evaluation and Follow-up. A synthesis of the SD/IE litera-

ture available and WIEDS staff'experience formed the basis of

preparing the criteria li.sted as follows:

1) Planning of SD/IE.

a) Rationale of SD/IE.

(1) Based on constructiVe goals of school districts;

goals may need to be re-examined.

(2) Based on feelings or perceptions that change is
needed and can be attained.

(3) Proactive and purposive, with attitude that desegre-
gation is not only the "law of the land," but that
it provides educational opportunities which can be
capitalized upon by taking advantage of human ,
resources and by developing an effective program.



NODEL FOR,EVALUATING STAFF DEVELOPMENT/INSERVICE EDUCATION (SO/IE) PLANS OR 'PROGRAMS IN DESEGREGATED,SCHOOLi AND DtSTRiCTS

Oramwm

COMPONENTS OF MULTICULTURAL/BILINGUAL SD/IE

SD/IE)
PLANNING

SD/IE
PREPARATION

.SD/IE

IMPLEMENTA-

TION

SD/IE
APPLICATION

SD/IE
EVALUATION

Needs Assessment

Decision/Approval
Target Audience
Identify Plpning

Team
Define Goals
Select Content
specify Objecti-ves

Design Strategies
Develop Timelines
'List Behavior

Outcomes
List Attitude
Outcomes'

Design Overall
Evaluation

Specify Cortmunica-

tion/Publicity
Efforts

32 ,

Participant Ientifi-
cation/Selection/
Notification

Participant Pre-.

Assessments
(Knowledge, Skills,
Attitudes)

Description/Accounts
of Kinds of Parti-
cipation

Leader/Consultant
Selection

Specify Actiyities
Methexis/Materials/

Equipment Selection
Time Arrangements
Site Location and

Arrangements
Design Specific

Evaluations
Incentive

Levels of Participa,
tion

Grouping
Strategy Usage
Activities
SD/IE Environment
Alternatives

Provided

Follow-up Specifica-
tions

Evaluation pf pcpert-
ences.(Knowlidge,
Skills, Attitudes)

Figure 2

Participant Behavior/
Interaction based
on new Knowledge,
Skills, and Atti-
tudes
In Classroom
IniSchool
In Community
In District

(Planning material
usage, use of human
resources, teach-
ing/learning
approaches,
teacher/pupil re-
lationships, etc.)

Post Assessments
(Knowledge, Skills,
Attitudes)

Feedback from.Appli-
cation

Impact on Students,
Teachers, Staff,

Administrators,
District, Parents,
and Community)

Synthesize Pre-Post
and Impact Finding&

State Conclusions,
Recommendations,
Implications

Disseminate Reports
bf Efforts (SD/IE)

Apply Findings to
Future SO/IE Plans
and Activities

,
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b) Needs Assessment.
`1

(1) Comprehensive, to include all aspects of bilingual/
multicultural education.

(2) Total staff surveyed or sampled by valid method.

(3) Leadership provided to promote awareness of genera]
or possible needs.in desegregation-related SD/1E.

(4) Synthesis.

(5) Prioritizing of needs identified.

(6) Recommendations.

(7) Decisions.

(8) Budget, cost effectiveness..

Identify Planning Team.

(1) Membeil.
A

(2) Purpose.

(3) Plan of Action (reflects multicultural/bilingual
awareness, stage of desegregation, understanding,
sensitivity, respect, and input).

(a) Define Goals (long and short range).

(b) Select Content.

.(c) Specify Objectives.

(d) Design"Strategies.

,(e) Develop Timelines.

(f)-. Behavioral/Attitudinal Outtbmes.

(g) Evaluation .(overall).

(h) Publicity/Communication Efforts.

(i) Incentfves.

(j)- Target Audience/Approach Related to Objectives
(building level, grade level, subject-matter

.grouping, cadre, district level, retreat).

(k) .Materials.
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2) 'Preparation.

a) Participant Identification.

b) Site Location.

c) Arrangements.

d) Leaders/Consultants. :

e) Methods.

f) Materials/Resources.

-(1) Expendable.

(2) Non-expendable.
0

(3) School/district supplid.

(4) Participant made/suppiiie.

g) Activities.

(1) Objective-related.

(2) Consistent in contento.theory, practice

(3) Varied.'

(4) Practic'al.

(5) Sequenced.

(6) Multicultural/bilingual-focused.

(7) Non-sexist/non-racial.

h) Equipment.

i) Participant Pre-assessments (skills, attitudes, knowledge).

(1) Formal or informal.

(2) Obtrusive/unobtrusive measures.

j) Evaluation (Specify to each activity).

3) Execution of WIE.

a) GroUping (size related to objective, function, and approach).

4 (1) Individuals.

25



,(2) ''Small group.

(3) Total group.

b) Participation/Interaction.

(1) Level.s.

(2) Kinds. *

c) EnVironment (facilities).

(1() Lighting.

. (2) Flexibility.

(3) Comfort.

(4)* Conducive.

d) 'Strategies.

(1) Kinds.

(2) ligow used.

(3) Results.

e)

(1) Appropriate to objectives.

(2) Level' of approach.

(a) Teacher centered.

.(b) Student centered.

(c) Classroom organization centered.

(d) Grade level centered.

(e) Building centered.

(f) System/District centered.

0 Alternatives.

(1) Vhriety.

(2) Wheri actiVated.

(3) Who involved.

sis
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g) Evaluation (SWIE experiences, perceptions, effectiveness,
recommendations).

h) Follow-up.

t), Application (behavior, interaction attitudes, ind values).

(1) Knowledge.

(2) Skills.

(3) Levels.

(a) Claroom.

(b) School.

(c) Community.

(d) District.

(4) Examples.

(a) Planning.'

(b) Materials use.

7.

(c), Etc,

4) 'Evaluation of SD/IE.

a) .Post Assessment.

(1) Areas:

(a) Knowledge.

(b) Skills.

(c) Attitudes.

ci\(2) Time lapse.

(3) More than one?

4) Compare with pre-assessment.

b) 4' Impact Assessment (Levels).

(1) On levels.

(a) Student.

(b) Teacher.

27
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4.

(c) Staff.

(d) Administrator.

(e) Parents.

4

(f) Community.

(g) District.
8

(2) On administrative function.

(a) Governance.

(b) Finance.

(c) Authority.

(3) Comprehensive.

Interpersonal Human Relations.

4

c) -Synthesize.

(1) Pre/Post findings.

(2) Impact findings.

-d) State Outcomes.

(1) Conclusions.'

(2) Recommendation§.

(3) Implications:

(a) What to do if decline from pre-assessment.

(b) How much increase is sufficient.

e) Disseminate Results.

(1) Modes/form.

(2) Audience.

f) Apply Findings to Future SD/IE Plans, Efforts, etc.

c. Outline of Methodology for Conducting Evolution of SWIE Plans
or Programs in Desegregated Schools/Districts.

WIEDS staff took into consideration the following guidelines Mien

conducting the SD/IE

Y



Data Sources.

a) SWIE plans (documents, etc.)

b) SD/IE program descriptions.

c) Interviews with site person(s).

2) Data Gathering Procedures.

a) Reviewed written SWIE Plans.

b) Reviewed SD/IE pirogram descriptions.

c) Conducted follow-up discussions with designated person(s)
re: plans.and/or program descriptions.

d) Conducted telephone interviews with designated person(s).

e) Conducted face-to-face (personal) interview with designated
person(s).

3) Data Gathering Instrument.

Ud SD/IE evaluation.instruMent.

Data Analysis Procedures.

a) Demographic data as indicated through the use of percentages

and frequency totals was one of the procedures used to
. ,

describe characteristics of participants, their schopls

and/or districts.

b) SD/IE.plan or program data was analyzed at three levels:

(1) Component Level - plans or programs were analyzed to

determine to what. extent they contained each of the

five (5) major components of the SD/IE -Evaluation

Model,

(2')- Processes Level - plans or programs were analyzed to

determine if they included and/or utilized each of the.

key processes under each Major component of the SD/IE

Evaluation Model.

1#0
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4.

(3)\ LIAE9.11.4.14AL plans or programs were analyzed

to determine to what extent they included each

important element #or the SD/1E processes. 4

.Each plan or program has a summary evaluation as well

as an evaluation of abh aspect of the three levels.

For example, if the plan or program did not have t

proceis level, or if the process was tp/aluated as less

than ideals specific reCommendations were offered.

After an analysis of the extent to which each part of the

plan or program measured up to the model, all of the

evaluation information was synthesizeti into I set of generali-

zations, recommendations, other implications, and Conclusions...

Further plans include the dissemination'of the synthesized

findings to LEAs, other agencies, aod individuals who are

considering enhancing and upgrading the_effectiveness of

SD/IE plans and programs.

D. Techniques Used for Gathering and Analyzing Data

1. Data Collection.

The on-site interview was used in Phase III Of Project WIEDS

because this method ofCiata collection generally (1) obtains indepth

informatiOn, (2) lets the investigator explain questions, (3) (remits

flexibility in/the process of questioniq, (4) &flows more control

over the context within which questions are asked and answers giveni

and (5) may allow the interviewer to monitor validity of information

on the basis of non-verbal clues by interviewees.
t.
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Se interviews were conducted according to the following guide-

lines:

a. Length - interviews ranged frail 30 minutes tobone hour.

b. Method of Reqgrding - Interviews were audiotaped to provide .

an exact record of the interview and to provide for maximum

information within the allotted .timli/

00on - For those interviewees whoichose no6o be audiotaped,

the project staff took notes on'the interview schedule.

d. Information Collected - Inaddition to the interview gontent,

demographic data was collected for each interviewee (race, age,

sex, years in position, involvement in desegregation, etc.,.

The data collection activities occurred itring thcperiod from mid-

February, to mid-May, 1979.

2. -Data Analysis.

Analysis of data collected in the interviews required the

reduction of a large volume of information to manageable and meaning-

ful categories. 'Consistent with document,and survey data analyses,

the following-taxonomic...classification system was used to reduce and

1

classify lie narrative data pertaining to strategies and needs/

problem areas:

a. Central Office Level (District-wide).

1) Administrative/Governance -district-wide strategies used
(or management and implementation of desegregation plans.

a) Organizational:, to est sh eOnic/racial ratios
of staff and student body

b) CbmmuniCations Public Rel tions: to.obtain and
ssem nate n ormation; to n luence or involve others;

to communicate.

) Crisis Prevention/Resolution: to prevent or resolve
crfses.

.6



d) Programmatic: fullidu personnel,equipment, supplies,
faciltties, curricuTa.

SAlrifDctvelopm,nt*- ttainjqg provided to personnel in the

3) inghinginctinst - none at Central. Office Level.

b. Principal Level (Schwa

1) Oministrative(Governance -,schooi-wide strategies to manage
and 1mptement desegregation.

a) Or5anizati9nal: similat to Central Office.

b) Communipationspublic stmilar to Central
Office

c) Crisis Prevention/Resolution: similar to Central Office.

d) Programmatic: similar to Centrid Office.

2) Staff Development - training provided to building personnel.

Teaching/Learning none at Principal Level.

#
c. Teacher Level (Classroom).

1) Administrative/Governance - strategies used within classroom
for desegregation.

a) Organizational:
_

b) Communications/Public Relations: relations wfth Parents.

c) Crisis Prevention/Resolution: classroom environment.

d) Programmatic: equipment, supplies, and funds.

-2) Staff-Development - any training (formal or informal) provided
by teachers to support personnel.

3) Teaching/Learning - any instructional strategy used by the
classrooMrteacher.

alt

a) Co nitive: skills focus on intellebtuaT gain, achievement,
or cogn tive growth (thinking process).

) Affective: skillstocus on socfallearning, emotional
-6717eaFTEr affective 00ange (feeling.process
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E. Assumptions.

The WIEDS Project operates on certain assumptions about appropriate

educational and socializing processes to take place in public schools.

Because these atsumptions influence WEDS' efforts to reach its major

goal, achieve its objectives, and find.answers to its research questions,

i.e., to im)kwe education in desegregated schools, they are set forth

below.

1. Each person has inherent value and worth simply because s/he is a

human beihg. This includes childr'en.

2. Each person has as much value and worth as any,dther petson. .This

w

includes children.

3. All children have a constitutional right to equal educational

opportunity.

4. A goal of public education is to prepare students for a full life,

to help them develop their abilities and skills to interact positively

and effectively with other people.

5. Bbcause its multicultural/multiethnk population is one of the valuable

resources-of the United States and because many individuals' feelings .

of worth are predicated in some degree upon their cultural background,
9.

multicultural education is vital in the preparation of a child, of

any trace or ethnicity, for a full and productive life in our society.

6. Quality/effective education includes affective, cognitive, and

psychomotor development of each child.

7. The affective and cognitive domains are not incompatible, one does ,

not pweclude the other; rather, for effective learning, they complement

each other.

8. Every individual is unique and because of.a different combination of
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4triAit 4.

a myriad of factors (socio-economic status, sex,,sibling order,

and experiences are only a few of the more obvious ones) influence

hit/her response to stimulio'his/her learning style is unique.

9. Individuals of different ethnic groups are more alike than they are
0

diherent.

10. There may be more differences between any two indiViduals of the same

ethnictgroup than between any two of different groups. ,

11. Each individual has a culture, comprised of a type of language, set

of values diet, social customs, and drtss. Depending upon various

factors, an individual or family may be more influenced by a culture

or cultures not traditionally his/her own, and may be assimilated in

some point of acculturation in another culture.

12. Nevertheless, it is reasonable to expect that some individuals,

particularly of minority racial/ethnic groups, are influenced signifi-

- cantly by their tradititnal ethnic groups.

13. CUltural literacy/awareness may Oevent problems or give clues or

'possible solutions to 'communication problerns or aggressive or withdrawal

behavior. Cultural liteacy/awareness does not attempt to put people

in a "box" or an inflexible category; it does the opposite.

14. Generally,.the more one knows about and respects another's culture,

particularly his/her values and social customs, the more effectively

theY can comemnicate.
P

15. To communicate effectively with a student as an individual, a teacher

(or any educator) should know what makes that student a unique

individual, particularly what factors may influence his/her learning

and other behavior.

16. To be more effective in.a multicultural classrooffi/setting, a teacher

(educator) should be culturally literate.



17. Many central Odministfttors principals, teachers, parents and

community membefis are not culturally literate, nor are they sufficiently

culturally awai.e.to look upon cultures different from theirs as aRything

but cultural deficiencies.

18. A positive self-concept (imago or esteem) is necessary for an individual

to function effectively and is therefors.;crucial to a child's learning

and overall growth and development.

19. The parent/teacher/school's realistic expectations of a student and

ippreciating his/her culture help promote the student's self-concept.

20. It is less productive to blame culturally unaware administrators/

teachers/parents/community members for their unfamiiiarity with other

cultures outside their own, perhaps putting them in a defensive

posture, than it is to use a non-threatening approach which emphasizes.

"pay-offs" to the teacher (educator), Student, and others:

21. There are a number of sound strategies and skills which can promote

good education in schools. Most of these and some more specialized

strategies anYSkills can help improve lucation in desegregated

schools.

22. It is possible for teachers (educators) to develop certain skills and

employ certain strategies both comfortably and with confidence in the

classroom (whatever setting) through effective SD/IE.
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F. Limitations.

1. SD/IE.

The collection and analysis of SD/IE plans/programs hav provided

valuable information for the completion of the WIEDS Project objeCtives.

As with all studies, however, there arm limitations of what may be

expected of WIEDS' data. Following are limitations of the SD/IE

a. Although.sites werefselected to provide a. viide assortment of

demographic factors, they are not to be considered in any'

statistical sense as repreientative of LEAs in the SEDLgregion..

As indicated in the site selection criteria, budgetary considera-

tions dictated that many sites would be near Austin, Teicas. This

is not to say that those plans/programs are atypical of "those used

in'the region. Literature and other information provided bithe

region's SEAs and by other WIEDS data indicate that the strengths

(participant input, for example) and weaknesses (evaluetion and

desegregation-related aontent, see below for examples) of the

twelve plans/programs may well be reflective of the general quality

of SD/IE in the region and the nation.

b. Most of the plans/programs lick desegregation-related content

(i.e., multicultural education, human relations/ethnic awareness,

bilingual education). One SEA.director of technical ass,istance for

desegregated schools, when asked about school tdistricts with "model

SD/IE programs" for desegregation in his state, said that his

experience over the past three years had b-reen that with many schools

"'desegregation' is as dirty.a word now as im the 1960's," and that

the schools who want SWIE to implement desegregation need technical

assistance
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.
with i but that his staff is kept busy Just drawing up desegre-

1

tion plans and monitoring carplianee of physical desegregation. i

Further, he said, "there art no models or criteria" for sOch SWIE

that they were not even being put in the desegregation plans.

c. Sever:el LEAs indicated in inittal phone calls.that they woul'd

send.copies of their SD/IE plans/programs. These were not forth-

coming despite subsequent calls.and letters to them. It is not

, knowt whether these might have provided additional useful data.

2. Interviews.

a. The extent and quality of cooperation at interview sites varied

from inadequate to exceptionally effective. The liaison person

in one district gave little or heed to WIEDS staff's suggestions

. about scheduling and was apparently unresponsive to interviewees'

efforts to reschedule o.ppo4ntments. The result was fewer

interviews than desired, and several others were cut short because

no, or inadequate, passing time was scheduled between interviews.

On the other hand, Lubbock1SD hired a knowledgeable, experienced,

and helpful consultant (retired from LISD) to scheale the

interviews and to be available io WIEDS' staff during the week of

interviews. Other districts offered varying degrees of cooperation.

that ranged somewhere between these two instances. t;

All but one of the stx superintendents indicated that they

(1) appreciated ti;e significance of the WIEDS Project, (2)

constdered it an honor for their district to be selected, and

(3) voiced their belief that good publicity would accrue to A

their district from it. The other superintendent seemed to

regard the Project with some suspicion, and while agreeing

for his district to particippte, provided only a modicum of

his time and a seemingly unenthUsiastic and uncommitted liaison
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person. 'TWo superintendents, in Little Rock ind in Santi Fe,

had had experience in Title IV desegregation assistance

centers and were probably the moit sensitive and knowledgeable

about multicUltural issues and seemed particularly suited

and committed to implementing aieseiregation.

c. In the selection of interviewees, the liaison person and

other district personnel given selection responsibllities were

near singular in adhering to the matrices of race, sex, and

categories. There is no way of knowing the extent to which

diversity of viewpoints is represented in the selections.

Evidently, no district used any type of random sampling method.

One liaison person said that he had taken/are to get

"interesting people" to be interviewed. A few of the teachei's

and parents expressed surprise that an administrator had

selected them to be interviewed. These interviewees professed

to be outspoken and sometimes critical of the administration's

desegregation policies and/or methods. This was sometimes

indicated in the interviews.

Almost without exception, it seems, the students selected

were (1) among the most "involved" in school, activities, (2)

"leaders" in school sports, government, and/or social life,

and (3) "articulitte." Only.a few were, inNany way, critical

of administrative policies or practices. None Could be

characterized as disaffected or as being in any socio-economic

strata lower than middle class and thus appeared to be

upwardly mobile within the system.



The interviewees were thus not diversified according to

socio-economic class but were heterogeneous in race, sex, and

age. A few minority and majority students, as did some adults,

nevertheless expressed feel'ings that minority students were

sometimes discriminated againsi:in punishment and in the

degree of encouragement in academic and extracUrricular

activities.

Materials Reviewed.

Using criteria established for the purpose of evaluating SD plans

and programs, WEDS staff reviewed each program individually and used

the elements within our designed model as a cecklst. The major tom-

ponents are: Planning, Preparation, Implementation, Applicatioh, and

Evaluation. The SD/IE materials reviewed ranged from extensive,

sophisticated, well-organized components that fed into a computerized

system to small brochures and handouts covering minimal and sometimes

vague goals, objectives, and activities.

In the reviewing procets of materials sent, WIEDS staff noted that

the ma!ority of urbelk areas included more "materials"-i.e., needs assess-

,

ment forms, evaluation forms, booklets describing/listing topics for

SWIE, and other supplementary items...the rationale being that a more

extensive plan is needed to accommodate a diversified target audience

and to meet the requirements of a larger and complex school system. This

does not, however, necessarily indicate effectiveness in meeting the needs

of the participants. Some smaller districts had comparable plans to suit

their needs. Some smaller rural districts in Texas formed "clusters" and

received SD/IE assistance from an Education Service Center for their region

(Texas). The analyses of these materials and programs by WIEDS staff have

provided insight and educational opportuntties to assist in the meeting of

project efforts to produce models and guidelines for inservice training.
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III. FINDINGS AND OUTCOMES WITH THEIR RELATIONSHIP
TO RESEARCH QUESTIONS

A. Interviewee and District Demographit Preconditions.

The 193 WIEDS interviewees in the sIX tEAs were categorized as

indielted in the table below:

INTERVIEWEES BY LEA AND CATEGORY

CO- Tth------Stu P/C TOTAL

LEA 1 5 3 9 9 9 35

2 2 3 10 9 10 34'

3 2 3 9 9 8.31
4 2 3 9 9 9 32

5 4 2 9 9 10 34

6 2 3 8 7 7 27

TOTALS 17 17 54 52 53 193

CO - Central Office
Pr = Principal
Tch = Teacher

Stu = Student
P/C = Parent/Community

.

W1EDS staff selected LEA sites to include at many of the racial combina-

tions in the SEDL region as possible. Three sites are primarily Black-

Anglo desegregated districts; one is essentially Hjspanic-Anglo; and two

are'tri-racial, one Angls-Black-HispaniC, and one Anglo-Black-Native

American. The racial composition of student, faculty, and staff are

shown in the table immediately following.
.n.r170
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STUDENTS, FACULTY, SE.LECTED STAFF

OF SIX INTERVIEW SITES, 1978-1979
p.

Students Int. hers

LEA (4711M11111111111111111111M11111111111111111:111111111111111:111111111ILL Fin
A .H NA A M I M 10111311011131 F M E111:11 F M

1 K 17,763

.8

3,983 8,871 17,763 12,854 30,617 1,412 136 107 1,655 1,412 243

% S8. 1 2 42% % 8 1

2 N 20,856 7,600 163 6 20,856 7,769 28 625 963 280 1.,243. 963 280

% 73% 26% 1% - 71% 7711 23% 77% . 0%

3 N 5,145 1,695 36 1,494 5,145

_271i

3,225 8,370 292 69 55 416 292 124

61% 20% - le% 61% 39%. 70.% 17% 13% 70% 30%

4 N

i %

10,776
46%

12,416
54%

10,776
46%

12,416

54%

23,192 840
69%

385
31%

1,225 840
69%

385
31%

5 N 4,126 4,430 5 4,126 4,435 8,561 297 138 435 297 138

% 48% 52% 4.0 52% 68% 31X 68% 32%

6 N 3,703 . 55 7,967 217 3,703 8,239 11,942 88 1232 3 2 104 1144 1, e2 196 80 320 256

% 31% 0.5% 67% 1.5% 31% 69% ,_15% 41% - IQ 21% - - 34. 66%, 56% 44%

Totals N 62,369 30,179 17,037 1,722 62,369 48,938 111,307 4,124 1 013 355 58 1,550 4,124 1,426

56% 27% 15% 2% 56% 44% 74% le% 6% 1% 74% 2.5

p.
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STUDENTS, FACULTY, SELECTED STAFF
OF SIX INTERVIEW SITE5c4f978-1979

(Cont'd)

1
. , ;imam $

.

. 1 9t
I'

.:
ri MF MF M I . li li r

a
K Tr A P g f A lr I

1 N 24 5 ,5 1 2 31

,84%

6

16%

29

78%

8

22%,

37 5 5 5 5''

.2 N

%

27 1 7 2 34

92%

i

8%
28

10
6

24%

_

37

.

2
-

. .

2 2 .2 .

.

.

3 N

%

10 5

J

,

4 1 19

95%

1

5%50%
10 10

50%\

20 3

. Iv

.

N

%
20 9 5 4 , E5

66%
13

34%,

29

76%

9

14%,

.38 3 2 52527
,

05 N

%

3 1 11

65%
6

35%

13

76%

4,

24%

17 3 3

. e

3 .3'

6 N

%

7 2

*

18 4 25

81%

6

19%

9

29%

2?

71%

31

. ,

4 2 6 4 2 6

4

Totals N

%

96-

.,

22 25
.:

8

..

20

1

.

,

w

4

'..

1

1

145

;1%

35

1'

118

.
62

34%

lpo 20

75%

2

7%

2

7%

2

7%

1

.

25

9 %

2

7

22

81 '

27

5 3 54



in its efforts to make its interviewee list as representative for

race and sex as,possible, WIEDS staff drew up a matrix for each district',

requesting that the liaison person in each district make selections

accordingly. In the selection of interviewees, the liaison person and

other district,personnel given select1ot.1 responsibilities were near

singufar in adhertng to the matrices of race, sex*, and categories. There

is no way of knowing the extent to which diversity of viewpoints is

represented in the selections. Evidently, no district used any type of

'random sampling,. method. One liaison pargion said that he had taken care

to get "interes'iing people' to be intervtewed. A few of the teachers and
lb

parents expressed surprise that an adminiStrator had selected them to be

interviewed. These interviewees professed to be outspoken and sometimes

critical of their administrations' desegregation policies and/or methods.

This was sometimes indicated in the interviews.

Almost without exception, it seems, the students selected were (1)

among the'most "involved" in school activities, (2) "leaders" in school

sports, government, and/or social life, and (3) "articulate." Only a

few were, in'any way, critical of administrative policies or,practices.

None could be characterized as disaffected or as being in any socio-

esonomic strata lower than middle class and thus appeared to' be upwardly

mobile within the system.

A few,minority and majority students, as didsome.adults, nevertheless

expressed feelings that minority students were sometimes discriminated

against in punishment and in the degree of encouragement in academic and

extracurricular activities: The interviewees were thus not diversified

according to socio-econompic class but here heterogeneous in race,.sex,

and age.
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In the tables following, each of the five categories ofinterviewees

- is divided according to certain demographic factors for further

analysis.

.Requests to the LEA-were for at least two CO interviewees, and that

they be of different sexes and races, i possible. There were relatively

fewtr minority and wonien CO administrators from which to select, although

WIEDS staff fuggested that for its purposes, "central office" would

include curriculum specialists, program Ciirectors, ana others who had

responsibilities in more than one school. Two of the four minority CO

administrators were women. No Native American Central administrators

were interviewed. Of the CO interviewees, the minority adinistratprs

were proportionally Mort often personally involved in the desegregation

of their schools. Slightly more than half (7 of 13) of the finglos had

indepth involvement,.75% (3 of 4) of the minorities did. No minority

administrators had lintgd involvement, while four Anglos did.

As shown in the table of principals interviewed, in this.position

also, the minorities were proportionally more involved in the desegrega-

tion of their schools. AO, as with the CO, the minority principals

interviewed.are equally divided, men and women. The Ahglo disproportion

is not so pronounced with principals (6 to 3) as with CO (11 ,to 2).

Of teachers interviewed, there are more minorities and women, as

shown- on the accomp;nying table. The pattern of proportionally heavier

personal involvement'of minorities changes slightly here. Black and

Anglo teachers are involved at'about the same ratio, but Hispanic and

Native Americans less involved. As groups, the minority teachers are

yallger than the Anglo, indicating perhaps that as the LEAs desegregated

and hired mot.* minority teachers, they hired younger ones, and that

probably fewer new Anglo teachers-have been hired recently.
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DEMOGRAPHIC CHAUCTERISTI S OF CO AMINISTRATORS

.

RACE

--------=1-EIL5-2+g-9.--I-9---49-.---5-Q--,-1--'IFs°stla-----P---.1"N"e""deth

Anglo (N - 13)
Bleck (N - 3)
Hispanic (N = 1)
Native Amerr

ican (N = 0)

Years in
Current Position

t

Age
4,

Sex

--
Training Related

.- to_ 0esegrtgOi9n
On Job

Work- SeMi- Exper-

.. 4 l' 2 6

1 1 1

,1

Personal Involvement
in Desegregation

Limi- Gen- In-

. 4 2 7

'1 2

1

+

2 1 3 3 4

1 1 1

1

.

20- 30- 40- Over

2 6 5

2 1

1

11 2

1 2

1

TOTALS (N * 17) 1455. 296134 6 2 3 6 4 3
.

10

DEMOGRAPHIC CHARACTERISTICS OF PRINCIPALS

Level

Years in Current
Position .

,

.

Age Sex
Training Related
to Desegregation

1'arsOnal Involvement
'in DesegregattOn-

RACE
6- + 20- 30- 40- -Over Work- Semi- 611. Limi Gen- fn-'

, El JH HS -1 1..2 3-5 10 10 29 19 49 U M F Shops Aar Rel. None ted oral depth ,

Anglo (N = 9) 3 3 3 1 2 1 2 3 5 4 6 3 1 4 4 2

,

.1 6

Black (N - 6)
Hispanic (N = ))

2 2

1

1 1 3

1

1 3 3

1

4 2

1

2.' 1 . 3

1

1. 5

Lebanese (N = 1) 1 ._ 1 1 1 1 1
.

TOTALS ( N - 1 7 ) 5 7 5 2 3 2 6 4 9 8107 4 8 2 3 12

,
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DEMOGRAPHIC_CHARACTtRISTICS OF TEACHERS

Level_ Age .

.

,Sex

ra n ng a

"to Desegregation
ersona nvo mien
in Schools' Deseg.

RACE
.

.

2'0- 16- 4= aver Work- Semi- Coll. Limi- Gen- In-
El JH HS . . .. S F. 1$$ t 1.I r ..$ h

Anglo (N ii 21) 7 5 9 2 8 3 5 8 13

.1.

'4 1 11 2 6 ;. 8

Black ( N - 23) 10 7 6 4 9 5 1 8 15 7 1 1 9 2 8 9

Hispanic (N-11 6) 2 2 2 2 2 2 4 2 2 2 , 2 2 1

Native American (N - 4) 2 1 . 1 2 1 1 2 2 1 1 1

TOTALS (N ii 54) 21 15 18 10 20 11 6 22 32 13 '1 3 22 7 17 18

DEMOGRAPHIC CHARACTERISTICS OF'STUDDiTS

Np-

RACE Si

Level Sex

.

Personal Involvement
in Desegregation

Limi- Gen- In-

ted eral depth
'

JH-MS HS M
,

Anglo (N - 24)
Black (N . 17)
Hispanic (N - 7)
Native Aq<cart, (N mi 4)

5

2

3

2

19

15

4

2

12

9

4.

1

12

8

3

.3

7

6

5

,

14

9

2

4

. 3

2'

TOTALS 'TN = 52)
..

i

. 12 40 26 26

I'

18
,

29
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As the data Oh the students is dilplayed on that table, the race

and sex balance of the student interviewees is roughly proportional to

the total enrollmentt of the six LEAs.. As seems to be the case in most

desegregated schools faculty and especially administrative staffs are
#

seldom racially balanced in proportion to their,respective student bodies

but generally have significantly higher proportions of Anglbs.

DEMOGRAPHIC CHARACTERISTICS OF
PARENT/COMMUNITY PERSONS

Personal InvOlvement.
in Desegregatioa

-2-0-

Age Sex

RACE Limi- ,Gen- Tn- 30- 40- Over T0TAL5

ted' ieral deptii 29 39 49 50 M F
.

,

Anglo 3 4 10 1 8 8 4 , 11 12 23

Black 1 5 12 4 4 9 9 11 20

Hispanic 3 2 - 1 3 1 2 3 5

Native American 1 1 3 1 2 2 4 1 5_

TOTALS 5 13 25 1 13 17 16 26 27 53

Among the parents interviewed, more than half reported.indepth in-

volvement in desegregation of their schools. Again, the Black, Hispanic,

and Native American were more involved than Anglosi although white parents

were more involved that white educators. Minority parents interviewed,

epecially Hispanic ',AM-Indian, were older than Anglo parent interviewees.

A
Almost equal rtimbers of pothers and fathers were interviewed, with only

one more mother than father.. This was about the ratio for each racial

group involved, except for Native Americans, whose father interviewees.

outnumbered the mother four to one.
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SOURCES OF PRESSURE TO DESEGREGATE
AS PERCEIVED BY CO ADMINISTRATORS

AGENCY
LEA

3 4 5 TOTALS

2Federal Court 4 10

U.S. Office for Civil Rights 2 2

U.S. Justice Dept. 4

Other Federal Agency 0

State Court 0

Other State Agency 0

This District 2 2

TOTALS

3

3 1

6 2 1 4 2 18

As can be seen on the table for "Sources of Pressure for Desegregation,"

central office administrators perceived the greatest amount of pressure

as coming from Federal courts. Five of the six were in fact desegregated

under Federal court order, and in each, the court maintained jurisdiction.

In one of the six, the initiative was taken by the.superintendent, and a

significant' measure of desegregation wai accomplished, apparently with the

communi-ty divided. The proactive superintendent did notsremain long with

that district, and circumstances of his departure are reportedly themselves

the ubject of litigation.

OVERALL ATMOSPHERE WHEN
DESEGREGATION FIRST BEGAN

CO Pr
t

P/C TOTALS

Calm 3 5 15 23

Mild Disruption 5 2 . 11 18

Anticipated Crisis 1 4 3 8

Crisis 3 4 10 17
,

TOTALS 12 15 39 66



In only one district was there general agreement that there was a

crisis when desegregation was initiated, i.e., violence to the extent ,

that schools were temporarily closed. In another district there were

mixed opinions about whether there was a crisis; some thought schools

should have been closed. In two LEAs tFjere was consensus that the

general atmosphere was calm. In tilree districts opinions varied, from

'calm to anticipated crisis, reflecting perhaps the varliety of conditions

in schools with whtch the respondents were most familiar, rather than

in the whole district.

All of the districts used busing for desegregation. It was reported

in some districts that this caused some citizens to be upset initially,

but that this was one of the problems that had been solved, that there

was no longer significant concern about the transportation of students.

More about "problems solved" and community conditions when desegre-

gation was initiated is included with the next section as findings are

applied to research questions.

.8. Results of Analysis, Findings, and Outcomes in Relationship to Research

Odestions.

The fifteen research questions have been'introduced and listed in

'the Introduction (above). Following is a discussion of the relationship

of WIEDS Project findings to each research question.

1. Research _Olestion 1 - What are the strategies which have been

identified by central office personnel, principals, students,
teachers, and community persons as being successful in desegre-

gated schools?

To facilitate its efforts to determine the strategies deemed

most successful in the SEDL region, WIEDS staff members distilled

numerous strategies under eight goal areas. Project findirlgs of the'

most effective strategies as determined from an analysis of interview
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data will be presented within the appropriate goal area below.

a. Goal Area I - Strategies to Desegregate Faculty and/or
Staff and Students.

Of the two most common methods to desegregate staff and/or

faculty, most respondents had everience with teacher agior
491.

staff reassignment (N 25) than with hiring mole minority

A

teachers and/or staff members (N 5), byt the latter was rated

slightly higher (5.00 to 4.64). This is shown in the table,

TO-segiwatibn- of Staff/Faculty," below.

DESEGREGATION OF STAFF/FACULTY

STRATEGY RACE
CO Pr P/C TOTAL

N

1.10an

Effect N

giir------
Effect N

Mean
Effect

Mean
Effect

Teacher/Staff Reassign--
ment

A

M

4

2

5 00

5.00

5 5.00,.

4.60

6

3

4.67
5.00

_N

15

10

4.87
4.80'

rotal 5.00 4.80 9 4.77 5 4.84

Increasing Minority
Staff/Faculty

A

M.
0

0

1

1

5.00
5.00

3

0

5.00 4'

1

5.00
5.00

1otal-0 .5-.00 1 t.Q0 5- 5.00

It is likely that these strategies affect morale. and race

relations. As shown in the table below, dtcher/staff reassign-

ment tends to relate negatively to the quality of race' relations

with all seven groups. That is, more the entire population, the

quality of race relations was higher than in those districts

using the method of increasing the number of minority teachers/

staff had higher quality race relations than districts not using

it, with the exceptions of the relations between administrators

and teachers and tseiweeri administrators and parents. Administra-

A
tors and parents responding to these methods, however, rated

"Increasing minority staff/faculty" more highly.



FACULTY/STAFF DE.SEGRECATION STRATEGIES'

' EFFECTS ON SCHOOL RACE RELATIONS

Different Races
by Categories

Total
Mean

Reassign
Tchr/Staff

Increase go.
Min. Tchrs/Staff

, N L_Mein 1 Rel N Mean Rel

Stus-Stus 3.66 53 3.45 - 22 3.95 +

Stus-Tchrs 3.60 53 3.38 - 22 3.91 +

Tchrs-Tchrs 3:95 53 3.72 - 22 3.95 +

Tchrs-Pars , 3.51 53 3.50 - 22 3.95 -+

Adms-Stus 3.72 53 3.59 - 22 3.91 +

Adms-Tchrs 3.78 53 3.62 - 22 3.73 -

Adms-Pars 3.73 53 3.26 - 22 3.32 -

Based on responses of CO, Pr, T, S, /C.

1 P Not well, 3 P Satisfactorily, 5 P Very well.

Not statistically significant at <z.05.

With either strategy, the environment and circumstances for

implementation are important. Whether involving "crossover"

teachers and/or staff members or employees new to the district

because of desegregation, thoughi and preparation are necessary.

The preparation should usually include SD/1E for communications

skills, ethnic awareness, and other human relations topics.

Other interview data relevant to desegregation are indicated

in the two tables, "Desegregation Problems Remaining," and "De-

segregation Problems Solved" (Appendices B and C) and are summarized

here. Two interviewees (Black CO and Black parent) said that-in

their district problems occasioned by faculty/staff reassignment

had been solved. Seven respondents, including a student, teachers,

and parents (five Blacic and two Hispanic) said there was a need

for more minority staff and faculty. In another district, two

parents (Native American and Anglo) indicated that busing made it

difficult for sOme students to participate in extracurricular

activities. In that district and three others, however, eleven



-other respondents (Anglo, Blac Hispanic/across all five

categories) said that all problems related to busing had been

solved. .0ne Hispanic parent reported continued isolation'of

Hispanic students in his/her district, and five other respondents

(two teachers and three studentk/l Anglo, 3 Black, and 1 Nispanic)

said.more needed to be done to achieve racial balancing in two

LEAs. In these same districts, four interviewees said that

minority students still had inferior facilities and equipment.

Physical desegregation was, however, one area in which

interviewees indicated that mole problems had been solved than

remained. Among others,reported as solved by some respondents

(with demographic data in parentheses) are:

1) District was now racially unitary (one LEA/three Anglo, one

-Black/CO, Prin, and Parent).

2) "Mid-term changeover," whereby the district sought racial

balancing by transporting some students (mostly Anglo)
6

farther than their nearest school for only half a schookyear

(one Anglo'CO). Some parents/students solved the problem by

exercising the option to remain in the receiving school.

Major problems evidently included that of school necords

following the pupils, excessive confusion of two schodi

"openings" in ohe year, and teachers, studentsHet al. 'having

a short time to get to know each other. Several said that

they did not recommend the mid-term changeover as a strategy

for desegregation.

3) Open enrollment - One Black student felt that desegregation/

integration had progressed to the point that this voluntany

strategy could replace,student assignment.

Oft



4) Zoning problems had been solved in his/her district,.said

one-Anglo CO.

5) Better facilities/equipment/materials were available after

desegregation, reported three minority respondents (one

Black principal, one Black teacher, and one Hispanic parentY.

6) Racial balancing had been achieved, said four interviewees

(two Anglo, one Black, one Hispanic/teacher, students,

parent).

b. Goal Area II - Strategies to promote community involvement and/or
improve communication with the community.

Some of the community conditions relevant to school-community

relations and likely to have influenced the desegregation process

. have been set forth in the Introduction to III. Fi.ndings and

Outcomes. These include dempgraphic data, sources of pressure

to desegregate, and atmosphere when desegregation began. The

next table shows'findings when the question was asked: "What

were the effects of the stances of public leaders on school

atmosphere when de.segregation began?"
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EFFECTS OF STANCE OF PUBLIC LEADERS
'IN4 SCHOOL ATMOSPHERE WHEN DESEGREGATION BEGAN

PUBLIC LEADER POSITIVE NEGA IVE NO STAND MIXED

Mayor
City Council
Police/Chief
Business
Religious
Central Office
School Board
Principal's

Teachers
Civil Rights
Minor4ty a

AS perceived by CO, Pr, T, and P/C interviewees.
* Only this one correlation may be considered significant at< .05.

+ - a positive correlation to calmer atmosphere
= a negative correlation to calmer atmosphere

According to responses from most interviewees, ihat _with

7,
-two exceptions, a positive stand by the leader helped produce

a calmer atmosphere when desegrvation began. The exceptions

are civil rights and minority leaders. A conjectured %exptana-

tion for this is that perhaps some respondehts felt that these

two groups of leaders pushed too actively or vehemently for

desegregation. Conversely, a negative stand by these and

others, including the ci.ty council, business leaders and

principals, also tended to have a positive relationship with a

calmer atmosphere. Althoughbione of these correlations is

statistically significant at <405, the indications of such a

tendency involving principals is especially puiiling. As shown

on the table, the effects of a neutral or no stand had a positive

relationship in the cases of all except religious leaders, school

54

6,5



board members, and principals.

Ilith mixed public stands-, a, with a group or cases of

than one m$Yor holding office while desegregation was

debated, the relationship was negative, tending)to a crisis

atmdkohlere, again with the two qxceptions of civil rildhfs and

1 .
minorlity leaders. Dissension among ci vi 1 rights leaders,,,might

thus have e more calming effect on some in the communi 1;3,, and.

di fferences-about- desegregation-among-minority leailers have-ha

effect .

Most of the4nterviewees assessing thIedia, indicated that

itwas posi ti ve _about desegregation An their school s. This was

the case in efforts (content .and perspective) as wel 1 as effects ,

as di spl ayed in the table bel oW.

MEDIA PORTRAYAL OF DESEGREGATION,

1

N -
CO
7

Efforts

P/C
25

Total s

44
CO

i 3

affects

Totals
14

Pr
12

Pr P/C
4 4

Posi ti ve Q N 5/ 7/ 14/ 26/ 3/ 27 4/ 9/

% 71.4 58.3 56 59 100 50. 57.1 64

Miked N 3/ 3/ 6/ 1/ 1/

25 13 14 25 7 i

Negati ve, N 2/ 3/ 5/ 1/ 2/ 3/

% 16.7 12 11 28 28..6 22

,

Neutral N 2/ 1/ 1/

, %

,g/

28.6 5 1,i0c 7
,

Donit know N
.

1/

4

1/

2
,

Biased N 3/ 3/ .

1 12 7 ,
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A

More respondents were willing to venture an assetsment of

fforts thfn eyects (44 and 9), but the percentage rating them

positive-is similar (59% and 56%). Of the fhree categories

rating medit (CO, Pr, and P/C), MOT* CO administrators !lave them

positive ratings in both (71% akd 100%) with no "mixed" or'

"negative," and 29% "neutral" in,efforts, Principals rated it

slightl,lower. Parents, who presumably:were supposed to be

affected-by-media-,--rate :them-lowest-.--- Even- so; a majority of- -

Sparents (56%) still consi e red media efforts positive. Another
4,

12% rated them ''Ilfixed," another 12% "negative,"and another 12%

said media were biased. No administrators reported them es

"biased," "mixed," or "negative." Even with this small sample,

4 the implication is that media may have more negative effects

than administrators suspect.

. CO, principal, and parent/communtty interviewees were also

asked to rate the effectiveness of their district/school's

efforts to promote community involvement and/or improve communi-

cation with the community. The findings are tabulated as follows:

1
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EFFECTIVOESS OF STRATBIES TO PROMOTE PARENT/COMMUNITY INVOLVEMENT
' AND/OR IMPROVE COMMUNICATION WITH THE COMMUNITY

Sca e: 3 None; 4 SoMewhat; 5 . Most

STRATEGY , RACE h:an
Pr Ppieacti TOTALS

N

.Mean
Effect- N Effect N Effect N.

Mean
Effect

Rumor/information A 4 5.00 t 4.80 7 4.71 16 -4.81

center M 1 5.00 1 5.00 7 4.86- 9, 4.89

Total 5 5.00 6, *.83 14 . 4.78 25 //4.84

District/school/com- A 6 5.00 6_ 4.67 5 4.80 17 4.824

munity liaison M 2 5.00s p 3 5.00 8 5.00 13 5.008 5-.00 9 4.78-- -11 -4,92-2-30- 4,90_Total--
,

Media use: A - -7 4.86 6 4.67 8 4.87- 21 4.80

M 1 . 5.00 5 / -5.00 11 4.45 . 17 4.64

, Total ' 8 4.87 4 4.82 19 4.62 38 4.76

Written informaliion
to parents

A

M.

5

1

4.60
5.00

5

3

4.80
5.00

4 4:50
4 5.00

14 4.64'

8 5.00

Total 6. 4.67 88 4.87 8, 4.75 22 4.77

Neighborhood coffees A 3 4.67 2 4.00. 0 5 4.40

ri 1 5.00 1 4.00 2 5.00 4 4.75

Total ,4 4.75 3, 4.00 2 5.00' 9 4.56

Public forums . . A 4 5.00 3 5.00 3. 4.67 10 4.90

M 1 5.00 2 5.00 6 5.00 9 5.00

Total 5 5.00 5 5.0Q 9 4.89 19 .4.95

Speaking to church,
social, or other
groups

A
M,

Total

2

1

3

4.50
5.00
4.67

3

1

4

4.67
5.00
4.75

1 -5:00

3 5.00
4 5.00

6 4.67

5 5.00
11 4.82

Community liaison ,

workerAt -

A.

ri

5

, o-
5.00 3

1

5.00
5.00 `-

2 5.00
3- 5.00

10 5.00
4 5.00

Total' 5 4 5.00 5 '5.00 14 5.00

Human relations/other' A 3

,5.00

467

,.'

3 5.00 6 5.00 12 4.91

trail-ling for parents/ , M - 1 5.00 '2 4.50 5 5.00 8 4.87-

commtbity Total 4 4.75 5 4.80 11 5.00 20 4.89

Community centers in A 1 5.00 3 5.00 . 1 5.00 5 .5.00

schools M 1 4.00 0 1 5.00 2 4.50

Total 2 4.50 3 5.00 . 2 5.00 7 4.86

Parenfs as school A 2 4.50 2 5.00 3 4.33 7 4.55

employees M 2 5.00 2 5.00 6 4.67 10- 4.80

Total 4 4.75 4 5.00 9 4.56 17 4.70
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Seale:

EFFECTIVENESS OF STRATEGIES TO PROMOTE PARENT/COMMUNITY INVOLVEMENT
AND/OR IMPROVE COMMUNICATIWWITH THE COMMUNITY

(Cont'd)

3 None 4 S ewhat 5 - Most

STRATEGY RACE
0 P r . , -15/s TOTAa

N

Mean
Effict

Mean
N _Effect

Mean
N Effect

Mean
N Effect

Parents as volunteer A 5 4.60 j 5.00 10 4.80 18 4.784

aides in schools M 3 5.00 3 5.00 6 5.00 12 5.00

Totals 8 4.75 6 5..00 16 4.875, 30 4.87

Parents/community A 5 4.40 5 5.00 .8 5.00 18 4.83

WOA-6ft Cs tlanroOM M 2 5T00- 2 5A0 7 4--.-86- -11 4.91

resources Totals 7 4.0 7 5.00 16 4.93 29 4%86

PTA A 6 4.83 5 5.00 13 4.92 24 4.91

M 2 5.00 3 5.00 9 4.67 14 4.79

Totals 8 4.87 8 5.00 22 .4.82 38 4.87

Aggregate effectiveness ratings for these strat6gies as a group

are high, ranging from 5.00 to a low of 4.00'(principa1s/"Neigh-

borhood coffees"). Overall, however, principals rated the strate-

gies slightly higher (With an aggregate total of la ratings of

5.00) than CO and parent/community respondents and the ratings by

minority interviewees-were higher than Anglos'.

The community involvement/communication strategies are

examined here With.the following comparisons, in search of signifin

*ant relationships:4(1) administrator-parent/cOmmunity natings,

(2) Anglo-minority ratings, and (3) whether any one administrative

group is more cloiely attuned to the parent/community, either

Anglo or minority. "Other" strategies, added by respondents, are ,

included after those listed on the interview schedules. The

first strategies dealt with are those with an aggregate rating of

4.89. IL

.
The highest aggregate.effectiveness rati,ng of any strategy

.%

in this area was (#8) commbhity liai-sondwszrkers (5.00)"4ith all



responding groups giving it thi highest possible retina. No

minority,COs responded, indicating that it was not'used in

,their districts. Another liaison strategy rated highly was

(#2) district/school-community liaison or advisotygroups (4.90),

'"
A

which was rated 5.00 by ali exciiPt Anglo principals (4.67) And

parents (4.80). The second highest rating in this area was

`pUblic forums (4.95), which was rated 5.00 by allsexcept Anglo

parent/community interviewees (4.67). Another highly rated

strategy was (#9) human relations/other training for parents/

community (4.89), with only Anglo COs (4.67) and minority princi-

pals (4.50) rating it less than 5.00.

Lodking at (#9) human relations/other tral6ig9 for parents/

community with four other strategies which involve parents

directgly in schools, (#11) imrents as school emploYees, (#12)

parents as volunteer iides in sthools, (#13) parents/community

members as classroom resources, and (#14) PTA reveals a pattern

which may be significant. Anglo COs rate these comparatively

low (4.67, 4.50,"4.40, and'4.83 respectively) .dhd their highest

rating for this group of four is fot PTA, wherein parental

involvement ts least. Further, their lowest'rating is for parents/

community members as classroom resources, perhaps indicatihg that
4

Anglo COs are especially reluctant for non-parent cdmmunity members

to be in the classroom. Minority COs and Anglo prtncipals, on the

other hand, rate all four of these strategies the highest possible

(5.00). Minority principals rate all as 5.00 except for.(#9)

human relattons/dther training....whia they rate even lOwer than

Anglo COs (4.50 to 4..67). Parents' ratings of these four are
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mixed, but.with minority parents ranking them the higher.

Both rated (09) human relat1ons.;4as SAO,- and both rated-

(#12) pa'rents as volunteeft... and (013) parents/commuhily

members as classroom resources highly, though with almost

reVerse'ratins (4:80/5.00 and k.00/4.86).. All parents rated

(011) parents as school employeas belbw the.aggregate mean

(Anglo,parents, 4.33 and minority parenti 4.67), indicating

perhaps either that (1) they- perceived-it-as-not-comparatively-

so effective, and/or (2) that they would rather be volunteers

than school employees.

The lowest rating given by Anglo parents to parent/community

involvement/communication strttegies was to (#11) school employees;

it was second lowest for minority parents, who rated (#3) media

use even lower (4.45). This ratingis probably significant,

because there seems to be general acceptance of an idet that

communication with minority communities can be most readily

eAtablished through television and-especially radio. Minority

parents, however, indicated a preference (5.00) for (#4) written

information to parents..'. (in

F

ludes newsletters, other). Others

rated 5.00 by minority paren Is include (#2) distric1/1_

community. liaison or advisory groups, (#5) neighborhood coffees,

(#6) public forums, (#7) school personnel speaking to church,

socitl, or other groups, (#8) community liaison workers, (#9)

human, relations..., (#10) community centers in schools, and (#12)

parents as volunteer aides in schools. Of the fourteen strategies

in this area, minority parents rated nine of them as 5.00.

Anglo parents agreed with their minority counterparts on four

of the above, ranking (#7), (#8), 494, and (#10) as 5.00. There

60



CIR

wasao wide divergence'of views between the parent groups, both

rated (#11) parents as-school employees lowly, as discussed

above. The greaterdiscrtpancies are on (03) media use which

Anglo parents rated as 4.87 and minorities 4.45, and on (04)

,To

written information to parents with ratings by Anglos.4.50 and

'enorities 5.00.- The rating of these two strategies along racial

lines continued across all three categories, Anglos rating (#3)

media use more highly (4.80) than_minorities (4754) and (04)

written information to parents lower (4.64) than minorities (5.00).

The implications of this are clear; despite the stereotype,

minorfty parents'and administrators evidently perceive written

.
information, especially that directly from the sChool, as more

effective than media use.

It seems risky to generalize about any one group of adminis-
--

trators being more in tune with,parent/community views according

I.

to findings in this study. An examination cif the next table, a

comparison of effectiveness ratings, indicate§ that perhaps Anglo

administratOrs' response were closer to those of Anglo parents

and, conversely, those of minority administrators were closer to

minority parents'_. The tat.0e below, comparing Anglo/Minority

administrators' ratings for closeness to parents' shows that, in

the caSe of these responses, minority administrators ratings were\

more frequently within .14 of minority parents' ratings, than

Anglo administrators' were of Anglo parents'. And there was no

significant difference in administrators' ratings being in

pro'ximity to other race parents', even though minority principals'

ratings were moreoften within'.14 of Anglo parents' than outside

61

5



.14. These findings tend'to support the desirability of having

minority administrators in a school/district'in proportion to

that school/district's enr011ment of minority children.

COMPARISON OF EFFECTIVENESS RATINGS
OF STRATEGIES TO 'PROMOTE PARENT/COMMUNITY INVOLVEMENT

AND/OR IMPROVE COMMUNICATION-WITH THE COMMUNITY

Number of Instances When Administrators'
Ratings Were < .14 of Parents' Ratings

Anglo Administrators to Anglo'Parents

CO 7+/6-
Pr - 7+/6-

Minority Administrators to Minority Parents

CO 9+/4,
Pr - 8+15-

Aulo Administrators to Minority Parents

CO 5+/9-
Pr 7+17-

Minority Administrators to Anglo Parents

CO = 5+/7-
Pr = 5+17-

There were 45 responses to the interviewers' invitation to

contribute parent/community involvement/communication strategies

used in the schools and not on the interview schedule. These are

grouped under four sub-heads on the following table.



OTHER STRATEGIES TO PROMOTE COMMUNITY INVOLVEMENT'

STRATEGY

...

RACE CO

.

Pr

.

P/C TOTAL

Social (parties, mixers, A
N

1

1

:0

..

2

2 3

3

6school programs, open
house) Total 2 4 3 9

1

Educational/Social A 7 5 3 15

(P/T conferences, AMerican M 1 7 8

Education-Week-programs, Total 6 10 23-

'Open-door" policy
by principals) ,--

.

Extracurricular (sports- A 1 i 3 4

woricingvor attending,
going on field trips,
sponsoring Boy/Girl

M
Total 1

.

_

1

4

1

5

Scouts1_

Clubs (band, booster, A
M 1

3 3

1

--' 6

2speech)
Total 1 3 4 8

TOTALS 11 13 21 45

e

Almost half (21) of the 45 responses suggesting "other"

parent/community involvement/communication strategies were from

minority interviewees. This is not disproportionate in their

- favor when compared to the COs and principals, for there were

more parents interviewed. Seventeen of the 45 respOnses were

from minority interviewees, which was a disproportionately high

number. Indications are that the_parents selected by the LEA

administrators were,actively interested in parent/community

involvement/communication efforts,

ii

whi h was probably why they

were selected. .

63



S.

4

All of the respondents said that the activities they

suggested had been "very effective" and thus would be rated

as 5.00.

On the table of "Desegregation Problems Remaining" (Appendix

B), fourteen responses, nine trom Anglo and five feom Black,

said there was a need for MOTO parent involvement. Five (one

Anglo, three Black, and one Hispanic) said there was a need for

more coMmuntcation among administrators, teachers-, students-, _and

p rents. The table of "Desegregation Problems Solved" (Appendix

C) includes a report from an Anglo CO administrator that,his/her

district's "public relations effort" had been sUccessful. And

when asked what "Principals' Strategies to Implement Desegregation"

were important, respondents indicated that they felt that it was

as important for principals to have i-apport With parents as with

teachers and students (Appendix D).

Along with what happens in the schools, use of stmtegies to

involve/communicate with parents/community probably affect

community racial groups support of desegregation. The next table

indicates responses to the question of whether specific racial

groups' support of desegregation increased, stayed the same or

diminished from the time desegregation was initiated to the time

of the interviews.

With the exception of the Black respondents' views of Native

American support, each group reported perceptions that each

community's support for desegregation increased. With the ex-

ception of the Black community, each group of parent/community

respondents perceived their racial community as being more



CURRENT SUPPORT OF DESEGREGATION

HISPANIC SUPPORT N 3
More Supportive

% 66.7
Same Nr 1/

33,3
Less 'tupportive N

bon' t know

BLACK SUPPORT N 9

More upporti ve

1 2 1 4 3

100 5Q 100 50 66.7
1/

25

3 3

1/

50

1/

25

2 11 8 5 13 18 5

% 77 8 50
ame N /

% 22.2
Less Support ve N

Ch
un Don ' t know

75 60

20

2050
V-

25

66 7

/

11.1

5.6

16 7

NATIVE AMERICAN
.SUPPORT N 2 1 1 3 2

More Support ve

ame

% 50 100 100
N /

% 50

33 3 50

Less S-Upportive N,

Don t know
66.7 100

ANGLO SUPPORT N 9

More upporti ve N

Same

Ain

13 17

4 2 13 20

T17---
75 50 65

1/ 3/

Z5 15

1 I 1/

50

IT
15

2 36 60

53 3 50 63 3

/

33.3 16.7

13.3 8.3
1ir

50

1/
100 11 7

3 2 3 10 18

33 3 100 66 7 55 6

5.5

66.7 33.3 38.9,

15 39 644 3

TOTALS

79
31 33 98 162



supportive than perceived by all other respondents. The

Hispanic end Native American parents saw their.respective
1

cOmmunity's Support about 10% MOM positive.than did all others

(75-65% for HisOanics, '67-56% for Indians). Black paeents'

reports, though still showing a74.Majority being more supportive,

were less optimistic than the aggregate (53-63%). ,The greatest

discrepancy'of views, and.probably the most significant, was the

perception-of so few minority parents that-the Anglocommunities'

support:of desegregation had-increased. A Minority of minority

respondents (47% of Black, 25% of Hispanic, and 33i of Native

Americans) thought Anglo support had increased. Of the Angla

parents, however, 94% perceived white support as having increased.

Thus, except for Black parents, each racial group of parents

interviewed reported their own community's support for desegregation

as.having increased more than others reported it. A majority of'

each group, including Black parents, said they felt their communi-

ty's support had increased.

c. Goal Area III - Strategies for the Prevention or Resolution of

Crisis Situations Brought About by Desegregation.

Only one LEA indicated that there was.a district-wide crisis

situation during the process of desegregating. But several

schoo)s also experienced considerable ovnflict, causing them to

close. Of the six crisis resolution strategies listed, "law

enforcement involved" was used most (36.4%).

The central, offiCe sciministrators, principals, and parents'

perceptions of their districts' uSe of strategies to prevent or

r'esolve cri§is situatiOns brought about by desegregation are

illustrated in the tables.following.



CRISIS PREVENTION STRATEGIES

CATEGORIES
STRATEGIES $ ' ' TOTALS

7 -,

15

11

..

1

1

Administration Working
with Students

Administrrition Working
with Parents/Community

Administration Working with
Administration/Faculty ,

Outside Desegregation
Agencies

Staff Development/
Inservicp

Religious/Lay
Community

Changed .

Administration

Assure Minority
Positions

3

3

2

2

1

3

:.
3

A

5

$

1

1

1

9

4

,

1

3

TOTALS 13 13 19 45

CRISIS RESOLUTION STRATEGIES

, CATEGORIES

STRATEGIES CO Pr P/C TOTALS

Law Enforcement ,

Involved

Publicity by News
Media

School Board Working with'
Administration/Students/
Faculty/Parents

Legal Aid

NAACP Meetings

Voters League Meetings

.

1

,

1

,

_

,

3

1

_

1

, 1 .

1

4

2

2

1

1

, 1

TOTALS
.*

2 9

_

11

67

.82
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Crisii prevention strategies incorpoPated the efforts of

adnulnistratori from respective. LEAs to serve as a liaison with

parents/ccilunity, aciftlinistratiiin/facultf, and students-. These

three were by far the most popular (33.3%, 24.4%) 15.6%,

respectively).

Four (8.9%) respondents viewcd the religious/lay 'community

as a pertinent link zind-positive influenCe in dealing and

interacting, in sebool affairs, thus their Inclusion in the crisis

prevention strategies, There is alsO evidence that SD/IE

activities are used for crisis resolution/pre-vention. This is

dealt with in 'Goal Area VII, SD/IE.
St

d. Goal Area IV - Strategies to Infuse Multicultural. Perspectives.

,Four of the six-interview site LEAs rdported that they had

instituted a multicultural curricul4 and two of those foul- said
'V.

T.)

that they also hada bilingual curriculum. All of the' CO, ,

administrators involv d in these districts evaluated these as

effective. And incl the table ,of "Desegregation Problems
. .

-$:)lv.ed" (Appendit C) is a reiSok of successful "curricular cha'nges"

.(by one ,Anglo parent). , i
. . ,. .. ,

.
Tpe "Desegregatfbn Problems Remaining" table (Appendix ,B),

however, indicates several concerns related tomulticultural,,ana/ .
_

..
;.

se

.6

.14

o.r bilingual perspectivei. -Four; respondents (one Hispttnic'CO and

- three.parents-,-Anglo, Black, and Indian) said that-teachers needed

tq,,, be, more culturally aware; and an Anglo student 'Said they:"
#

neded to be more seniitive to minori.ty,studeot. IA Native

kmericr teacher and 4fspvic Student reported a need for more
, ' ;

MO cul turAT materials. Two Antil o 'Nand 'two B1 ack. students said
. , r

1

N

68
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there was a need for a "curriculajor everyone." And an

Hispinic parent cited a need to upgrade the existing bilingual

program.

Other Wategies and'needs relating.to multicultural per-

speciive are included irFsubs4uent goal iteai and smtions,

espe'cially with Goal Area VII-pertaining tO SD/IE activities.

e. Goal .Area V - Strategies to Promote Compensatory Education for
Minority Students.

Queries about compensatory edutabion for minority students

frequently brought responses about bilingual and multicultural

programs. These programs are included with the narrative with._

Goal, Area IV. Mos.t of the responses, however; pertained to

federally.foded Title I programs.

Five-of the six WIEDS site LEAs made extensive.use of.Title

reading and math progeams in their elementary schools. CO, .

principals, teachers, and parents involved with the programs ell

rated them.,,effectivg. Substantial porilfons of the:Title I funds

- were used to hire teacher aides to assist, in the programs: ,The
I.

,/ majority of these aides were minority women assistin§ Anglo

teachers.

None of the intervieWees said that tracking or ability group-

ing were diethods for prometing the education of Only minority

students, but three Principals..indicated that tracking was begvun

in their.schools after they were desegregated, and in two districts

Jour,C0 admihistrators and seven principals said that ability

groupini was initiated or expanded after desegregation. 'All said

*-
that there were'Angl6 as wdll as minority children being tracked

and.groppbd. Thi4ee- administrators rating the effectiveness of

.

1.

9
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-these two practices said_that results were at best mixed,

four said tbey wert negative; and none.rated,them as having

posttive,affects, as shown in the following tabulation..

OSEAND EFFECTS OF TRAEKING AKU'ABKITY G

Tracking

'USE

c0 0

Pr 3.

EFFECTS

Mixed
Negative
Positive

ING'

Ability

.

Grouping

1 2

2 2

0 . ,0

From the data available, it cannot be determitied whether any

of the compensatory education programs or tracking or ability
,

grouping,is reségregatory.. It seems'probable that the minority

aide/majol-tty..teacher situation perpetuates an inferithisuperior,

--stereotype and'Points'up tlie'need for more minority faculty and.,

staff. 16-,position of 14ders'hiWresponSib1lity'and authority.

*

A lack of 'minority responsibility in leadership" was listed as

a problem by a Black CO administrator and a Black parent jn one

-

' of the districts using these programs. ("Desegregation Problems

Remaintng," Appendix. B):,

.A§ indicated on the "Desegregation,Problems Solved" table

(Appendix C), one:Black teacherlsaid that "grouOing of stOdenW

.44441, had stop0e-d in his/her.school'. Afid in th;t sme school/district

a Black parent, an Anglo prinoipal, and an Anglo CO administrator

Said,that "self-concept of children had been enhanced:" An Anglo

tr'

70-
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student cited a need for "enhapicing the child's self-coAcept'"

is, a "Problem Remaining" (Appendix B) in one of-the Schools

using ability grouping. It was in this castrict also that at17

Anglb and an Hispanic iea4er said that,"integration wa's not .."

working" and an Hispanic parent.said there was "racial iscilapone

in the district and schools.",

toal Area VI - Strategies to Promote Positive, Race Relations.

.The atmosphere in the schools at the initiation of desegre-

gation ranged from calm to trisis in the six LEAs, as discussed

cwith demography and other preconditions at the beginning of this

section'. To de ermine the quality of race relations in each of

the schools at th time of interviews, WIEDS staff members asked

each interviewee to respond ta a. set of question: "Would you

say that students of different races in your district get alone

very, well,,satisfactorily, or not well at all?" and so on, to

rate the relations of various groups of different races insthe

district_ Because several interviewees' responses were "in

betweem.'very well' and 'satisfactorily,'" or on the other side'

but better than "not well," a five point scale wal used to rate

the quality of the relations.

The following table Shows the overall means of the qdalfty

of race relations of different raCial groups as paired.

.

:SCHOOLAtE RELATIONS
\

Students ,-, ttudemtg 4.30

Students - teachers 4:23

'leachers - teacher ...4.51

TeacheTs ydrents'\ .

4.12

Administrators'- stUdents 4.36

AWministrators,- teachers
,

4 46

Administrators - parents:
f
4.40

t



Some of the-conditions and strategies which ustiallaffect

race 'relation's have been examined with the demography of the

LkAs.-(im this section) and strategies to desegregate

staff and facuTly (III.B.1.). Other strategies have direct

and/or indirect bearing.on the iitiality of.raceTelations in a

dtstrict, school, and classroom., ;The relationship of 'SD/IE

strategies will be discussed with Goal Area VII, SD/IE Strategies.

According to responses of interviewees there was siOnificant

general im;Novement of race relations in each of the six distrticts.

Among the "Desegregation Problems Solved" are several reports

of this improvement (Appendix C). "Ateitudinal improvement" was

cited by fifteen respondents, including fio teachers (four' Anglo,

one Black), six students (three Anglo, two Black, one Hispanit),

and four parents (three Anglo, one Black). Seventeen taid "racial

issues" had been solved. These interviewe4s included an Hispanic

CO adMinistrator, te rs-(six Anglo an'd four Black), and six

N

stUdents (four Anglo, two Black). Three Anglo teachers said there

was- better communication in their distrtct, indicating,-perhaps,

an 'improvement and/on causefor improyement.in relations. One

Anglo.Student said that,the "white fllght" protylem had been solved.

Thit was supported by the liaison person in that district who said

that a number of students who had left he district's schools

were returning. And.an Anglo parent said that there wai .now "good

rapport between students"'in his/her district.

Other respondents, however, said there were significant

'or

"Problerns Remaining." Nineteen, in three LEAs, cited a need for

iMprovement:dr,"dmihistrator, facUlty, s4Jdent, and parent

att.itudes." The'se' were one Hispanic'CO adWistrator, four.
,
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principals (two" Anglo, two Slack), four:teachers {one Anglo,

two Black, orieHispanic), five students,(two Anglo, two Black,

one Native Americanr Five others, in two districts, reported

a need for "MOT* cc.municat16n among administrators, facultyi

students, and parea/s." These five included a Black principal,

an Anglo teacher, an Hispanic student, and two Black parents.

'One Anglo CO administrator said there was still a need to

"educate children about racial equality." A la.ck of "cultural

awareness for teachers" was a continuing problem, said one

Hispanic CO administrator and three parents (Anglo, Black,-

Indian). And an Anglo student said there was a need'for teachers

to be.more sensitive to minority students% Another Anglo student

said that "unfair testing ,of minority students" caused racial

tension, 'and a Black principal'and a Black teacher.reportei-that

"grouping students" also caused tension. Four studetits (two

Anglo, two Black.) in two districts said that Anglo-centered

curricula also caused problems. An Hispanic student said that

the "grading and attendance systems were unfair to minoritieg."

In one school an Anglb teacher andan Hispanic teacher said that

"integration Was not working" because of poor.race relations. A

Black teacher said that team (B.lackAsthite) teaching was needed to

improve race relations in:his/her school. An Anglo student said

that he/she. did 'not see how the school could be integrateuntfiT

the community was, and an anic parent-said that there was

still "racial isc5latton" rn . ch of 'his/her district.

-.% /

Ma
,

nyrespondentsexpress.:_Views that extracurricular programs
1

had affected race-relations i their schools and districts,

/
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effective ones having a positive effect and less effective ones

a negative effect. Central administrators of two of the six

WIEDS sqe LEAs and seven principals (three Anglo, four ninority)

reported that they used extracurricular activities to promote

integration. In these two LEAs"%six respondents reported "student

participation" problems solved. These six included One BlaCk

and ont Anglo principal, one Black and one Anglo teacher, and one:

Hispanic and one Anglo spident.

One-LEA had experienced considerable tension and conflict

over'their homecoming procedures after a Black high school and

an Anglo high school desegregated. A biracial committee of

students, faculty, staff, and parents worked out the.problems and

homecoming then went smoothly. One of the solutions was a quota

.system of homecomtbg "royalty" which,reportedly became a "tradition"

quickly and,students expected an integrated "court.'' Alsto helpful

in this situation was a cadre of counselors well trained in

crisis prevention/resolution strategies, positive communication,

and cultural awareness, who provided inservice in these skills

for other faculty and staff.

,Far more respondents, however, reported unsolved problems in

extracurricular activities. Twenty-five interviewees said there

was a need for more "student participation" in their schools'

activities. These twenty-five included four principals (lone Anglo,

three Black}, four teachers (t Anglo, two Black), thirteen

students (three Anglo, seven Black, two Hisl.)anic, and one Indian),

and four parents (two Anglo, two Black).

V
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Goal Area VII - Staff Development/Inservice Education to
Facilitate Desegregation and Promote Integration.

Project WIEDS findings indicate some of the factors

which probably inflpence the selection of SWIE activities

used in a district and also%some of the ways in which SD/IE

m4 influence conditions in the schools,and district. The

following table shows data on the "Relationship of SD/IE

Atti vi tiift- and -Atmosph-ere- When- Desegregation- was-Begun- and

Possible SD/IE Effects 'on ComMunity Support."

RELATIONSHIP OF,SD/IE ACTIVITIES
AND ATMOSPHERE WHEN DESEGREGATLON WAS BEGUN

. AND POSSIBLE SD/IE EFFECTS ON COMMUNITY SUPPORT

,

Staff.Development
Activities

Initial

tmos of
?EAs (a)

\

Possible Effect on
Community Racial .

.proup Support (b) ,

,.

- (14-

4.14

8

- (13)

, 3.85

+ (5)

4.40

NA

- (6)

4.33
Use of Multiethnic

material

Communication§ skills , 2.89 + (11)

4.64
+ (10)

4.30
+ (5)

4.40
- '.(4)

,4.25

Cultural awareness 2.86 + (17)

4.47

+ (16)

4.31

+ (6)

4.50
(6)

4.33

Ethnic linguistic -

patterns ...

2.11 (12)

4.75

+ (11)

4.27
- (3)

4.33
- (3)

4.33

Bilingual materials
.

4.00* + (4)

450
- .(3)

4.00

+ (4)

4.75

- . (2)

4.50.

Classroom management 2.00

2.22

2.00

0

+ (8)

4,62

- (11)

4.36
. -

- (11)

4.00

- (8)

4.00

. (10)

4.10

(10)

3,90

+ (1)

5.00

+ (2)

4.50

+ (3)

4.67

(0)

)

- (3

4.33

,J

Disciplinary skills

Behaviol:modification

166

6

75
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RELATIONSHIP OF SWIE ACTIVITIES
AND ATMOSPHERE WHEN DESEGREGATION WAS BEGUN

AND POSSIBLE SD/IE EFFECTS ON COMMUNITY SUPPORT
(Cont'd)

Staff Development
Activities'

Initial
Atmos of
LEAs (a)

Possible Effect on
Community Racial
Group Support (0

A B 1 H , NA

Teacher effectiveness 2.33 - (5) + (4) + (1) = (2)

training 3.80 " 4.50 r 5.00 4 50

L6adership effective-
ness trainihg -

2.25 ( )":

4.33
+ (6)
4.33

( )

4.00

_ (2)

4.00

Values clarification 2.00 (6) + (6) + (1) = (2)

--4, 4 00 4.60 5.00 4 50

Reality therapy 2.00
(7)

4.14

Data lost
gtprint-

)+4..X (1)5.0 0

Based on responses of CO, Pr, 1, P/C..
(a) Based on 4 point scale, 1 crisis to 4 calm.

* Significant at < .05; other correlations not statistically significant.

(b) Under each of four racial groulA column are: (1) positive (+) or negative (-)

effect on group support; (2) number of responses relevant to this relationship;

(3) mean of,that group's perceived support of desegregation after SD actrrities

were implemented, based on a scale of 1 - less support to 5 more support.

Considering first the SD/IE and "Atmosphere," the tabulated

dat, are not to.be construed as indicating,how SD/IE influenced

the LEA atmosphere when desegregation *was initiated, because

almost none of the listed SD/IE activities 4Tere, offered.until

°after desegregation w5sbeljun. Rather the relationship is of

the initial atmosphere and the selection of. SD/I topics: There

is evidence that some of the SD/IE activities y,Thave-been Used

as crisis prevention/resolution strateg4ire., On the table the

mean shown under "Initial Atmosphere" _iildicates th# level of

V
tension on a four point

t
scale with 1 .. crisis and'4 = calm. Means

below 2.50 are thuk.cfoser toirCrisiS than to,calm.
,..t.

-,
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The range is from 2.00 to 4.00, with eight of the twelve

activities being used where the initial atmosphere mean was

below 2.33. Those activities which might be considered As

dealing with MOT* "overt" or "immediate" problems, including
r'S

behavior modification, classroom management, disciplinailf ,skills,

values clarification, reality therapy, leadership effectiveness

training-(LET), and-teacher effecttveness training (TET). Those -

used more often when the Ian was closer to "calm" include

training foeuse of multiethnic or bilingual materials, cultural

awareness, and communications skills. Training for use of

bilingual materials was provided only in districts whose initial

desegregation atmosphere was calm. Thus it may be that the SD/IE
so

A.
activities, especially those in LEAs with atmOspheres Qloser to

crisis, had specific objectives related to 0e-Jeelings of people,

in the school and community, about desegregation.

The possible effects of the activities on racial group support

seem signifitant.ft The plut and minus signs on the,table indicate

a tendency to a positive or negative relationship cif the use of

an SD/IE activity to a group's support for desegregation. Thu4,

Anglo, Black, and Indian support tended to be lower and Hispanic

support higher where training for use of multiethnic material was

offered. Before any posOble relationships are examined, hOwever,

a reminder is offered; there is at this point no way of assessing

the quality of the content br the efTectiveness of the delivery

of this SD/IE. There is.no way to sort the good from the bad, and

good may have positive effects and bad may have decidedly negative

effects on a number of conditions. Therefore, any observations

77



about possible relationships must be tentative.

The only SD/IE lictivity with a positive relationship to

Indian support of deiegregation was reality therapy and that

was on the basis of one response: Generally, indications are

(' that Native American support for desegregation increased after

it was implemented but that they.nevertheless did not support

1 it 4s much as the_other three groups indicated they did, or as

most respondents perceived them.as doing.

Cultural awareness and communications skills training had

a positive relationship with increased supportsof all groups

except Native American. No other SD/IE showed these positive

tendencies for all three non-Indian groups. This indicates,

perhaps, that in tri-racial situations therejmight be advan.-.

Cages and disadvantages for any one activity. An example of

this is seen in training for ethn.ic linguistic pattetns (Black

English) and bilingual materials (Spanish-English). The tendency

for both of these was to increase Anglo support, but Mixed with

Hispanic and Black, reversed from one a-ctivity to 'the other.

There is, of course, the option of offering both, as waspne in

one district, evidently with-good results.

Except for "classroom management," Anglo support related

negatively with the last seven activities, mostly those identified

earlier as_perhaps being used to help resolve/prevent crises.

Their relationship to Black support is mixed. But with the ex-

ception of LET:Hispanic support related positively to them.

Again, this analysis is not to say that a certain activity, whether

well done or not, brought about a certain group's.support or.non-
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support. There were other influences at wdrk. There were

conditions and attitudes already operating, influencing the

atmosphere when desegregation took place. It is expe60

however, that well planned and executed SD/IE will have-multiple

positive results and minimal negative resul!Its.

SD/IE should affect race relations in the schools. Data

indicating possible relationships of SD/IE aciivities and race

relations are displayed on the table on-the following page.

All of the listed activities tend to relate positively With

students' race relations, but most (eight of the twelvd) relate

negatively with students-teachers'. This does not necessarily

meam that student-teacher relations are of a lower quality. The

respective overall Means does indicate that-race relations among

students might be slightly better than between students and

teachers of different races, but the highest overIll mean is for

relations among teachers, and only thre'e activitiA relate posi-

tively to these relations.

The lowest quality NAace relations as indicated by the res-

-- pondents, were between teachers,and parents. Except for reality

therapy training, each activity conresponded positively with

improved race rel tons between te'achers and,parents.

The race re ations between administrators on:the one hand

and students, teachers, and parents on the other, are similar,in

quality, as reported by all interviewees'(4.38,.4,46, and 4.40).

There is a pattern also in that the first si ctivities with the

exception of bilingual materials/administrators-teachers, all

, relate positively to the race,relations ihvolved. The last five
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RELATIONSHIP OF STAFF DEVELOPMENT
ACTIVITIES-AND SCHOOL RACE RELATIONS

Staff Development
Training

,
Students-students

Overall-

Mean N. Meah Rel

Race lelatfons by Categpcjes
teacher -leaCh rs

tverall
Mean. N .

tudiints-Jeachers'

Overall
_Mean Mean Rel hiean

Multiethnic mtrls
Commnctns skflls
Cultural awareness
Eth ling patterns
Bilingual materials
Classroom mgt
Discip skills
Behavior mod
Tchr effectiveness
Ldrship effec
Values clatif
Reality therapy

4.30 20 4.45
28 4.75* 4.

35 4.51

16 4.75*
11 4.73 +

21 4.76* +

32 4.50 +

30 4.43
23 4.43 4.

16 4.63 +

23 4.57 +

15 4.40

4.23 19 3:89
28 4.14
35 4.31

16 4.44
11 4.09
21 4.29
32 4.25
29 4.00
23 4.00
16 4.00
23 4.13
14 4,00 MOB

4.51 20

28
35

16

11

21

32

30

23

16

23

15

Rel

445 - .

4.57

4.60
4.69
4.36
4.43
4.41

4.33
4.35

4.50
4.39
4.40

leachers-Parents
Overall'

Mean N Mean Rel

4.12, 18

28
34

16
11

21

31

28
22

16
23
14

4.33
4.29
4.41

4.38
4.45
4.29
4.32
4.25
4.36

4.25
4.22

4.07

Staff Development
Training

PTdmins-Stus

'Race Relations by Categories .

Overall
Mean Mean Rel

Admins-Tchrs
UVerall
Mean

Adm -Parents-

Mean Rel

Multiethnic mtrls
Commnctns skills
Cultural awareness
Eth ling patterns
Bilingual materials
Classroom mgt
Discip skills

Ldrship effec
Values clarif
Reality therapy,,
Based on responses by CO, fr, T, &

(2.)Relations mean based on 5 point scale of 1 Not well, 3 Satisfactorily, 5 Very w011.

* Significant at < .0,5; other correlations not statistically significant.

4.38

29

19

28

35

16

11

21

32

16'

23

14

4.31

4.58
4.46
4.54
4.63
4.55
4.29
4.44

Behavior mod
Tchr effectiveness 23 4.30

4.38
4.22
4.07

4.46 19

28

35

16

11

21

31

29

23

16

23
14

4.68
4.61

4.63
4.69
4.45
4.38
4.55
4.38
4.26

4.38
4.39
4.29

Overall
Mean Mean Rel

4.40 19

28

35

16

11

21

, 31

/9
23

16

23

14

4.58
4.43

4.54
4.56
4.55
4.33

4.39
4.28
4.35
4.19
4.17
3.93*

4:

.0

10

95

r

96.4



relate negatively, as does classroom management trainihg.

DiscIplinary skills training, hoievar, has a positive relation-

ship in the'sets of relations exc4pt between administrators and

parents. Leadership effectiveness training did not relate

positivfly with any admintstrAtqr relations.

The implicatiOn of these relationship tendencies is, that

some SWIE activities may very well have'beneAcial effects on

race relations. Some activities probably have broader effects

than others. But for any SD/IE program or individual activity

to be effective, it must be appropriate for the situation,osuita-

ble for the needs of the target audience, and well planned and

executed.

Solicitation of other SD/IE activities used in the schools

produced the following list with frequencies of the4r reporters.

OTHER STAFF DEVELOPMENT ACTIVITIES
I.

STRATEGY , CO .1P1.- Tchr TOTALS

Human.relations % 3 8

Transactional analysis 1 3 4

Career education 1 1

Social aspects.of the child 1 1

Media , 1 . 1

Parent effectiveness training 1 1

Conflict resofUtion 1 1

Multicultural education .
1 1

Curriculum 1 1 .

TOTALS ,/
2 13

,AL.

19

As shown!, "human relations" (of varibus kinds) headed the list,

.--""

.with eight respondents in two LEAs. Treosactional analysis was

reptOed by four respondents in one district. All respondents



IP

rated the respective activities as effective.

Ideally, the most effective eva1uation of SWIE activity

ts the effect it has on students.

HOW STUDENTS BENEFIT"RDM SD/IE

,

OUTCOME

' 0 r TOTAIS
A M A ff A 14 1

Depends on Teacher Implementation 4 '2 21- 15-- -23 -19

Not'Well .
1 3 1

Too Early to Tell 1 1 1
.

Don't Know
.

1

TOTAL'S 5 2 13. 25. 18 '427 45

Most respondents indicated that students did actually benefit,

.1. -4

but always in terms of Emething like "it depends on the

individual teacher." Some expleined that even though two teachers,

for example, had the same SD/IE experiences, one might implement

it well and the other.poorly or not at all. When probed, most

of these respondents indicated a belief that most of those

teachers' not implementing well, would probably improve with more

and/or different SD/IE activity.

Goal Area VIII - Administrative Procedures Used to Facilitate the

Desegregation Process.

Use of federal programs In three LEAs was one of.the ways

districts used to facilitate the desegregation process. Federal

8 2.



programs under Titles I,IV, and VII, provided services in

compensatory ducation, bill gual -education-, and even in staff

developmenilteacher training thiarea of human relations

(see Appendix E, *Other Methods o Implement Desegregation").

Some of thi princirls reportee:that maintaining good.rapport

*with students, parents, and facqty alleviated a lot of'probleom -

tand misunderstandings AIRAppendix D, "Principals' Strategies

--to-Implefflont-Desegragation.

Pre-school orientations, welcoming activitiss, and maintenance

of ethnic identity (keeping the names of previously all-Black

schools) 'were utilized by several LEAs in their attempti to

promote integratioh and to avoid resentment and resistance by the'

1
community (see Appendix E,'"Other Metho4! to Implement Disegre-

gation").'

2. Research Question 2: What are the-s4Milaritie and differences among.

(central office personnel, studentf, etc.) str tegy descriptions

identified as having been sbccessful in desegregated schools?.

a. Goal Area I - Strategies to Desegregate Faculty and/or Staff

and Students. .

Analysis of'similaritie's and differences of category and race

p6-ceptions for this goal area are included with Research Question

1 and are summarized here. CO thought more highly of teacher/staff

reassignment than did either principals or parents, whb'preferTed.

astrategy of hiring more minority staff/faculty.

b. Goal Area II - StrategieZo Promote Parent/Community Involvement
and/or Impr'ove COmmunication with the Community.

A lengthy analysis by category and race of similarities and

differences of perceptions of effectiveness of these strategies

is in this goal area of Reslearch Question 1.
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c. Goal Areh'III - Strategies for the Prevention or Resolu
tion of Crisis Brought About by Desegregation.

As shown op the tables in this Ohl arei with Research

Question 13 CO administratori and principals had the same

preferences for the.stratecOs of-administrators Working

with (1) students and (2)-parents/community. Pareni's.

differed with them on both, with a much stronger preference

for (#2) administrators working Kith parents/community. B4

parents and principals showed more preference for (#3) ad-

ministrators working with administration/faculty, favoring

it about 21 to 1 when compared to CO preferences. CO adminis-

trators and parents were closer, however, in their willingness

to use (#4) outside desegregation agencies, (05) SD/IE, and

(06) religious/lay community assistanc,. For crisis resolu-
4

tion, parents, much more than the tdministrators, 1:1referred

outside intervention agents and use of media.

a. Goal Area IV - Strategies to Infuse Multicultural Perspectives.

Minority students and parents were the categories who most

I

preferred strategies to actomplish this, e$pecially by haying

culturally aware teachers and a multiculttral,curriculum..

Hispanic students and parents were those who were evidently

most in favor qf bilingual programs. Many minority teachers,

principals, and CO administrators supported these strategies,

as did a smaller percentage of Anglo students, teachers, and

parents.

e. -Goal Area V - Strategi
for Minority Students.

Support for Title

principals, students,

84

es to Promote Compensatory Education

I programs was widespread among CO,
1

and parents. No one seemed to support



k

tracking or ability grouping.

Goal Area VI -' Strategies to Promote Positive Race Relations.

Portions of this have been dealt wtth in rflatiOn to

crisis resolution/prevention (5oal Arta III) and the

infusion ofilmulticultmral pbrspectives (Goal-Area IV).

Parents seemed to prefer curricular changes and SWIE, students ,

were more apt to call for MOM sensitivity on the part of

teiChers,.and administrators on Working and/or taIkifig in-
a

formally with people involved. Nüch was reaCtive rather than

proactivel

Goal Area VII - SD/IE to Facilitate Desegregation and to
Promote Integration.

Choice_of SWIE activity was-also probably.reactive, and

biksed to some extent on administrators' perceptions of-community

atmosphere and race relations in the school./4istrict. Preference

seemvat least as much a matter of racial siiewpoint as category.

h. Goal Area VIII - Administrative Procedures to(Facilitate the

Desegregation Process.

These procedures were, of 6urse, by CO and prindipals.

Similarities and differences do apply insofar a's Ihe frequency

by which pdbple of other categories peilCeived them as facilita-

tive. Students seeilled to be most aware of administrative

strategies which promoted equal treatment, student involveMent,

and responsibility and rapport among students/parents/facuity.

Parents were MOT* aware of principals' efforts to promote

rapport with students/parents/faculty and with CO efforts for

federal programs.

8t
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Research guestion 3: Row do the descriptions of identified

successful strategies differ among states in the SEDI. region

with respect to students, teachers, etc.?

The Aifferences are.based primarily on demographic character-
.

istici, such as ratial proportions and socio-economic factors,

4

and history of race relations. :These.vary as.much from disirict

to district, and even'schaol to chool, as they do from state to

state.

R4search Questions 4 & 5

These research questions pertain only,0 an earlier phase of

the DS Project% ,
Research Question 6: What are the remaining need areas in school

desegregation as identified by community persons, students,
teachers; princtpals, and centtlil office administrators?

In the survey of central office administrators in Phase II of

Project WEDS, it was contlusive that minority and Anglo respon-

dents perceived negative changes in student achievement, partici-

pation in extracurricdittr activities, and parental involvement in

their schools.

The interviews conducted in Phase III also probed ipto the

area of remaining needt as perceived by parents, students, teachers,

\
principals, and central office administrators. These needs rare

shown on the 'Desegregation Problems Remaining" table, Appendix B,

and are summarized here by category and frequency:

1) Student/Faculty_Racial Balancins (needs and problems

. nemainins) '71

1

a Minority staff hiring - 7

b Racial balancing.- 5
c Busing - 2
d Integration is not working - 2

e) Racial balance in social activiiies" - 1

f) Integrate the community 1



g team teachini (15/W) - 1

i

h Move the 6th grade to junior high

i Mid-year changeover .--- 1

2) pilingualiMultiCultural Pertp0Ctives (needs/problems

remaining)

a More multicultural *aerials - 2

b Upgrade'bilingual 6,hrogramso- 1

c Curriculum - 4 .

3) Staff Development (needs/problems remaining)
1,

a Cultural awareheis fbrteachers - 4

b CtirrittilUm -7-4-
'c More inserVice - 1 .

4) Promoting_Positive Raae Alations (needs/problems

remairring)
.. ,

a 'Student participation/involvement - 25

b Attitudes -of parents/faculty/students/administrators - 19 .

c Equal educational opportunities - 4

d Student/parent apathy - 4 .

is Students interested in learning - 3

f Testing minority Atudents - 2
,.

g Grouping students - 2

h Racial isolation - 1

i Enhancing chilCs self-concept - 1

Educating-children about racial equality - 1

k) Mom sensitive teachers .

5) Educational Facilitiei/Equipment (needs/problems remaining)

a School facilities/equipment - 4

b More money for classes - 2 1

c Improve athletic program - 1

Communication with the Community (needslproblems remaining) .

a) Wire 'parent involvement - 14 ,-

b) More communication among administrators/faculty/
'students/parents - 5

c) School as resource for parents - 1

7) Procedures Used to Facilitate the Dese ation Inte nation

Processes (needs/problems remaining
,

a Quality of education - 13

b Disciplinary problems - 9

c Attendance - 5

d Qualified teachers - 3
,

e) Dropouts - 2



c.
Federal regujations - 2

'Responsibility in leadership
More sensitive teachers - 1
Open cimpOs,concept - 1
Homeroom policy - 1
Advisor/advisee prograt - 1
Grading/attendance system -

Parents see a need for more staff devSlopment in the area of
A.

culturil awareness for teachers. It seems,particularly signifi-

-cant that teachers and pirents should feel thit need more than

administrators. Following are some of the quotes from parents

in the region indicating a need for SWIE:

1) Black Parent - "Many of the teachers are unfair to Black
junior high school studentsrand they.don't seem to
know it. Something needs to be.done."

2) Native American Parent - "I stood outside the doorway
'and Tittened.to hoW.that Anglo teacher talked to

Indian kids.!.. I got my child out of.there."

Two critical areas perceived by five categories Of respondents,

that need to be looked into in.order to promote integration are

(1) student participation/involvement and (2) attitudes. Students

expressed concern about the relative lack of minorities in student'

council,cheerleaders National Honor Society, and other clubs and

activities. Probably MOT* encouragement from teidhers, parents,

and counselors, and Tecruitment by fell'Ow students would reSult

in more minority participatants.

The attitudes and values of a community are not easily altered

or criticized witho4 causipg feeling§ of resentment and hostility.

-1"-""
The overtones of racial bigotry ihd prejudice are probably present

in all people. Sol express it more.overtly than others.' Parents

pass it to thefr chi4dren who go-to school and come in contact

with people of dffferent cultures. It is asking too much of staff
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and tpculty membr& to assume that they, too were not hAred

in similar environments. MlnY, Oerhips Most, were. Thus, the

prejudtce present in all categories of peOple in and-affecting ,

the schools prevents integration. Effective staff development

can help,bre-ak down these barriirs and improve education.

Many teachers and parehts saw a need for improving school
e..

facilities and equipMent. Parents' pei.ceptions ranged from

purchasing new curtains for the iuditorium to constructing new

'schools. Central office personnel and cipals did not view

this as so great a need.

Parental involvement, Or the lack 6f it, in the schooli was

prevalent in the six-State area. Central office personnel,

teachers, and parents expressed concern. Teachers said they

wanted more parents, Anglo and minority, to' be more active and.

vocal in school matters. Parent leaders in the schools wanted

more representation'in PTA, advisory groups, and school volunteer:s,

especially minority parents.

Pr.oportionally more Anglo parents are involved in schools.

More Anglo parents are financially able to do volunteer Work in

the schools and attend their social functions. On the other hand,

relatively more minority parents have to work and have less op'por-

tunity to leave work and visit schools and more often have to

postpone parent-teacher conferences. Other underlying reasons

seem to be the fear of "improper clothing," language4barriers,

feelings of inferiority, or the fact that there is no one to take

care of children at home. This situation should not be interpreted

A

as meaning that minority parents do not care aboutitheir children's



.

welfare. It"takes a sensitive/staff and admintstraii.on to bring

out parents from ell ethnic groups. This was evident in'several

LEAs.

The majority of the Anglo respondents viewed the "quality of

eduCation" as declining after desegregation. Ways devisid to

offset this occurrence included compensatory education programs,

individualizing instruction, hiring bilingual teacher,s'to name

a few, in order to bring the minority students HU e to the standards

of the Anglo students. Minority teachers, students, and parents

felt that more progress could be made in the area of curriculum,

attendance, and holding power.

There remain "other" problems such as discipline, attendance,

aRd dropouts that could point to a lack of consideration on the

districts' part to have staff development workshops that could

alleviate this cycle whereby a child is punished by being suspended

for five days of school and ultimately reaches the point of

dropping out.

Remaining Areas of Need - District Goals

WIEDS interviewees, central office administrators, peincipals,

and parents, were asked what were the goals of desegregation for
4

`~ their districts, whether these goals had been met, and if not, why.

The three goals identified are shown on the following table.
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,,DISTRICT GOALS

GOAL TOTALS.

CbtegorYmicity
Tr -' P C

il 1 , . : 1 1, 11:

Equal educational
opportuni t'i es N

iiaci.a 1 "Abal al-----'-'-j
..______________ %

6/ 1/ . 7/
64.

3/
43

3/
4

.

6/
4c

9/
.

4/ 1/ if
- e

15/
:

28

Z5 50

/
10D

/
36

/
43

/
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:/
53

:
42

1/
17 50

2/
As 3d

Qual i ty of education N

-% , .

,
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't it
. 7

1/
6

1
2

2--
1.7)°7171-1(-11.%4

N . 21.
p

9/ I 1/
s3 1 w

12/.
30

12 '

TOTALS N 8 2 1 - 1.1 7 7 1 16 19 : 17 2 2 40 66

GOALS MVUNMET

1/
10C1

, .

9/
90

,

7/
.7fi

6/
100

9/
75

', ;

17/
5-9

39 .
Goal s met,

a

13/
76

- ,7/ 21/ , ,,
M 100_

Goal s unmet N

%

1/
III

1/
1

1/ 1/
50

,

2/ 1/
.

3/ t 5/ 8

*Why not met/
frequencY

*
N

1

1/
1/
11

.

3/
1/

50
, 2/

ig

1/' 4/ 2/
1/ : 1/ 1 1/

7 ; 7 59

3/

1p ,

..

Don ' t know N

S

41:

17

2/
14

4/
14

' r
.

Total s N 10 e 9 6 2 17 .12 -, 14 , 1 2 29 ,

.

56

* Codes for Why Not Met: 1 6cia1 isolation
2 = Don't know

3 = Constructing new schools
4 School facilities/Ouipment
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All Anglo CO said they had,been:met. ilght respondents (14.3%)

from ot given, range Of ethntettiss indicated,that their district'
416 An

goels,were unMet% The reasons why thdly remained rmet were
, -,

Offered bv principal and patent respondents (EL ).

BothArAlo'andBitck re'sporNnts saw racia .isolation in:.
. .

-

vhools and Classrooms As a !Airier. .Hispanq and Black respOnl

dents viewed the Physical aspects of the schools and its facilj-
,

ties/equipment as being-obstacles-:A-new'school-would accomModate

Anglo And minority students and achieve a racial balance.

7. Research Question 7 How ari the identified remaining need &reels
in desegregated schools similar and/or different among teachers.
principals, CO, students, and parents?

AS showrCon the."Desegregation problems Remaining" table

(Appendix B), central offide and princiOal:respondents did hot

view any of\the needs under stogillilas4LsmiALIDAllaina is,

"problems." in their distri9ts, per se. Teachers, students, and .

parents from the four. ethnicities 'did: Minority teechers, parents,-

and students were the only oneS- who expressed an iniereit in

trying to deal with bilingual/m4/41tural _perspectives. Only

one CO administrator, an HispaniC reipondeht, saw a need for SD

far culAral awareness. Students, teachers, and parents were ihe

others who pe'rceived-this as a need. "Student participation,"

"attitud4s," and "equal educational opportunities" were concerns

of all five categories of respondents. Central office adminis-

trators saw prOblems in "testing minority students" and "educating

_children about racial equality'.' No CO administrator or principal

saw any Temaining problems in.the area of facilities/equipment,

and they are.the ones more hearly,able to do something aboribt it.
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V.

Only tkachers, parents, and students, hoWever, showed concern*

in this area:

Principals and students dtd not express "MOT* parental*

involvement" as a problim. Higp school students made comments

on this issue of parent trWolveMent and the consensus was that

bithe ,kime stusients got to junibr 'and settor high, parents

need not,be'as "active".or involved.. Besides, several students

expressed being ashamed or,embarrassed when.their parents-did

bo to the school.

Pi-incipaTh were the only group who did not perceive any

problems or remaining needs in the area of,"quality of education,"

or "qualified teachers.! Only students expressed concern in

matters that they considered relevant to their.educational welfare,

such as a need for "more sensitive teacilers," "homeroom policy,"

and "vading/attendance systems."

Other problems and needs such as "discipline," "attendances!'

and "federal regulations" were expressed by-central office along

with'teachers, students% and parents. Principali,did not view

4110 41

these as concerns in theft- schoois.

8.- Research Question 8: What are the similarities and differences
concerning desegregated schools among the SEDL region states
with respect to-areas,of remaining needs?

I.

The interViewees,within the six-state region varied in age,

seX, race, and socio-economic levels. Each one had her/his own

.

ideas on how desegregation should-be implemented; how it was

working, and whht problems remained.

,LEAs differed in their philosophies of what a "quality educa-

tion" s'hould bethis encompasses such factors as curriculum;
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the quality and Alltity of staff development, use of parents

Is community resources, and many others. Theyefore, these

variabies must be considered when dealirig with simiarities and

differences insareas of remaining needs. Looking at the

strategies Identified across thii regidn, similarities occurred

in'the arias of (1) parental involvement, (2) student participa-
A

tion in extracurricular activities, (3) attitudes, (4) staff

deve1opmenti.(5) hinority staff hiring, (6) discipline and (7)

the quality of edgcation.

.
The majority of problems cited, however, appear to be taused

.by negative pre-desegregation attitudes and general pre-set!

conditions for ethnic relations. Sua attitudes also seemed to

define the interethnic behaviors present in the schools after

initial desegregation. Ethnicfty is an important variable to

consider when examining different perceptions of needs. For

example, a signifi6antly larger proportion of minorities than

Anglos viewed "minority staff hfring," "more multicultural
.

materials," "more inservite," "attitudes,." "school facilities/

equipment," "more communication," and lidtsciplinary problems"

aS pertinent issUes affeWng.their status 16 desegregated

environment. Anglo respondents across the six-state region con-,

centrated the.14 needs in the generalized area cif academic issues,

i.e quality of education. While minorities wanted multicultural

materials in the classroom, Anglos more often reacted negatively

44

toward min-traditional subjects. Few Anglo, but no Black,

respondents saw "busing" as a problem remaining. This is especially

significant since the brunt of court-ordered busing is usually

94
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borne by Black and Other minority students:

In bi-ethnic and tri-ethnic settings, ,Hispanic and Native

American populations saw a need for incorporating bilingual and

multicultural'programs to deal with problems conéerning language

and cultural differences.

9. Research Question 9: What &ie the implication trends that can be
drawn from the survey and interview findings to effectively deal
with the remaining areas of need in desegregated schools?

The results of the survey instrument analysis and intervisw-

findings revealed several unmet.needs. The need areas i.nclude:

(1) cultural awareness, (2) human relations, (3) curriculum integre-

..-/

tion, (4) pupil self-concept, motivation, and Oiscipline, (5) dropouts,

expulsions/suspensions, (6) teaching methods and learning st les, (7)

parental involv9ment, (8) resegregation, (9) segregation with n the

classroom and extracurricular activities, and (10) the relationship

between bilingu'al education and desegregation. Evidence i.ndicatei"

that the overall quality of education in the districts improved after

desegregation. Parental involve'Ment, discipline, student achievement',

however, were lower after desegregation.

These findings from WIEDS' sUrvey-and intrview data indicate

that such problems can best b'e dealt with through more effective staff

develOpment efforts. In order to provide equal educational opportunity
. .

and qual-ity education for all children regardless of ethnicity,

language, and cognitive and affelive levels of achievement, effective

SD/IE has- to be provided. This is necessary to: (1) prevent negative

'classroom/school experiences which reinforce stereotypes and prejudices,

(2) remedy teachers and staffs' lack of knowledge concerning student

cultural and linguistic backgrounds, .(3) provide classroom atMospheres

,?/



which encourage learning and inierracial,friendship and understandingk

(4) teach children to'be ethnically literate, (6) involve parents

cooperatively-in their children's education, and (6) prevent resegre-
N

gation.

10. Research Question 10: What art the:specific conhnt areas, as drawn
IN .

from the sqrvey and intervtew findings, which ihould form the basis

%
of Sp/IE guidelines and models to improve education in desegregated
schools?

Based on WIEDS survey and interView findings, the basic content

areas which should form the basis of SD/IE guidelines and models to

improve education in desegregated schools are:

1) Training for evaluation and use Of multiethnic matirials.

I° 2) Communications skills training,

3) TratniN in cultural awareness, stereotyping.

.4) 'Training in ethnic linguistic.patterns.

5) Training for evaluation and use of bilingual materials.

6) Classroom manageijt training.

7) Disciplinary skills training. .

8) Values clarification :braining.

6) Training for multicultural/bilingual curriculum development.

10) Training for integration through extracurricular activities.

11) Training in school-home-community cooperation approaches.

12) Training in motivational skills.

t Four content areas included on the WIED5 interview schedule are

omitted although they were used in some of the LEAs. These include:

(1) behavior modification training, (2) teaching effectivenep training,

(3) leadership effectiveness training, and (4) reality therpk..

"Others" identified as used in the LEAs, such as (1) "human relations

training" and (2) transactional analysis, are also omitted. These
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41,1,

aro omitted not because they do not cientain alpects which.may t
facilitate improvement of seslucation in degregativi sohools. Be-

haVir modification, TET, LET, and rtelitsx therapy did tend to relate .

negatively.to positive race relations and Cbornunity support fork
se.

desegregation. But this may have keen because of. planning and iMple-

l4rmtntation rather than content and poitive potential. These SD/IE

lcontent areas do have portions which can be 'used to facilitate inte- A

grati on . BtthëU tions As-well as useful portf ons-of- "human 2-

rel ations" and transactional analysis, can be included in the twelve

content areas listed above. Further, guidelines and models for these

four areas are published and more readily available than the others.

Four content areaS have been added to help meet needs identified

in the WIEDS survey and interviews. These are the last four on the

list of' twelve. These are not innovative SD/IE activities per se;

,they have been used effectively in schools. They ari, however, new

to many schools, particularlY those with sbme of the problems and

1

.

needs identified.
>-`

11. Research Question 11: What are the key components of selected school
...

desegregation SD/1E programs in the SEDL region?

12. Research Question 12: How are the components of these selected SD/IE

programs a4 i ke? Di fferent?

13. Research Question 13: Which components of these selected SD/IE programs

'have eer---Et e as most succtitksful' by teachers, principals,
r students, central office personnel?

Answers to Research Questions 11-13 are dealt with on the basis

of the analysis of the selectet SD/IE plans/programs in another section

of this report, III.C. "Results of Analysis, SD/IE Plans/Programs."

14. Research Question 14: How do the identified successfui strategies

compare wfth the identifie needs?

1

t-

Remaining needs of the IEDS site LEAs have been identified by-

various means, as described in Research Question 6. These needs are



t

a

summarized and grouped 'as part of the answer to that research

question. Die principal need relating te physical desegregation

is ricial.bilancing: As indicated ini4Goal Arta 1 of Research /

Question 1, hiring%of additional staff is evidently more effective
k

than simply reassigning faculty/st#ft FeW LEAs, anA none of the
4

WIEDS sites, have sufficient numberk.of minoeity faculty/staff for

racial bAlancing by reassignment.

i-Meeting--the--needs--for-billn2val/ utticultural-perspec -can

be met largely throUgh SD/IE, on (1) eValuating and using appropriate

materials, and a strategy not identified in the WIEDS interviews,

multicultural and bilingual curriculum development.

The two need areas identified most 6equently by respondentt were

(1) student participationidentified by 25 interviewees, and (2)

aftitudes of parents/faculty/students/administrators, identified by

19 interviewees. These are probably related and should be approached

with strategies to promote positive ytce relations. These would

include SD/IE activities to train schoOl personnel and, when appro-

priate, parents'to (1) wialuate and use multiethnic and bilingual

matArials, (2) .communicate effectively, (3) be culturally aware and

sensitivei (4) underStand and be comfortable with different ethnic

linguistic patterns (while also teaching standard English compentency),

(5) manage classrooms'effectively and fairly, (6) provide positive

.and equitable discipline, (7) underitand values different from their

own, (8) implement a multicultural curriculum, and (9) integrate

currtculum activities. Numbers (8) and (9) were not identified as

being'used previously in the WIEDS site LEAs.

The needs pertaining to improvement of educationb facilities

and equipment ca'h be approached two ways: (1) reference to techni-



c.al assistance agencies.with the capability of assisting the LEA

in applying for any appropriate fideral funA, and (2) materials

and SD/1E activitles to sensitize school personnel, particularly

admintstratoCAs and school board members, to the needs andfitenefits

'of equitable use of facilittlis, eqttipment, and all oiher educations)

opportunities. 4' f

do
4

Needs for improved communtcation with parents and community were

atsoidenttfied domparatively -frequently---Twenty- responses for.

three related needs, most (fourteen) for more parentinvillvement.

Two of the W1EDS site LEAs had programs which involved a significant

number of parents as volunteers and paid aides. These and othere

strategies Can be shared with other districts especially through guides

and modjs for SD/IE training in school-home-community coOperation.

ThWis an SD/IE activity not identified as used in the six interview

LEAs. Minority and majority parents may also appropriately be in-

yolved in other human relations and awareness types of SD/IE-activi-

ties.

Needs relating to "other procedures to facilitate the desegrega-

tion/integration processes," pertained mostly to "quality of education"

(with thirteen responses), discipline (nine responses), and attendance

tnd school leaving problems (seven responses). "Quality of education"

concerns will need to be refined into more precise needs, but when

related to desegregation, "educattonal quality" problems usually

translate into needs for cultural aWareness on the part of faculty

and staff:stereotypes about "minority parents who don't care about

their children," and "minority children who can't keep Up with the

rest of the class," diehard. Mtnority (Ind Anglo)."dropouts" may



usually be WI accurately disciribed as "pushouts." And the dis-

ruptive student may not understand, her/his own behavior, but it may

be related to cultureclash in the schools and classroom. SD/IE d

activities are needed wilich relate to cultural literacy, positive

self-concept, hom'e-school tooperattN*and mOtivational techniques..

More specifical.ly, all twelve of the SD/IE-content areas listed in

ReseS4 QuestiOn 10 are needed.

-15--.-----Researt15: What:works, under what-condttions-i-and-why?-.

a. '6oal Area I - Faculty and/oe Staff Racial Balancing.

Of the two strategies used to racially balance stafrnewAlty,

teacher-staff neassignment works best in a disteict which already

has a percentage of minority faculty/staff in proportion to its

minority student enrollment. Implementation then is sti/l more

Ilan a matter of simply reassignYnent. According to WIEDS and

other findings, preparation is needed, especially eppropriat'e

SD/IE for "crossover" teachers/staff as well as for teachers/staff

in the rbceiving schools. Hiring addttional minority staff/

ficulty works best when there is an' ayailable pool of minority'

staff/faculty from which to draw. If there is no readily avails-

ble pool, technicil assisIance may be needed by the LEA so it will

know best how to redruit and retain minority staff/faculty. In

either case, SD/IE is especially needed where new minority teachers

and staff are'being introduced into a sdhool systm. 'The need is

particularly pronounced if there have beenifewor no Minority ,

staff/faculty there before.

b. Goal Area II - Promotion of Community Involvement and/or Improve-

ment of Communication with the Comsunity.

There are many variables to consider-when selecting.strategies
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to promote Community involvement and/or improve commUnication

with the community. These include racial make-up, socio-

economtc conditions, history of race relations, r4sponsibil1ty

of the Media, and suatort of public leiders, and these%ust be
V

a part of a needs assessment 4 the LEA before.sti'ategies art

selected. But somegeneralizatfons are possible.

A rumor/information center is suitable for almost any

-sttuation. 'So ts -use- Of-a-school-liahon-person_and/or_communitv

liaison workers, but use of a bi/tri-ethnioteam may wOrk better

in some situations. Wri;ten information to parents: was rated

by majority and minority parents,as one of the mostbeffective

Communication approaches. Generally media use is helpful and

necessary. It helps,to have a staff member skilled in writing

press releases and dealing with Media; ,if none is available,

appropriate community members may be asked to volunteer. Communi-

f

ty members, especially parents, should be solicited to serve as

volunteers or part-time paid employees asneeded. ,,Care should be

taken that they recelive training for their duties, even when

volunteering. Parents and community representatives should be
*

a)

invited to parti ipate in all appropriate functions, especially

SWIE, includi planning and evaluation.

Community centers in schools can be effective, but this ,

usually requires commitment to getting them started and skilled

peopl to operate them. Centers can be especially helpful if

they are in minority neighborhoods and. both majority and minority

adults cooperate in participation.

Public forums are essential at the initial stage of

planning and otherwise preparing for desegregation. These allow



'public involvement and communiCation. Should serious problems

artst,.the forums are again an important strategy. Always, they

should be carefully pl.anned and the presentors skilled andrwell

prepared. Effectiveness of neighborhood coffees and speaking to

Ichurch, social or other groups-depends as much on the style of

the administrators involved as it does,on other variables. Always

there should be as much openness as possible; openness in terms

of accessfbIlity by the publfc andhonesty and freqkness in-mhat

is said.

tAkile

. 4

c. Goal Area III - Prevention or Resolvement-of Crisis Situations.

Many of the stritegies in Goal Aieg 140 to promote parent/

community involvement/communication also yrve'ras strategies to

prevent or resolve crises. It is frevently7during,times of need

that schools turn to the community, and that is probably the way

tiiat many paeents/community members have wanled it; so long as

things were going vsiell, they did not care.

Selection of strategies here depends much upon where the

crisis lies or is expected. If it is not directly in the schools

but only in the community, dffferent approaches are called for.

This is reflected in the strategies used in the WIEDS site LEAs,

as shown in the answer to Research Question l'of this section.

Race relations and SWIE strategies can also help prevent crises.

\These are discussed in other goal areas.

Goal Area IV - Infusion of Multicultural/Multiethnic Perspective.

Multicultural curriculum development is appropriate for any

school; including those wfth no minority studemts. The rationale ,

for this is included in WIEDS' Assumptions (Section II). It is

good strategy and otherwise appropriate for the multicultural
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aspects of a curriculumkto be locally and regionally relevant.

This includes bilingu0 content,mhich may4be Spanih-Engliih
l-

in one LEA, Zuni-English, French-English, or Vioatnamese-English

in JOkher: Or, of course, it may 'be tri-lingual/tri-cultural.

Other ethnic groups of the LEA"§r locale are tO be coniidered

also, including identifiable wtte ethnic groups as German-

AMericans, Irish-Americans, French-AmeriCans, and so on. It

makes sense to include theSe in a-multicultural curriculum'fqr,

educational reasons and for local support of the multicultUral

program.

It is necessary to have experiential as well as awareness

and knoWledge-based SD/IE so that teachers will be comfortable

in implementing the program in theft- classrooms. If necessary,

a multicultural team can be used to go into the teacher's room

to help her/him with it.

Another area of overlapping strateOes, multicultural educa-
1

tion and pareht/community involvement, are both sqrved when

appropriate resource people are used.

e. Goal Area V - Promotion of Compensatory EdUcattn forlAinoYity,

Students.

Generally, anytime a LEA can qualify'fOr Title I 6n4s and

make the requisite aSsurances, this.strategy should be used.

When these funds are used to.thire aides, the pairing-of minority

aides with majority teachers should be held to a minimum, unless

the reverse situation can also be. Used and/or there are a signifir

caht number (at or near rbcial bilance) of minority faculty/staff

in positions of authority.
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f. Goal Area VI - Promotion of Positive Race.Relations.

At the same time that all-distritt and school policies are

being reviewed and any inequitable .rules changed, plans.for an

effecOVe SD/IE program should he mode. Along with parent/

communitrinvolvement/communicaaion strategies, these are c,:ucial

for good race relations-in the school.

That administrators tend to select SD/IE aCtivii0les to fit'

partfcular conditions is indicated on:the table "Relationship

of SD/IE Activities and Atmosphere When Desegregation Wits Begun

and Possible Effects on Community Support"lwith Goal Area VII

with Research Question 1 in Section III). This supports the

implication that SD/IE activities are sometimes used as crisis

prevention strategies and perhaps even as crisis resolution

strategies. Such activities, however, are more,effective when

used to improve race relations before a crisis, or even disrdption,

is near.

Students as well as others respect fairness. This has to'be

reflected in policies and i4 the way policies are implemented.

Fairness also has to be demonstrated in punishment/discipline, in

tracurricular activities, and in the curriculum. Perhaps an

example of this may be seen in the table on "Relationship of SD/IE

Activities and Atmosphere..." retred to above. In a tri-ethnic,

Anglo/Black/Hisplanic, setting, if Black language concerns are

dealt with and not SpaniSh-English, Hispanics may feel alienateid

and hostVe. And the reverse would be true if Black concerns were

ignored while addressing Hispanic issues. More frequently, only

Anglo concerns are dealt with, as in a traditional curriculum
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with a weitern European Orientation, and all minorities are

alienated.

_

g. Goa; Area VII - SD/IE to Facilitate Desegregation/Integration.

4Tht %oil area Research Question 1 includes a table
. .

which ows possib relationships between specific LEA SD/IE

topics and initial LEA atmosphere. These data indiCate that
.

some SDOE activities have perhaps been used,as crisis preventroh

.strategies. Tra ning in Oehavior modtficatiom, tlattrObvimanage-

ment, disciplI us, values clarifiCation, and eihni'd

linguistiC patter.* r4d freque*y itt districts where the
_ ,

Jy.:

attho*ere was:tense disr:uption.was present.. Possible effec4

.on community rectal grOu0 support fordesegregation.and on race
.

relations in the school should be considered, however. Anglo,
. .

Black, and trlidia'n support tended to be lower and Hispanic "port

higher where training fOr use:of .multipthnic material was offered.

Cultigal awareneS'i and coMmunications skillt trainikg. ed

toward a:posittve'relationship With increased support,from all

groups except Indians No oer SD/1E showed:these posttive

tendenCies for all three non-Indian-groups. This indicates that

perhaps in triracial situations there.may be "irlide-offs" in

group support unless SIVIE is perceived as balanced forethnic

content. An example of this may be seen in training for Black

linguistic patterns aild Spanish-English bilingual materials. The

relationship of both activities to,Anglo support tiended to be

positive, but mixed with Hispanic, and Black, as those groups

Elossibly reacted to perceptions of exclusion from SD/IE activities.

These activities need not be exclusive; one activity may be de-

signed to cove'r both when both ethnic groups are presint, or
%

105

99



separa.tvactivities may be offered for each:.

The difficulty in prescribing SDOE for certain sitoatiohs

lies not:so much in knowing what the situation is, as ln

knowing what content will be in the activity and how it will be

presented. .A values clarificafion workshop by one presentor,

might be quite different than one by another presentor. This is
A

40t to say that all presentations shoul'd be the same; it is to

say that models and guides are needed for the entire SD/IE

process, needs assessment to evaluatiori.

Goal Area VIII -,Administrative Procedures Used to Facilitate
the Desegregation Process.

,Unlpss there wes a crisis situation, most of the WIEDS site

LEA administratofs usedonly.low key approaches when dealing

directly with students, faculty, staff, and parents. The "pre-

school orientation" used in two districts, for example, included

no "hard sell" on race' relations. .Rather they welcomed new

students as new students and new faculty/staff'as new faculty/

staff, notealling attention to racial differences orposs.ible

conflicts. References were made to new situations and that there

might possibly be new problems, but thet these would not be-
at,

serious and they would be worked out cooperatively. This would

be possible because the school belonged to everyone there. This

was done in Atone of frankness and sincerity. This is a judicious

and effective approach when the atmcisphere ius relatively calm--

and when the words are backed up by fair policies and actions.

Harshr atmospheres require more direct approaches.and crisis

preventiori/resOlution strategies.

'Fadulty and staff should be given to understand that not

only is desegregation the law.of the land and equal educational
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opportunity the constitutional right of every child,'but that

desegregatton is an opportunity for improving education and will

be approached that way. Faculty/staff should he made to feel

that every feasible administrative.effort will be:made to support .

them in thetr-efforts to pro id:the.best possible education for . .

all children.. These stater4nts also must be backed up.

f Technical assistrce should pe solicited from Desegregation

Assqtance Centrs and other appropriate agencies before and

tfter desegregation and without waiting.for a crisis. Planning,

for crises should, of course, be done in advance. /he Community

Services Agency of the U. S. Justice Department should be contacted

for technical assistance in this.

Other administrative procedures have been dealt with in othen

Goal kreas. Especially important is the SD/IE responsibility of

the administrator. Responsibilities are usually shared between

the superintendent, other CO administritorS, and principals for

the selection of capable personnel and their having sufficient

.
uthority and:resources to overseeithe planning, preparation,

.e3 -

impleMentation, applications and evaluation of an effective SD/IE

program.

In conclusion to Research Question 15, the ques6ons of

"what works?" and "why?" are answered as much in how a strategy

is implemented as in which strategy is selected. Some observa-

tions have been offered in the light of WIEOS staff's findings and

experiences, but the best strategy will not work i( poorly imple-

mented and a strategy which might not ordinarily work under

certain conditions may be successfully adapted. This is one of
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the reasons that effective SD/IE is crucial' to imprqving education

to desesidegated schools; people must be prepared to implement the

strategies,.

C. Results of SD/IE Analysis, Findings, art,ii Outcomes.

1. Introduction.

r.

A

The twelve SD/IE plans/programs'selected.for evaluation by the

WIEDS staff have been ahalyzed in accordance with the WIEDS 'Model

for Evalualtlbg SD/IE (Figure 2,,p. 23). The findings are report-ed.

here, organized by elements and processes under each of the five

# components: (1) planning, (2) preparation, (3) implementation,

(4) application, and (5) evaluation. Following these art sections

on general observations, syntheses, implications, recommendations,

and conclusions.

2. Analysis, Findings,.and Outcomes.

a. Components, Elements, and Processes.

1) Planning.

a) Identify Planning Team

Other than in implementation, participant involve-

ment was most evident in the planning component. Each

of the twelve districts used, to some extent, a planner-

participant committee. Committee composition varied, but

typically they included some mixture of teachers,

principals, central office administrators, area/subject

.coordinators, and other certified. personnel. Some.

committees included, at least from time to time., parents,

students, and non-certified personnel, and they occasionally

met with outside consultants. ESAA advisory committee

L.



comp9sit1on was specifically balanced by federil guidelines

asio race, sex, teaoher, parent, student, and Other

representational factors. SD/IE committees typically

were headed, or at least guided, by a central office

level administrator wit* SIVIE responsibilities.

b) Needs Assessment
4.

Usually it was the SO/IE administrator who developed

or otherwise provided the needs assessment instrument.

Committees seldom had input about the needs assessment

instrument, but they usually were involved in evaluating

ond prioritizing the staff and program needs as determined

by administration of the instrument. Ten of the twelve

districts used a formal needs astessment instrument. The

other two relied on informal expressions of needs, some-

times using principals as assessment conduits. All of

the formal instruments attempted to assess knowledge and

skills needs; four included attitudes and other affective

factors ai well.

On the basis of data available, it is difficult to

determine to what extent students' needs were assessed or

tio what extent perceived needs of students influenced the

planning of SO/IE. ,Each of the twelve plans/programs

analyzed, however, stated or.implied that SD/IE was to

enable participants to be more effective in meeting needs

of students.

In most of the districts surveyed, prioritization

of needs was part of the assessment process. Two others

incldded it in the process of defining goals (below).
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c) Target Audience

Participant selection in the twelve LEAs was by
1

, by group rather than by individual. The Texas.statuatorY

requirement(of SWIF for total school staff simplified
sc.

:3-44

targeting in that sta f',. Selected SWIE plans/programs

of LEAs in other stet re also generally incfusive.

ESAA funded SD/IE,included

47

11 the staffs of schools

who would be receiving stuf ants as a result of reassign-

ment to reduce racial isolation.in the district. The

ESAA activities, and a few non-ESAA workshops included

students and parents.

d) Define Goals.

Each of the twelve sites defined goals. Some were

short-term based more or less on assessed need, others

stated longer range goals with MOT* philosophical content',

and some districts stated a mixture of both. Most of the

shorter range goals were predicated n perceived teacher

needs in teaching academic skills. All of the ESAA

programs and a few.of the others included affective goals

in race relations/human relations areas.

e) Specify Objectives/Behavior Outcomes/AttitUde Outcomes

In most of the SD/IE plans/programs analyzed, the

objectives.reflected the defined goals and perceived needs,

Specificity ranged from guite general to measurably

behavioral. Some appeared to be activities rather than

objectives and would be difficult to measure.
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f) Select Conient.

Three of the LEAs offered the participants a

number of choices, Three others offered no.choices.

A

The other six ranged int between. These latter nine

included three with 'specific themes:and two others with

slightlylore general tiiemes, all relating to curriculum

and instruction concerns. Most of these dealt with'the

cognitive-domain, though IWO include0 a workshOp on,a

topic such as classroom management, positive discipline,

or positive communication. Generally, the more affectively

oriented content was offered in those programs with moTt

options for participants. These intluded more of the-

workshops on magic circle, reality therapy, values educa-

tion, and vahavior modification.

Although most of the LEAs included human relations

and/or race relations in goals or general objectives,

these were not well represented in SWIE content. Ten of

the districts offered bilingual and/or English as a second

language workshops for selected participants. MulticultuYal

education, ethnic awareness, sex role awareness, and class

awareness topics were rare. In two districts, the only

mention of "multicultural" was in a "Bilingual/Multicultural"

workshop in each. Most of the race/human relations content

was in ESAA programs.

g) Design Strategies.

Other than through participant input through needs

assessment, only four of the twelve plans/programs
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indicated any strategies to accomplish the objectives

of the program. Others evidently trusted in the

legders/consultints to devise strategies at the workshop

level, knowing their assembled participants well enough
sr.

to choose groupings, methodology, materials, and modes,

and to establish a suitable environment for thgM.

h) Develop Timiliries.

Jhe_amount and_qualit4r_of cassislerationot.factors

such as stages of desegreciation implementation varied

considerably from district to disteict. These considera-

tions were most evident ill the ESAA program planning,

but they were'seen in the well-conceived timelines of

about half of the other programs as well'.

i) Specify Communication/Publicity Efforts

Each of the twelve districts provided individual

staff members with at least a SD/rE schodulii Most

included related information, including such items as

evaluation summaries of the previous year's programs,

thanges in format, and highlights of the coming season.

At some point shortly before a workshop, most of the

districts provided.participats with a workshop reminder

d agenda with updated information about presentors,

materials,.timei, and places. SOren of the sites indicated

that they made it a practice to provide public media,

usually local newspapers, with press releases containing

information about.the.SD/IE. Some said they-provided

these both before and after the activity.



I) Design Overall Evaluation..

A deaign of overall evaluation was included in

eight of the twelve SWIE plans/progrems. The other

four indicated none. The designs ranged from a simple

likert scale wfth about ten questions to pre-post

instruments for computeHlation. This was generally

developed or otherwise provided by the SD/IE administrator.

k) Decision/Approval

41 The "oka.y" or."go ahpad" for each of the twelve

programs was by the superintendent, an assistant super-

intendent, or an ESAA program director.

2) Preparation.

Elements of the preparation component for each of the

twelve LEAs plans/programs analyzed, tended to be logically

influenced by plans made'in the previous component. Prepare-

tion was made or directed by the respective SWIE individuals

or.offices, but there was.no general consistency in the pro-

, cesses used. Ati

a) Participant Identification/Selection/Notification.

Participant identification selection, and notification

in the preparation stage followed the planning stage's

audience targeting. For this,element of preparation, the

process was simplified; readily identifiable groups of

personnel--total staff of a district/school/schools/ all

teachers of a district/school/schools, or specific grade

level/specialty/subject area were selected. Notification

was in the form of a printed workshop agenda, SD/IE
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schedule, or more elaborate booklet containing schedules,

agendas, goals, needs assessment results, objectives,

activities, valuation forms, information about alterna-

tin means df fulfilling SD/IE requirements, and other

i.elated items.

b) Pre -Assessmint.

$4,

Or,

Three of the twelve LEAs had no participant pre-

assessment at all. Three others indicated that this

element was taken care of through needs assessment. Two

others said that no pre-assessment was necessaryother

than the participants' own Mt needs and their selection

of workShops'to attend from the variety offered. Three .

others used lengthy checklists with encouragement for

p)rticipants to assess their needs in skills, attitudes,

and knowledge frankly and anonymously. Some districts

provided no pre-assessment except for participants

involved in ESAA SD/1E programs.

c) Describe Kinds of Participation, Specify Activities,
Select Methods, Materials, and Equipment.

Some districts provided descriptions and accounts of

participation and activity only for ESAA program partici-

r pants. Two provided no information of this kind. Another

had t.tgrse 11st with the SD/1E schedule. Most described

activities and kiids ot:participation to the point that a

partfcipant would Obbably have at least a general idea of

what to expect. Four of them included sufficiently de-

tailed descriptions that, when considered With stated

objectives, probably led participants to have definite



expectations about their involvement in the individual

workshops. A few provided clues by requesting partici-

pants ,to bring certain materials. Eight ot the districts

left:it to the wo'rkshop leaders to decide what activities,

kinds df participation,. methods, materials, and equipment

would best accomplish the objectives of that SD/IE session,

and in four of theie .no_advence 'information about these

elements was provided participants.

d) Leader/Consultant Selection.

The processes of leader/consultant selection differed

greatly among the twelv:e.sites. Most of the selectton

processes included formal consideration of participant or

committee recommendations. Several leaders, however, war,

pre-selected by the nature of theist- jobs in the district.

A coorqinator for.secondary social studies, for example,

might have been selected by diitrict administrators for

special conference or workshop training at district expense

and was in turn expected'to train others in the district.

The element of content selection from the planning component

was usually an important factor in leader/consultant

selection. Since the content Area more often selected than

any one other was familiarization of teachers with a new

.textbook or some other curricular materials, leaders.were

more often selected for knowledge of this subject. This

provided a budget advantage to the school district, as 'the

workshop leader could be one of their own subject area

coordinators or a representative of the publishing company
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from whom the curricwlar material was bought. Usually

neither involved outlay of consultant fess. Other sources

of gratis consultants were ,business governmental, or

church-relatad agencies or state Or federally funded .

projects.

. The processes of leader/consultant selection were as

varied as the organizational tables of the silite districti.

. In some staff-faculty,committees had majOr_selection

responsibilities, in others they did not; building princi-

pals had .a key role in leader selection in some LEAs, not

so in others; in some, area directors/department,heads

were the major conduits; in ESAA prograft, the program

director and staff made the most important decisions

about leader/consultant selectiori. In all'of the sites,

however, the authority for final approval and, where

appropriate, entering into an agreement was the responsi-

bility of a central office-administrator with appropriate

authority for such agreements.

e) Time and Site Location.

Time and location arrangements were made.quite

similar61 to consultant arrangements, with certain res-

trictions prevailing because of finite resources of time,

space, and funds. Nith the exception of a relatively few

afteNschool and Saturday sessions, the.SD/IE days were

4' entered on the school calendar before the school year

began. Only three sites have a-facility such as a teacher

center, and these are not large enough to accommodate
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all teachers or staff on.a district-wfde SD/IE dAy.
41

All LEA-SWIE contact persons indicated their sensitivity

to the influence of timing, location, and atmosphere and

thit they did the best they could under'thecircumstanceS
;

to make these as conduc.ive to,effective SD/IE as possible.

f) Incentive.

According to the LEAs surveyed, SD/IE incentive is

becoming increasingly burdensome, especially in the Texas

schools, where state law 4stipulates that five days (at

least 35 hours) be provided for SD/IE. Typically, SD/IE

functions are scheduled on school time. The twelve sites

reported that released time and the staff's desire to

improve skills were the two most important incentives they

had. Those LEAs with ESAA funds available, used them to

hire substitute teachers, thus providing released time

for teachers, or for stipends to participants agnding

after school and/or Saturdays.

g) D:sign Specific Evaluations.

In all but trio of the twelve sites, SD/IE personnel

indicated that they designed specific' evaluatiohs for

SD/IE activities. In the evaluation instruments provided,

however, three of them were rudimentary chetklists. Only

three others indicated that they conducted any evaluation

of whether the SD/IE activity resulted in any participant

behavior or attftude changes ark, whether this proved of

any benefit to pupils.
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3) Implementation. .

.

Levels of Participation and Grouping.

With the exception of ESAA activities, SD/IE in the

twelve LEAs was typicalTy implemented district-wide.

ESAA SWIE was generally organized for the building level

in the targeted schools: Grouping for ESAA activities

was far moil* likelyto include parents and students,

meeting-in large groups and sometimes in-small-cross-

section groups, including proportional representation of

0
students, parents, teachers, non-certified staff, building

and central office staff and other certified staff, as

well as ethnicity.

In almost all of the non-ESAA SWIE, participation

was according to subject area or multi-subject eleMentiry

designation, and grouping was,according to grade

Three programs offered general interest workshops which

cut across subject-matter lines, dealing with instructional

techniques or discipline and other human relatiOns concerns.

b) Strategy Usage.

Some of the levels of participation and especially the

grouping may be consideted strategy, reflecting efforts

to accomplish goals and/or objectives of the progren.

Those seeking home-school cooperation MCIre often included

/-
parents; those calling f9r positive communication between

staff and students more-often included students; those

with race relations concerns more often reflected ethnic

representition in grouping, and so on. Strategies often
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reflected efforts to build a spirit of unity, cooperation,

and school and/or community pride.

Other strategy-relateii objectiyes were MOT* obviOtts,

as indicated in such ilsorkshop titles or activities as

ssis

"varioui strategies for.improving ability to..." and

"various strategies for motivating...."

c), Activities.

Activities varied greatly from workshop to workshop,

generally being selected by individual presentors.

Experiential activities were offered in few workshops.

FrOuently it was difficult to determihe, but some

activities evidentTy provided processes appropriate to

the content and obje.ctives, and the "mediLim" was consistent

with the "message_" for example, role,play'and role

reversal activiiies in race rOations and,communications

workshops.

d) Environment.

All SD/IE activities were held in district,faciliiies,

almost 611 in school buildings. Without visitation during

implementation, no environment analysis other than that

in the planntpg component is attempted.

Alternatives Provided:

As far as workshop options offvred0he alterna4ves
?

ranged from none to numerous. More' choices were provided

in the needs assessment stage than in the implementation.

Some of the districts' needs assessments were selections

of workshop topics from prepared lists, with space provided
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under a heading of additiOn suggeitions." It was

-generally the reiponsibility of the p/IE committees

// to compile tOtals of requests and suggestions and from

.these a humber of workshops offered..

Seven of the distrtcts made formai provision fo'r some

tYpe of equivafen'cy alternatives-iuch as courses, confer-

ences, workshops, or seminars offered by other agencies.

These usually involved completion of a specific form and

permiss'ion from the ktaff member's immediate supervisor.

ESAA SD/IE generally provided:no alternatives, *bably

because they were to,accomplish specific objectives with a

select group of participants. 41
/.

dr-

fr Follow-up Specifications.

Two of the twelve SD/IE plans/prkams built in

QM

follow-up activities. In one, the SD/IE committee and

the primary consultant made brief scheduled visits to

each school involved for follow-yp sessions. Thre9/said

none was planned. One'said it would be planned. Two said .

it was being disCusied. Two said follow-up was informal

only; one of these said formal follow-up would be provided

if-enough requested it, but few did. One other said it

would be provided as deemed necessary by participants':

Another district left that deci ion to ihdividual depart-

ments and few requests for were ade.

g) Evaluation of Experiences ( owledge, Skills, and Attitudes).

Nine of the SD/IE plans rograms reviewed provided for

a pencil and'paper form evaluation of one type or another.

-JAW.
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Two of these were pre/post. Five included knowledOe factors

only, two.more were for knowledge Md skills, and onty two

others touched on knowl,edges skills, and attitudet. One of

these last two was also one of the pre/post, using a school

sentiment index.

Two programs indicated that evaluation was generally

informal, varying accordinvto the wishes of the individual

presentors: One of these suggested that any department,

school, or. Ofogram within the district could administer their

own formal evaluation and some did. One indicated no formal

or informal evaluation was attempted.

ApplIcation

:A The two'most significant criteria for SWIE evaluation are:

(1) whether the new knowledge, skills, and attitudes are applied

in.the classroom or other appropriate area, and (2) whether these

changes produce desirable effects in students (McDonald, 1976).

Five of the twelve SD/IE plans/programs indicated they considered
1 ,

the'se criteria. One of these four LEAs stated that "selected

participants" would be surveyed to determine the effect of

specific SD/IE exPeriences on job performance. Another has begun

a pilot study to determine the relationships between SWIE and

claSsroom behavior.

Evaluation

a) Post Assessment
;

Generally, evaluatioo received the least emphasis of the

five components of the twelke plans/progrsms analyzed. Four

districts had no evaluation plan whatever. IMost used a pencil-
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paper, LikertIcale format, Which constituted their total

evaluation component.

b) Feedbackfrom Application/Impact.

As, indicated ueder Application (above), only five of the

LEAs included any process even determining whether appli-

caOion of SD/IE learning tocAk place or to try to evaluate

impact on students, parents,. teacheri; or staff. -These five

also solicited feedbick from participants about theirpost

workshop experiences and assessments. One of the five was a

plan which did not at that point have a developed Instrument

or process for evaluatting tWis feedback or impact. 0

c) Synthesize Pre-Post Impact Findings/State Conclusions,
Recommendations/Apply Findings,to Future $D/1E plans and

Activities.

Only t4o of the twelve,plans/programs went so far as to

indicate any synthesis of pre-post impact findings. These

were also the only two who stated Conclusions and made

recommendations about applying their findings to future SD/1E

activities: Both of these LEAs.had an individual specifically

responsible for these evaluation activities, but they had

assistance from other people, in a committee framework, for

the synthesis, conclusions, and necommendations.

d) Disseminate Reports of SD/IE Efforts.

The scope, sophistication, and timing of report dissemina-

tion varied considerably from si.te to site. Some was done

through faculty-staff newsletters. Others received more'

formal documents indicating summary results of participants'

evaluations filled out immediately .at the close of SD/IE

activities. In two districts, pa'rttipants received follow-up
,

,fs
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information on one year's activities the next year, at

the same time they received,preliminary information about

the coming SD/IE.

b. .General Observations and Synthesis of Analyses of Twelve SD/IE
Plans/Programs.

1) Planning.

Despite an apparently widespread.belief to the contrary

as indicated in SD/IE lite4ture (Crockenberg and Clark, 1979),

plfticipants hive considerableinput in the planning componlint,

Teachere especially are consulted about their perceived needs

for SNIE topics. Participants also had inPut in planning

through committee formats in each of the twelve programs..

Those LEAs with an office or at least an individual

designated with SD/FE responsibilities apparently planned

MOT* systematicall, than others. There was, however, little

long range planning for SD/IE. Content selection was generally

traditional, i.e., curriculum and instruction copcerns in the

cognitive domain.

2) Preparation.

Participant selection also tended to be traditional;

several plans/programs provided no SD/IE for anyone other

than teachers. More was provided fOr non-certified personnel,

however, than for administrators. Students or parents or

other community members were seldom included.

Pre-assessment, as with all aspects of evaluation, was

generally overlooked. Most of the leaders/consultants were

personnel of the district in which the SD/1E was being held.

Other major sources of presentors were state or federally
A
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funded ptojects dr agencies and HEAs. State educational

agencies arid HEAs were about equally popular4ources.

3) Implementation.

Of the many situational designsilevailableifor SDIE;

workshops were by far the mpst widely used. Seven of the

twelve districts involved im the study allowed certain

alternatives, usually college coursei and professional Con-

ferences, as well as workshops offered by other agencies.

Few experiential activities were provided, and follow-up

SD/IE was generally lacking. Most of evaluation which took

place in the entire plan/program was in pencil/paper format

at the conclusion of this component.

4-5) Application and Evaluation

Most of the plans/programs indicated no provision for

determining the two most significant criteria for SD/1E evalua-

tion: (1) whether the new knowledge, skills, and attitudes

are applitd in the classroom or other appropriate area, and

(2) whether these changes produce desirable effects in

students. SWIE programs with systematic, sophisticated
E

evaluation components are i-elatively few. Tests to allow

analysis of discrepancies between stated goals and objectives

and actiAl outcomes were rare. Thus, strengths and weaknesses

of programs are difficult to assess.

c. Emergency School Aid Act

ESAA projects were among the most thoroughly planned, prepared,

and evaluated, and aMong the most effectively implemented of

programs. Probably a major cause of this;was the fact that the



I.

ESAA programs, es one other of the most promising of those

analyzed, were Written as proposals which were expected to be

of high quality in order to be funded. Even so, analysis of

ESAA and.other of the more promising programs discloses elements.
so

and processes in need of improvemehi.

in the implementation, application, and evaluation components.

Because of *ESAA was enacted to_provide financial assistance.

for relieving problems associated with public schaol desigregatton

and/or for the reduction of minority group isolation (National'

Advisory Council on Equality of Educational Opportunity, September,

1979), it is not surprising that thowprograms have more desegre-

gation/race relations/bilingual education content. The disappoint-

ment lies in the finding of so little such content in the,other
A

programs studied.

d. Desegregation/Integration and Bilingual Content.

4

Of the twelve sitds whose SD/IE programs/plans were analyzed,

ten had bilingual/English as a 'second language (ESL) programs.

Eight of these sites' SD/IE programs included bilingual/ESL work-

shops. Usually this was th6; extent of any content related V:,

desegregation/integration, or multicultural coilcdrns. Two district

programs listed their bilitigual workshops as."Bilingual/multicultural,"

with nothlng else "multicultural" offered.

I .1



IV. CONCLUSIONS/IMPLICATIONS AND RECOMMENDATIONS

A. Review of Objectives.

In keeping with its long-term (thre, to five year) goal (re-stated,

with the "Relationship of Findings to Objectives" above) and its Scope
A

of Work, Project WIEDS has had the following five objectives for the

period 12/1/78-11/30/79.

12-1. To conduct an expanded number of selected-interViewS with
students, community persons, teachers, and principals in.
SEDL region desegregated schools concerning the identifi-
cation of (a) successful strategies with corresponding
demographic characteristics and (b) remaining areas of need.

12-2.* To analyze and synthesize interview findings as preparation
for specifying the conceptualization of insenvice training/
staff development guidelines arid models design.

12-3. To conduct tndepth apalyses of selected school desegregation
intervice training/staff development programs in the SEDL
region.

12-4. To prepare a preliminary set of plans, based on survey and
interview findings, for conceptualizing, developing, testing,
:and refining desegregated school inservice training/staff
development guidelines and models.

15-5. To disseminate'documents which describe survey and'interview
findings and implications for developing more effective
desegregated school inservice training/staff development
guidelines and models.'

B. Discussion of Results in Regard to Objectives.

The findings of the WIEDS Project survey; interviews, and SD/IE

Analyses are directly related to'its long range (three.to five year)

goal:

To establish a regional base of information concerning
successful strategies and the remaining need areas in
desegregated schools as identified by students, com-
munity persons (parents included), teachers, principals,
and selected central office personnel, in order to
conceptualiii and produce a set of inservice training/
staff development guidelines and models.
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The findings art thus also directly related to its objectives to be

accomplished during this report period, (1) conducting and analyzing

interviews with administrators, teachers, students, and parents and

other community members, (2) analyzing selected school SD/IE programs,

(3) preparing a preliminary set of plati for conceptualizing,,develop-

ing, testing and refining desegregated sichool SD/IE guidelines and

models, and (4) disseminating documents which describe WIEDS' survey

and interview findings and implications for developing more effective

SD/IE.

1. Objective 12-1, concerning the identification of (a) successful

strategies and (b) remaining areas of need.

To conduct an expanded number of selected interviews with
students, community persons, teachers, and principals in
SEDL region desegregated schools concerning the identifi-
cation of (a) successful strategies with corresponding
demographic characteristics and (b) remaining areas of need.

a. Successful strategies with corresponding demographic character-
istics.

Further information on perceived successful strategies by

the respondents and demographic characteristics is found under

Research Questions 1 and 15, Section III.

Remaining areas of need.

A detailed analysis of problems perceived by the respondents

can be found under Research Questions 6, 7, and 8 in Section III.

2. Objective 12-2, concerning interview findings and conceptualization

of SD/IE guidelines and models.

To analyze and synthesize interview findings as preparation
for specifying the conceptualization of inservice training/
staff development guidelines and models design.

Research Questions 9 and 10 in section III treat content areas

and implication trends based on survey/interview findings for the

conceptualization of'SD/IE guidelines and models.

127,

114



3. Objective 12-3, concerning analyses of SD/IE programs.,

To conduct indepth analyses'of selected school desegregation
inservice training/staff development programs in the SEDL.

, region.

Twelve SD/IE plans/programs were selected from LEAs 11.the SEDL

region and analyzed. One 14.....the malor findings of this study is

that thereAre few SD/IE programs im.the region which include signi-

ficant desegregation/integration content. Further discussion of the

results of the analysis is in Section III-C (above

4. Objective 12-4.

To prepare a preliminary set of plans, based on survey and
interview findings, for conceptualizing, developing, testing,
and refining desegregated school inservice training/staff
development goidelines and models.

gased upon. the WIEDS' survey and interviews, as well as in the

districts' own reports, administrators, teachers, students, and

parents and' other community representatives of the six-state SEDL

Region (Arkansas, Louisiana, Mississippi, New Mexico, Oklahomiat, and

Texas) have indicated some important school desegregation-related

areas of need and ways to meet these-needs. Although specific

problems and proposed solutions vary from diStrict to district, and

indeed from school to school, a sufficient data base has been

established to identify remaining needs and approaches to meeting

these needs. The areas in which needs were stated inVude: (1)

cultural awareness,.(2) human relations, (3) curriculum integration,

(4) pupil self-concept, motivation, and discipline, (5) dropouts/

expulsions/ sutpensions, (6) teachinqHmethods and learning styles,

(7) parental involvement, (8) resegregation, (9) segregation within the

classroom and extracurricular activities, and (10) the relationship

between bilingual education and desegregation. These findings are



further substantiated in -an analysis of staff development/inserOce

education (SWIE) efforts,in selected desegregated schools. .Desegrega-

tion and SD/IE literature and the WIEDS studies and staff's experience

indicate that such problems can best be dealt with through MON'

effective staff dewelopment/inservica ducation efforts.

To help meetthose need's, WIEDS has prepared the following preliminarY,

plans based on survey and interview findings, SD/IE plan/program

evalOations,.and desegregation and SD/IE literature inalysei, for

conceptualizing, developing, testing, and refining SD/IE guidelines

and models. The steps of the plan are for the most part sequential,

but in some instances mot.* than one step would be in progress at the

same time:

(1) Review and synthesize literature of SD/IE.

(2) Identify and compile information about models and guidelines

in desegregated and non-desegregated school settings.

(3) Analyze WIEDS data base and experience for new concepts of

SD/IE models and guidelines.

(4) Synthesize concepts from literature review, existing models

and guidelines and WIEDS data base and experience.

(5) Draft prototype models and guidelines for SD/JE.

(6) Develop criteria for selection of sites to test models and

guidelines in.desegregated schools with various conditions.

(7) Develop instruments for evaluating SNIE models and guide-

lines.

(8) Select test-sitrschools and arrange for pilot testfng of

models and guidelines.

Test models and guidelines in selected schools.

Conduct observations of models and-guidelines' effects at

test-site schools.

(11) Conduct selected interviews/informal talks with administra-

tors, teachers, students, ahd parents and other community

representatives at test sites.



oJVT1?the colleetion and.processing of formative evalua-
tion data with respect to training guidelines and models.'

development.

(13) Analyze findings from test sites.

(14) Incorporate appropriate revisions of SD/IE models and
guidelines, based upon eva3uation findings.

(15) Write final draft of prototype for SD/IE. models and guide-
lines.

Objective 12-5, concerning dissemination.

To disseminate documents iihich describe survey and interview
findings and implications for developing more effectiVe

' desegregated school inservice training/staff development
guidelines and models.

Five kinds of dissemination efforts are underway at SEDL: (1)

participation in the NIE Regional Exchange Program, (2) liaison with

publishers in order to achieve mass distribution or readership, (3)

communications activities, (4) product/program briefings and (5)

individual program dissemination efforts. Participation in the

Regional ExAange Program, part of NIE's national network, was under-
.

taken in conjunction with SEA's in Arkansas, Louisiana, Mississippi,

New Mexico, Oklahoma, and Texas. Its two primary functions are (1)

information exchange/feed-forward, and (2) linkage thining. Three

methods are utilized to make products and research findings available

for mass distribution or readershi. First, there are contacts with

commercial publishers. Second, contacts are made with non-profit

organizations. Third, listings of SEDL reports and products in ERIC,

and the NIE listings are reviewed. General communications activities

include in-house publications and the' dissemination of brochures and

'flyers describing SEDL products and services. Briefings for key

members of SEDL's constituency are held regularly at the federal,

regional, and state level's.



The primary ,purpose of this section is to describe a fourth arta

of dissemination activitiesindividual program dissemination efforts--

as they relate to Project.WIEDS. Project.WIEDS will utilize the

following dissemination efforts in order to provide information to the

following groups: (1) school disOct personnel; (2) national, regiona1,

state, and local education agencies(3) commuhity 'persons or organize-

tions; (4) teachers, administratorst_ etc. inVolved with school desegre-

gation; (5) social, behavioral and educational researchers; (6) other

inter4sted agencies and persons.

project WIEDS has prepared a dissemination plan worked out in meetings o

the SEDL Regional Exchange and Project WIEDS. To disseminate results

of the WIEDS studies to appropriate audiences outside the SEDL.Region,

the following activities are planned.

a. Formal Presentations and Publications

A presentation about Project WIEDS was made-before the second

National Urban Education Conference co-sponsored by CEMREL and

the Milwaukee Public SchoolS'. July 9-13, 1979, in Milwaukee,

Wisconsin. These papers are being published and disseminated by

CEMREL.

Three proposals have been submitted and accepted fes pre-
%

sentations about Project;WIEDS in the 1980 Annual Meeting Of the

American Educational Research Association. These presentations,

will not only be read before the AERA, but will also be publishe'd

in the American Education Research Journal.

Other opportunities for presentations are being pursued.

Information Clearinghouses

The WfEDS staff has already filed its 1978 Final Report

and its 1978 Executive Summary with the Educational Reources
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Information Center (ERIC) Clearinghouse on Urban Education and Ow

1978 Executive witti the Resource and Referral Service.

An Ekicutive SumMary of ihe 1979 Final Report will also-be filed

with these two clearinghouses and with the National Clearinghouse

for Bilingual Education.

c. Council for Educational
xc anges

velo

,

nt.and Resea h and Re ional .

A-copy of the Executive Summary of the 1979 Final Report will

be subMitted to the Council for Educational Development Ad Research__

(CEDaR) and to each of the seventeen Research and Development

Centers and Regional Educational Laboratories. The Regional

Exchanges associated with the centers and laboratories have wide-

spread regional circulation. The R & D Report of the SEDL Region,

for example, is maillioto 717 individuals and agencies representing

all aspects of education: HEAs, SEAs, LEAs, the22 Education

Service Centers in Texas, education-a&soctations, education editors

of newspapers, and others interested and involved in education.

Many of these individuals and agencies are particularly concerned

about desegregation, bilingual and multicultural education, and

SD/IE. Examples of these are: Tribal Education Coordinator,

Mescalero Apache Tribe, Mescalero, New Mexico; Communications/

Information Section, State Department of Edutetion, Oklahoma City,

Oklahoma; Chairman of the Department of Elementary Education, East
#

Texas State University; Professor of Education/Director of Teacher

Corps, University of'Oklahoma; Siiperintendent of Catholic SchOols,

Archdiocese of San Antonio (TX) Schools; Director of Student Field

Experience, University of Texas, Austin; Assistant Superintendent,

Bryant Public Schools, Bryant, Arkansas; Educational Consultant,
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Educational Planninggvaluation Services; Magnolia, Arkansils;

Director of Bilingual Education, SouthWest Texas State University,/

San Marcosk Texasi guest Committee, Jefferson federation of

Teachers, Metairie, Loyisiana; Director, Boston Mountain Educe-

tiOnal Coop., Prairie GroVkl, Arkansas; National Education Task

Force de. la Reza, University. ofpew Mexico, Albuquerque, R.M.

d. Journals.
1.

WIEDS Executive Summaries will be sent to education journals

which announce results of significant educational reseaech.,

Generally, these journals arer three different orientationi:

(1) gene'ral education, (2) educational research, and (3) eqUal

educational opportudity, though they frequently overlap.

1) General education journa)5 include those published by state

and other educbtion associations. Examples o? these art the

Texas State Teachers,Association's Outlook ,and the Associa-

tion for Curriculum and Development's Educational Leadershtp.

112 Those education journals more oriented to search include

Phi Beta Kappa's Phi Beta kaopanoand sev ral published by

schools of education, as the Teachers Col e e Record (Columbia

University). and Journal of Negro Education (Howard University)

'La Red/The Net serves the function of announcing research and

development activities especially concerned with Hispanic
--r

education.

Important journals stressing equal educational opportunity

developments arg Integrateducation and kgress: A Report of-
,

Desegregation Trends in the Statet.

e. Federal, Reg1on/0, States Local Agencies.

Direct dissemination is planned to appropriate education

agencies at various levels. Those at the regional level with /
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respOnsibilitiesioutiide the'SEDI. region will be lInformed:of

the results of the.WIE6S' study. These includereach Of the

twelve federal Offices for Civil Rights, and the 33 federally-

funded Desegregation AssiStance. Centers (DACs): 14 Race DAC:,

9 National Origin DACS,. and 101,ex DACs.

% Each State Education Agency4will receive WIEDS' Executive

Summary. 1
V .

ThCse state and federal regional agencies are also to be

contacted;Jor a mailing list of LEAs involved, or are apt to be

involved,.mJthin a year, in desegregation. These ,LEAs will also

--/-) be sent an Executive Summary and other *appropriate information_

about WIEDS Project findings. The 39 LEAs which agreed to

participate in the WIEDS SD/IE analysis will Slso receive direct'

mailings.:

f. Education AssoCiations

Included among the professional education Associations which

will receive an Executive Summary of the 1979 Final Report are:

National Education Association
National Education Association--Black Caucus
American Federation of Teachers
Association of Supervisors and Curriculum Development
American Association of Colleges of Teacher Education
National Council for Accreditation of Teacher

Education
State Education Associations/Associations of School
Administrators/Associations of School,Boards

National Council of States on Lnservice Education
National Council of Urban Education Association-

,
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C. .Disagreement/Agreement vith-Other Results.

The results of the WIEDS interviews are generally consistent with

those of tts sarvey phaselIout there is some disagreement. In three of:

the etght goat areas there was agreement of findings of what-were the

most frequently used strategies. IndicatiOns are, however, that there

7
was more agreement'on which were the most effective.

In Goal Area I, the deseiregation offaculy/staff.strategy found

mott-effective-in--the-survey--wak-inCreasing-the-number---of-minority--staff.

The most frequently.used strategy by the.interview LEAs, and probably by

most distrfcts Was reassignment of stbff/faculty. Evidentlp however,

especially in terms of posiOve race.relations, the more succ,sful

technique in the interview schools was hiring additional minority staff.

Possible benefits from this strategy include: (1) an opportunity for

111101re multicultural perspective in the schools, (2) more opportunities for

students to see minoritiee in positions of responsibility and authority,

thus supprting a more positive self-concept,for the Minority childrens,

and (3) increased minority cOffimunity support for desegregation/integration.

In Goal Area II, promo.Oon of parental involvement and/or communication

with the community, the most sucCessful strategy in both the survey yid

interviews we's use of a district/collImunity kaison person or advisory

group. Liaison with law officials was cons'idered the most significant

-
strate9y for crisis resolution in Goal Area III. For crisis prevention

the respondents favored administrators' working directly but informally

with the people involved. Data from the interviews indicate that SD/1E,

1

multicultural perspective, and race relations strategies can also be

effective in preventing crises.
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Use of multicultural materials was most frequently cited for

effective infusion'Of multicultural perspective -(Goal Area IV) into/

the schools. Interview data indicate, however, that use of these

materials did not permeate all schools, and that multicultural audio,.

vfsual materials were frequently not easily accessible for teachers.

To promote compensatory education for minority children (Goal Area

V) survey respondents showed that their:popular and most effective

_strategy_was an.__.increaSed_numberof_teacher aides. This is probably_

not in disagreement with the finding that the interview school& found

the use of Title I most effective, because many of them used a large

part of those Title funds to hire teacher Odes.

For Goal Area VI, promdtion of positive race relations, survey and

interview r,Ispondents disagreed about what was the most-effective

strategy. Survey CO administrators said that they found if 'to be

minority participation in extracurricflar 62rtiTri-ies. Interviewees said

that for their situations it was more important to work directly on

improvement of teacher/staff/students' attitudes and their concerns for

racial issues.

Surtey data show that those districts' most effective SWIE activity,

to facilitate desegregation/integration (Goil Area VII) was classroom

managementtraining. Intbrview respondents preferred trkining for use

of multicultural-bilingual materials, cultural -awareness, and communica:

tion skills. As far as effects on race relations and group support.for

desegreRption,-communicationS skills training Was evidently most effective'.

Two findings that were not possible through.the format of surveying

CO admInistrators was afforded by interviewing administrators, faculty,

.4

. 4

students, and parents.and by analyzing SO/IE prograMs. By interviews
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and program analysis it was found that (1) considerable improvement

is needed in all components of SWIE so it'can be MOT* effective, and

(2). SD/IE has little desegregation/integration-rtlated content and must

include much MOTS in order to improve education in desegregated schools.

In Goal Area VIII, administrative procedures to facilitate desegre-

gation/integration, both survey and interview CO administrators used

federal program funds. Survey districts_Miade proportionally greater

use of_Emergency School_Aid Act money and Interview districts used_both-

'ESAA and Title I funds.

D. ,Generalizations and Implications for Future ReseaTch and Action.

It seems clear, from the WEDS Project (1) review of desegregation

and SD/IE, literature, (2) analysis of U. S. Commission on Civil Rights

desegregation case studies and NIE Desegi'egated Schools Ethnographies,

(3) survey and interview results, and (4) analysis of SD/IF psograms;

that there is a significant lack of effective SWIE planning., implementa-

tion, .and evaluation, and an even greater lack of attentioq to deSegre-

gation/integration and bilingual education. This is evidently true iotylp

the nation generally, as it is in the SEDL region.

. When Gregory R. Anrig, Massachusetts Commissioner of Education,

Challenged state education leaders to take the lead in desegregation,

he could have been talking to local leaders, in the SEDL region br any-

where, as well:

It isn't easy_ It isn't popular. There is little company out

on the end of the political itmb. But nothing in the
Constitution says that the right to equal treatment under law
depends on group consensus (ProgreSs, Fall 1978).

TheY.e is no general Public understanding of what constitutes equal educa-
,

Oral
opportunities, thus there is no general public commitment to equal
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educational oPportunities. Until there is s'uch understanding and commit-

ment. it will continue to be difficult for educational leaders tes imple-

ment desegregation and integration. It would help if the leaders them-

selves understood and were committed to equal eaucational opportuhity.

Apparently few underitand,as Mr. Anrig,.does, that "there is a need to

promote quality in.tegrated education once, desegregation has been

accomplished." Anrig is one of the relaxtively few promoting the realiza-

tion that "desegregation is but the beginning of what should be a process

of education improvement" for minority and Anglo children alike (Progress,

Fall 1978).

_

The 1979-1980 Joint Annual Convention of the Texas Association of

School Boards and the Texas Association of School Administrators (TASB-

TASA) provides a case in point. Its theme was "Educational Leadership

for the 1980's," andoits "Welcome" to participants reminded them that

they are the "top appointed and elected educational decision-makers" in

their communitiestnd that they "must be initiators. and implementors of
1.

programs which will provide" students with an "educational background

second to none." To help prepare. these leaders for their responsibility

in accomplishment of this goal, the conference provided them "with

the state's foremost forum on public education." It is apparent fmm

the content of the conference that its planners believed that what

these administrators and board members neededmost was, by far, public

relations instruction from public relations presentors. Included among

mini-clinic topics was one on tipw "to explain declining test scores to

the public.and come out looking Igliod." Other sessions dealt with public'

relations and finance, as how to pass a school bond issue. Almost as

many topics were devoted to the educational leaders' reacting'to legis-



lative acts and judicial decisions indtcating what are the schools'

responsibilities to children.
A

BY the absence of certain content from the TASp-TASA convention, it

is
"

also evident what its planners felt was not a neeit of these educational
, frh ,

w

leaders, or at least not a high priority need. Thel'e were no sessions

offered on-desegregation, integration, ellual educatictnal opportunity, nor

multicultural education content other than a bilingual topic included as

part of adoeWesentation by a SEDL team.*

ThisAs not to say that Texas is alone in such prioritizing by

school leaders. In 1978 the National Center for Educational Statistics

published results of a sampling'poll of administrators around the

country which indicated that of fourteen topics, finance was their

grealest concern, curriculum was near the bottom, and civil rights at the

bottom. From the administrators' and buard members' points of view, they

must have money in order to operate thd-schools, and they must have

suppor't of the voters and taxpayers to have money and jobs. And

administrators' concerns_ about declining confidence in the schools and

declining public willIngness to finance schools, at the levels education

leaders want, are well founded (as indicated, for eXimple,_in the "Annual

Gallup Poll of the Public's Attitude Toward Public Schools" in Phi Delta

Kappan, issues 1969-1979).- The interrelated issues of equality of educa-

tional opportunjty and quality of edikation are an important part of a

growing sense of general- urgency about t'he nation's public schools.

* This is not to be,construed as implying that school public relations people

19
are insensitive to desegregation or other tudent,rights. For example, The
National School Public Relations Associatf as palished Desegregation:
How Schools Are Meeting_Historic Challenge (1 73).. onb of thi-biSt earlier
handbooks for sdhool and community members, as well ai Student Rights...
(1976) and others'.

*
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Probably many administrators art not willing to concern themselves about

desegregation/integration or MOM effective SWIE until they are forced

to do so, or they feel that they have general public support for them,

or they are convinced that the costs political as well 0 financial) art

more than offset by benefits.

The implications for WIEDS and other desegregation projects in this
;

situation are four: (1) disseminate, as.widély as practical, information

about the benefits of desegregation and integration, (2) develop guide-

lfnes and models to make effective SD/IE to facilitate desegregation/

integration as easily accomplished as possible, (3) provide technical

assistance.to staffs of appropriate SEAs and regional agencies to facili-

tate desegregation/integration, and (4) expand research and actiOn to

promote and facilitate desegregation/integration, bilingual.education,

and other multicultural education concerns as indicated in the "Recom-

mendations for Future Research and Action" below.

Unless these areas of research and action a're attended to, most

districts will continue with "inexpensive," though not necessarily cost

effective, traditional, convenient, one-shot workshops which require

little thought or effort, and which may provide teachers with something

they can "do Monday" and perhaps even some lesson plans to go with the

hew textbook. *lost administrators and parents and other community

members apparently believe that their schools are at least sufficiently

"desegregated," and they have little or no concept that there is anything
.4

else that can be done to improve school conditions and relations after

desegregation has taken place.

WIEDS data is only one of many reliable sources that strongly points

to a pressing need for more SD/IE and teacher training in areas of
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cultural awareness, human relations, training for evaluation and use of

multi-ethnic and bilingual materials. The question is raised, "How Can _

teachers who had no prior training or experience with culturally and

linguistically different children be expected to cope with.these chil-

dren?" WIEDSii interview findings indicate that bilingual education (BE).
1

programs arAn effect a "part" of the curriculum and instructional

programs in those areas where there are concentrated populations of

Hispanics. But_questions are raised concerning district goals, public

policy, staffing, compliance with Lau vs. Nichols, and lastly, possible

`conflict with desegregation when it is not incorporated in a court-ordered'

.plan and there are more than 8,000 Hispanic students in that district.

One teacher, who was interviewed had been in an all-minority elemen-

tary school prior to desegregation and taught bilingual education,

stated that after the court order, he was reassigned to a

previously all-white school where the majority of the students were

still white. A sprinkling of Hispanics were bused in, but unfortunately

not enough to maintain a bilingual "program" per. se. That portion of

his time once devoted to teaching BE was now divided up among electives

such aS PE, music, and art. This same teacher also said that there was

a need to hire more minority teachers: This is only one example of

several who expressed concern about schools' not meeting Hispanic children's

needs--cognitively, linguistically, and culturally.

More research into Hispanic education concerns is needed. Hispanics

already constitute a major segment of the_Southwestern United States and

they are the nation's fastest growing population group. The relatively

little research as to how desegregation and bilingual education affect

them indicates that more study is needed and thaCSD/IE is needed to
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increase awareness of Hispanic cUlture,-cognitive styles, and education

needs and goals. Other critical areas in which discrimination is affecting

Hispanics, such as mental health, housing, and unemployment are directly

related to education and desegregation.

10

Historically, desegregation has beeft a black/white issue. But segre-

gation of the linguistically different students (Chinese, Hispanic, and other)

has been a part of the educational system in the Southwest for many years.

Cases show that these_students were figroupee apart. from_black_and whitt

students in the classrooms and,schOols (Zirkel, 1976). It was.not until

1970, in Cisneros vs. Corpus Christi Indepenant School District that a

federal district court ruled that "Mexican Americans are an identifiable

ethnic minority group for the purposes of public school desegregation."

In actual desegregation planning, the federal courts would now consider

Latino students in determining whether a unitary school system was in

operation and would also prohibit school districts from classifying

Hispanics as white and then integrating them wilh blacks to meet court

desegregation drders. Therefore, this once neglected area of school

polfcy in many areas of the Southwest is now involving many districts with

a (high concentrtition.of Hispanics, such as in Texas and New Mexico. More

study is-needed not only in Hispanic-Anglo desegregation/integration, but

in tri-ethnic schools involving blacks and Native Americans as we'll.

Other research projects involving Hispanics are betrig done primarily

in California. These include the Rand Study and ethnographic research

called a "Multicultural School/Environment Study." .It is imperative

that more research be carried out in the Southwest since it is practi-

cally "untouched" in the areas of desegregation, bilingual education,,

and SO/IE. Overall, the benefits and findings would be of great value

to educators, political policy makers, and Hispanics in general.
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In bilincival education (BE) since the Elementary/Secondary Education

Act in 1968, and especially after the Lau vs. Nichols (1974) decision .

requiring that limited English speaking or non-English speaking children

be taught in their native tongue, countless "experts" in the fi d.

college courses and departments, organizations (local, state, nat onal),

and court decisions have grown oUt of the.concept of BE. Bilingual.

education may raise as many xenophobic fears in many communities as

busing and Title IX. For this reason it often becomes necessary to

promote BE against the current popular opinion (Gonzalez, 1979).

E. Recommendations for Future Research and Action

Findings from the WIEDS Study impTy several significant areas of

future research and action. These implications.fall into more or

less definable cat6gor1es: (1) Tri/multi-ethnic desegr6gation, (2)

bilingual education and desegregation, (3) SD/IE, (4) general, and (5)

implementation.

j. Tri/multi-ethnic desegregation.

The social dynamics are considerably differfht when there are

more than two ethnic groups of significant numbers present in a school

than when there are only two. More study is needed on these dynamics

and their implications.

1) What actions are most effective in preventing/resolving

tensions and promoting understanding among groups involved

in tri/multi-ethnic desegregation and integration?

2) Is there validity to the concept of social distance in multi-

ethnlic desegregation/integration? If so, what'are the implica-

cations of this?
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3) Are there different t4fects When Hispanics are clasiified as

white than when classified as a separate and distinct racial

group? If so, what are the implications of this?

4) What effects can be expected when there are socio-economic
ma

status differences within the groups? Between the groups?

What are the implications ofAthis?

2. Bilingual education and desegregption/integration.

_The emerging_Hispanic populatiOn -the oti(comes_and the longevity

of BE, and the crtroversial fssue of desegregation should provide an

impetus to do further research in such areas as:
-r

1) What is the relationship between BE (Spanish) and successful

desegregation strategies.

2) What is the relationship between BE and desegregation when

languages/cultures other than,Hispanic are involved?

3) Should Black English be considered,a language for purposes of

BE?

4) What are minority attitudes toward desegregation/BE (such as

Hispanic concerns regarding their welfare and stake in the

educational arena,and in getting equal educational opportunities)?

5) What bilingual/multicultural approaches, techniques, and"

strategies help teachers most in teaching equitably in

bilingual/multicultural groups?

Staff Development/Inservice Education.

The WIEDS Study indicates a Kober of discrepamies which limit

the effectiveness of current practices in SD/It and is the basis for

'the following recommendations for research and action:

a. Research.

1) What are the existing models for SD/IE?



2) Cin any of these models be applied to facilftate effective

desegregation/integration?

3) What new models for SWIE need to be developed?

(1

4) What models a're most effective-fn promoting desegregation/

integration?

5) Do different school situations (e.g., size, ethntcity, .

A

history of race relations, community setting) need different

models?

6) How can these models be effectively evaluated?

7) How can cost effectiveness of SWIE be determined?

8) What technical assistance is most effective in implementing

SD/IE?

b. Action.

1) Development of effective 1:1/IE mode.4 is needed to assist in

implementation of desegregation and integration.

2) Technical assistance is needed to tisain appropriate LEA, SEA,

and regional agency personnel for systematic long-range

planning, implementation, and evalUation of SD/IE.

Dissemination of information, guidelines, and models for SD/IE

ls needed:

4. General Equal Educational Opportunity.

Other research questions and needs for action which overlap and

impinge upon desegregation/integration and bilingual concerns have

also been brought to the surface by the WIEDS Study.

a. Research.

1) What.are the most effective actions.to take to.educate the,

general public about the benefits of'desegregation and

integration and to involve them in the processes?



2) What art the most effective actions to take to educate n00-

certified school personnel aboUt the benefits Of desegregaion

.
and integraiion and to involve them in the processes?

3) Whit are the most effective ictions to take to sensitize

higher education agency staff and faculty, especially of the

colleges of education, to thelbenefits of desegregation and

integration and to involve th0 in the processes?

Are minority mal6s-the victims-of-more-dtscrimillatton-than.

others? If so, what remedies are available to counter this?

.
What new remedies need to be developed?

Ir

5, Is shade of skin a factor in discrimination against minorities

, in schools and classrooms? If so, what remedies are available

to counter this?

6) What effect does sftio-economic status have in desegregation/

.
integration and bilingual education situations? If discrimina-

tory, what remedies are available to counter this?

7) Is soclo-economic status a factor in'the hiring and promotion

of minority administrators? If so, what remedies are available

to tounter this?

8) Is sex dicriminatiop a factor in the hiring and promotion of

minoritS/ administrators? If so, what reinedies are available

to counter this?

To what extent can race, ethnic, socio-economic, sex, and other

prejudices in schools bp,dealt with in the sme work'shops and

. other SD/IE activities?

10) Is there a different pattern of years in position and age at

'time of promotion for minoilty, administrators than for Anglo



administrators? If so, what art the implications Of this?

11) Do minority administrators mote than Anglo administrators

perceive local civil righttroups as-exerting MOT* pressurt

to destKegate schools? If so, what are the implications of

this?
.

12) Do those LEAs with'moll personally involved-minortty adminis-

trators experience less disruption while implementing desegre-

gation? If so, v(hat are the implications of this?

b. 'Actions.

1) There is a need to sensitize HEA staff and faculty, particu-

larlY those of colleges of education, to the need for.miati

cultural/bilingual e.ducation for HEA students.

2) There is a need for technical assistance to help prepare HEA

. staff ahd faculty, particularly those of colleges of eabcation,

to the need for'multicultural/bilingual education of HEA

students.

There is a need to sensitize SEAs' staffs, to the need for

multicultural/bil'ingual education in LEAs. A

4) ,There is a need for technical assistance,to.help,prepare SEA

staffs to assist LEAs in impiementing muleticultural/bilingual

education in LEAs.

5) There 1,5 a need to sensitize LEA staffs and faculties to the

need for multicultural/bilingual eduCation in LEAs.

There is a need fox techn'ical-assistance to help prepare LEA

staffs.and faculties in implementing multicultural/bilingual

education in LEAs.
A
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5. Implementation.

'A major ',..oduct of the research ihoUld be,-of course, what are

the most.effective actions to take. In d some, it mint also inquire

as to. how'to get the action taken. After it hai been determined what

strategies atlr-ttiost effective in promoting positive race relations and

a schdol/clasfloom atmosphere that ist.conducive io learning,'mor*
4

eiipctive,ways need to be found to get the strategies implementid.

Pub1ishe0 research indicatesthat voluhtary desegregatiön effdints

.4

i ,

1

re few; tentative, and generally.ineffeCtual. Apprently, even lest'
k.

being done to promotellintegration and effective BE. The questions

of when,andt'how to impTement each remedy must be considered con-
r

comitantly if they are to be answered effectively (Zirkel, 1969).

a. Research.

,1) Should there be more court-ordered desegregation, integration,

and BE?

.2) How can voluntary efforts be promoted and mademore effective?

3) Is monitoring necessary?

4) What monitoring is Most effective?

5) How can school administrators and board members'andpthe

general community best be informed of the benéfits of desegre-

.gation/integration?

6) What are the e'xisting models for changetprocesses in schools?

7) Can any of these models be applied,to "6-cilitate effec

desegregation/integration, and bilingual education?

8) What new models for change processes need to be developed for

effective implementation of desegregation, integraticny and

bilinguil education?



'\

9) What technical assistance tvost effective in,promoting a

change process to impjement desegregation, integhtion, and

bi 1 ingual edudati oN?

b. Action.
r.

1) Change proCess models need to be applied to the iMplemenation

Of desegregation, tntegration, and bilingual education.
A
2) lechnecal assistance is needed to triin appropriate LEA, SEA,

and regional agency sonnel tO apply lhahge Process Models '.

to the implmentation o desegregation, integration, ind

bilingual ,educ:tion.

Dssemination of information, guidelines, and models fdr

change is-needed.

149
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INTERVIEW SCHEDULES



State Intdrviewer

District Date of Interview

CENTRAL OFFICE STAFF MEMBER INTERVI& - Summary of Interview

Name, of Person Interviewed

Current Position

-Prevtous Position (s) Held

Code No.:

Age: 20-29 30-39 40-49 Over 50

Sex: M

Race: Anglo Black Spanish Surname Other

Education: Final Degree Spedjalization

Training Related to Desegregation:

Personal involvement in desegregation in this school/district:

Limited . General . In-depth

INTERVIEWER' "POINTS-TO-NOTE":

Time:
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CENTRAL OFFICE STAFF INTERVIEW

A. Igackground Information.)

1. For how many years have you been a in this district?
w.0

a. less than 1 year b. 1-2 years c. 3-5 yeari

d. 6.to 10 years. e. If over 10 9ears, exact years

B. (Now, more directly to desegregation...)

la. What does the term "desegregation" mean to you? (Check each response
mentioned.)

(1). End of segregation.

(2). Bringing students of different raceOethnic groups together
in schools.

(3). Racial balancing.

(4). Includes teachers and staff as well as students.

(5). People of different races cooperating with and understanding
each other.

(6). Busing.

(7). Other (specify):

(8). Other (specify):

lb. Does "desegredation" mean the same thing to you as "integration"?
(No "right" or "wrong" answers.)

(1). Yes/ (2). No

(3). How do they differ?

157



CENTRAL OFFICE STAFF INTERVIEW/
Page 2

N
,

2a. What agency ordered desegregation of this district? (Check each named.)

(1).. Federal court (4). State court

(2). U.S. Office for Civil
Rights

(3). U.S.,Justice Department

(5). Other state agency
(Specify):

(6). This district
(4). Other federal agency ,

(specify): (7). Other (specify):

2b. What aft tho goals of desegregation for this district as set by (agency
which ordered its deSégregation)?

2c. Have these goals been met?

(1). Yes/ .(2). No

(3). If no, wh3, not'?

(4). HoW close is the district to meeting them?

2d. What to you_are the goals of desegregation?

(1). Sqme as above/ (2). Different from above

2e. Have these goals been met?

(1). Yes/ (2). No
r-

(3). If no, whynot?

(4). How-close is the
. district to meeting

them?

3. What has been your personal involvement with the district's desegregation
process? (Interviewers will Aefine terms.) v

(1). Limited/ (2). General/ (3).. Indepth

C. (Community and parent involvement.)

1. When the district first began to desegregate, what was the overall atmosphere
in the schools?

a. Calm/ b. Mild disruption. . c. What was done to resolve it?

d. Anticipated crisis. e. What was doneln preparation?

f. Crisis. g. What was done tO resol've the crisis? h. How effective
was it?

158 1



'(AllegNTRAL OFFICE.INTERVIEW
ge 3

2a. What racial groups are present in your communit0

). Hisimnic (specify)

b. Are they more or less
supportive of desegregation
now.than when desegregation c.- Included in"
began? desegrega-
(Ctrcle otie for each) tion plan?

More Less Don't Know

4

M Ai DK

e(-2)-.111ack-(Afro-American) M L DK

(3). American Indian (specify)

(4). Whitt (specify)

L. DK

DK

,

3a. We want to find out how your dtstrIct has promoted community involvement
and sought to improve communication with,the community. Did the district
use:

(1). Rumor/information center

(2). District/school-community liaison
or advisory groups

(3). Media use (press release( press .

conference, interviews, etc..)

(4). Written information to parents
or. others (includes newsletters,
other)

(5). "Neighborhood coffees"

(6).. Public forums, specifically
arranged to discuss desegregation

(7). Speaking to church/social or'other
groups

(8). Communitiaison workers

(9). Human relations or other training
for parents/community.

(10). Community centers in schools

159

b. Was it effective?
Yes No- Veny None Somewhat

N

Y N

Y N

Y N

Y

V N S

N S

V N S

V A S

V

V N S

V N S

V N S

I.



CENTRN WICr POIERVIEW
Page 5

4

ow, I am goimto asklou some questions about the methods used here in this
district to implenient dewegation/inteqratign with staft1 faculty, and'
students. ,

. ',---,

. - y

la. Was teacher/staff neassignmeRt used in this district to help desegregate
faculty within your schools?

vi

Yes No d. How well has it
worked? .

e. Any problems?
--Did- your--

district b. IncreaSe the npmber-of
minority staff?

How about c. Any other (specify)?

a. (method above)

`?

N

4

2a. We want to know what staff development activities the:central office has
provided school personnel to assist them in implementing desegregation;
has the distritt provided:

Yes

, (1). Training for evaluation and
use of multiethnic materials

(2). Communications skills tratoi
I litivi,'

, (3). Training- in cul tural awareiVOR,

stereotyping Y
4y# y

,

t-
b. . c. Who (13

Hour's in attended?
No trai ning CO-Pr-T-rC:NC-Pa-S 1;

N CO Pr'T C NG Pa S

CO Pr T C NC Pt S
k

CO/Pr T C NC Pa S

CO Pr T C NC Pk S'

N

(4): Training in etlinic linguistic
patterns

(5). Tr'aining fpr evaluation ind
Use of. biringual materials Y .N

e
(6) Classroom management tneining, .Y

(7). tisciplinary slcills training Y

.

'11 ''(8):,Behaylor,mddificartioil training Y
.

.

(9) . Teaching:effectiVeness training Y
r

(10). Leadership effectiveness
training.

,

(11).- clarificatjon paining

.(12). theramtraining

#
U51,

CO Pr T C NC Pa S

N CO Pr alT C NC Pa'S
-#..

CO_ Pr T C NC Pa S

. CO. Pr T C NC Pa S

, ;CO PrT.0 NC Pa S
,

CO.Pr T C NC Pa S.

.00 Ps'T C NC Pa S
_

, CO Pr' T C NC Pa S

Aft



CENTRAL OFFICE INTERVIEW
Page 6 1

,

, (Hours in (Who attended?) E
Yes. No training) CO-Pr-T-C-NC-Pa-S*

(13). Other. (specify)

.(14). Other (specify)

(15)9 Other (specify)

2e. Was *the desegregaAon inservice specify in the desegregation plan?

(1). All/ (2). Only part/. (3). None

Y N
. CO Pr T C NC Pa S

Y. N CO Pr T C NC Pi S

: V r-s.' N Co Pr T C NC Pa'S

t.
2f. Who initiated inservice?

(1). Centritl Office

(2). Principals

(3). Teachers

,(4). Committee

(5). Other (specify)

2g. If4E6mmitteel who c)mprittes it?,

2h. Who planned the desegreOtion inservtce?

(1). District level

(2)..Principals"

A, (3)". Teachers'

1

'Ye

(4Y Outside consultant(s)

(5). Committee

,-(6). Other (specify)

2i.. If committev Planned, who comprises

2j. Who conducted the inset-vice?
o*

its

. (1). Central Offi.ce. pei-sonpel (specify)

1.

(2).-Pemonnel intUilding where conducted

(3). Other listrict,petsonnel (ipecify)

44). Outsie consultani(s)

(5).

.162
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aNTRAL 6FFICE INTERVIEW
Page 7

1

A

2k, How'are qualified presentor; selected to conduct inservice?

-21., How was the inservice evaluated?

2n. What other staff development actfyitihas the di ict considered andIt
2m. How have students benefitted-from the staff devel nt?

'not proOded? 2o. Why not?

2p. What other staff.development activities'might t; -district provide in
the near future (this year or.next)?

3a. As a result of desegregation, has your district init a bilingual,
curriculum?

(1)t Bilingual
curriculum

(2). Multicultuell
curricutum

(3). Compensatory'
education

(4)(\ Promoted .celebra-
tion of ethnic
hol i days

(5). PromoteorileSegrega7
tion.of extracur-
ricular activities

(6). Other (specify)

b. Did this help in c. Part of
your desegregation' desegregation
efforts? plan?

YPS No Yes No

Y N Y N

Y.

Y V. N

'Y N Y N

.Y N

4 . Would you say that.students.of differeht races

Yes No

Y N

Y N

in your district get'along
very, well, satisfactorily, or not well at all?

Very well . Satisfactoril; Not Well

(1). Students/students 'VW NW

How about,.(2tudents_ and teachers
7ffifferent races?

of
VW NW

(3). Teachers/teachers VW S NW,

*P., .

14). Teachers/parents VW S NW
.i.. ,

,



CENTRAL OFFICE INTERVIEW
Page 11,

I

(5): A(OministratorS/students

(6).-Administrators/teachers

(7). Administrators/parents

.Very welT Not well

VW S - NW

VW AS NW

Vii NW
. ..,

4b. (If mone than two.racial groupt are invoived in the desegregation,plan.)
, . . ..4 ,

(1-a). Are students' race relationT.Letter between any two'groups than any
-two7-(1-b). Whtch-twg-groupshave-Oe-,bestrelutionsr (1-4.-Which the
worst? (1-d).'What causes fhls?

, (2-a). 0o0s any minority grOup seem to have more difficulty.with desegre-
/ gation than others?.. (2-b). If sp, whom? (27c). Why does this si.tuation

exist/

5. Has the district taken any, specific action to imvrove rac'e relati.ons among

different groups?

a. No
. .

b.
,

Yes c. Please describe these actions
4

. 0

6a. Has district policy about discipline cAanged as1 result of desegregation?

(O. No/ (2). Ye; '(3)... How?

6b. Since desegregation began, has there been more, fever, or the:same number
of suspensions?

_

(1). Suspenions

(2). .Expulsions

(3). Conferences with parents,about
disruption by child .

(4). Corporal puntshment-
(,

(5). Other (si.)ecify)"

More Fewer Same, Don't Know

S DK

.F

F

DK

DK

DK

OK

6c. Proportiorate to enrollmeht:\did,thk,sipe perce'ntage, percentalje,

or larger erGentage of minpri-ty students receive disciplinary action
than majority students?"'

(1).. Smaller/ ,2).. / Same-/ (3). Larger

6d. 'Why? f'



-> -

tNTRAL OFFICE INTERVIEW
Pace 9

4.

, 66: (1)., Since desegregation, what has been the major discipline problem?
12): How large a,problem is-this? (How many instances per month, % students
involvtd,.ec.)

Has there been tracking, ability grouping, oe clustering o.f minority
students since desegregation?

(1). , :Tracking/ (2). Ability grouping/ (3). . Clustering

,6g. What has/have been the effects of this?

7a. What 'other administrative efforts have-been made-by the-central-office
to facilitate desegre§ation?

(1). rund soliAation/ (2). Facility.or equipment improvement

(3).: Program planning/ (4). Other

7b. What vire ihe e7ects ch?

(Schools within the'districta

1. .(a)' Which school in, your istrtct has- been most stictesSful in its desegre

tion effort?

(b) Why do you think this school is m e successful than other schools?
(c) What has this school dohe d ntly from-other schools in the district?

(a) What are teachers doing that faciliptes desegregation/integration?
(b) How did you find out about these efforts? (c) How do others in the

district find out?

.F. (To evaluate the provess ofiyour district overall):

1. (a) What desegregation-related'problems faced by your district do you think

have been resolved Or are beingl,resolved? "(b) How? (May have already told

how. If so, skip to nekt'l)

What desegregatiorf-related problems remain to be resolved?
-

(a) Whiat 'other strategies or methods for iriiplementing Isegregation have

you heard of, or thought of, that you have not yet tried but may in the

future? (b) Why?

:1
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State Interviewer

District Date of Interview

School

PRINCIPAL INTERVIEW - Summarjof Interview

Name of Persbn ,InterViewed

Current Position

Previous,Position(s) Held'

A
Code No.:.

Ar: 20-29 30-39 40-49 Over t0

'ex: M

Race: Anglo Black Span/4) Surname -Other

F

Education: Final Degree

,Training Related t6 Desegregation:

Specialiiation

4w
Personal involvement in desegregation in this schOo/district:

Limited . General . Inydepth

INTERVIEWER'S POINTS-TO-NOTE";

Time:

166.



PRINCIPAL INTERVIEW

A. (Backtjround InformatiOri.)

1. For how many years have you been a in this district?

a. less than 1 year b. 1-2 years c. 3-5 years

6 to 10 'years e, If over 104 years, exact years

_( ow, more directly todeserexjation..

la. What does the term "desegregation" mean to you? (Check each response
mentioned.)

(1). End of segregation.

(2). Bringing students of different races/ethnic groups together
in schopls.

(3). Racial -balancing.

(4). Includes teachers and staff as well as students.

(5). People of different races,cooperating with and understanding
each other.

(6). Busing.

(7). Other (specify):

(g). Other (spedfy):

lb. Does "desegregation" mean the same thing to you as "integratiOn"?
(No "right" or "wrong!' answers.)

(1). Yes/ (2). No

(3). How do they differ?

167.
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PRINCIPAL INTERVIEW
Page 2

2a. What agency ordered desegregation of this district? (Check each named.)

(1). Federal court . (4). State court

(2). U.S. Office for Civil (5). Other state agency
Rights (specify):-

(3). U.Sx Justice Department
(6)b this district .

(4). Other'feder'ar agency
(specify): (7). Other. (specify)

2b. What are the goals of desegregation for this district as $et by (agency
which ordered its desegregation)? -

2c. Have these goals been met?

(1). Yes/ (2). No

(3). If no, why,Oot?

(0. How close is the.district to meeting them?

2d. What to you are the goals of desegregation?

(1). Same as above/ (2). Different from above

2e0 Have these'goals been met?

(1). Yes/ (2). No

(S). If rm, why not?

(4). How close is the
district to meeting
them?

c

3. What has been your personal Involvement with the district's desegreOtion
process? (Interviewers will define terms.)

0). Limited/ (2): General/ (3). Indepth

(Community and parent involvement.1

1. When the district first beban to desegregate, was the overall atmosphere

in the schools?

a. Calm/ b. 'Mild disruption. c. Whft was done to resolve*?
$

.

cf. Anticipated crisis. e. What4irs done in preparation?

f. Crisis.. g. What was done to resolve the crisish: How effective

. was it?
..

168
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PRINCIPAL INICIVIEW
Page

1

2a. What racial groups are present in your community?

b. Are they more or less
. supportive of desegregation

now than when desegregatiob c. Included in

began? desegrega-
(Circle one for each.) tion plan?

More Less Don't Know

(1). Hi§panic (specify)
L DK

(2). Black (Afro-Nnerican) H I DK

(3). American 'Indian .(specify)

(4). White (specify)

DK

DK

,.
.11.1.1.111

We want to find out how your district has promoted tommunity involvement
and sought to improve communication with the-community. Did the district
use:

b. Was it effective?
Yes No Very Nose Somewhat

(1). Rumor/information center Y N .1/ NS
(2). Ditrict/school-community liaison

or advisory groups Y N V

(3). Media use (press release, press
conferipce, interviews, etc.) Y V

(4). Written information to parents
or others (includes'newsletters,
other) Y V

(5). "NeighborMood coffees" V

(6). Public forums, specifically
arranged to discuss desegregation

(7). Speaking to church/social or other
groups

(8). Community liaison wOrkers

(9). Human relations or other tivaining
for parents/eoMmunity

%.,

(10.) Community centers in schools

169

S

Y N

1

V N S

N "S.

V N S



PRINCIPAL INTERVIEW
Page 4

a

(11). Parents as school employees r--

(12). Pa-rents as volunteer aides in the
school; how used?,

(13). Parents/community members as
classroom resources

(14). PTA

(15). Other parental involvement
activities (specify)

(16). Other community involvement
activities (specify)

(17). If parents are non-English
speaking, are communications
with them bilingual?

Yes No

Y N

Y N

Y N

Y N

Y N

N

(Was it effective?)
Very None Somewhat

V N S

N S

V

V N S

V

V N S

A When-desegregation was started in your district, did ygur city's m4,yor
take a positive public stand toward it, a negative stand, or no position
at all?

Positive Negative No Stand Mixedt

a. Mayor P N NS M

How.about b. the city colincil? P N NS M

c. the police chief P N

d. business leaders P N

e. religious leaders P N

NS

NS

NS

f. central office administrators P N NS M

g. scbool board P N NS M

h. principals P N NS M

i. instructional personnel P N NS M

j. ciAl rights leaders P N NS M

k. minority group leaders P N NS M

5. (a) How did the media (newspapers, cadio, television) portray desegrega-
tion efforts? (b) Effects? (c) What was their primary wurce of'
information?

170
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PRINCIPAL INTERVIEW
Page 5

D. Now, I Am 901719 to askyou some questions about the methods used here in this
district to Viplemerit desegregatiOn/integration with stalf7771-671-1-y, ani

tudents.

la. Was teacher/staff reassignment used in this district to. help desegregate

facuTIT-0117-6-your schools'?

a. (method above)

Did your
district b. Increase the number of

minority staff?

How about c. Any Other (specify)?

Yes No d. How well has it
worked?

Y.1 N

Y N

Y N

e. Any problems?

Tip

2,a. We want to"know what staff development activities the central office has

provided school personnel to assist them in implementing desegregation;

has the district provided:

b. .c. Who
CD

Nowt in attended? , --

Yes No training CO-Pr-T-C-NC-Pa-S -0

(1). Training for evaluation and
use of multiethnic materials Y N CO Pr T C NC Pa S

(2). Communications skills trai6ing Y N CO'Pr 141C NC Pa S

(3). Training in cultural awareness,
stereotyping Y N CO Pr. T"C NC Pa S

(4). Training in ethnic linguistic
, patterns Y N CO Pr_T C NC Pa S

*

(5). Training for evaluation and . y

use of bilingual materials Y N CO Pr T C NC Pa S_

(6). Classroom management training Y N I' . CO Pr T C NC Pa S

(7).1-Disciplinary skills training Y N CO Pr T C Nt Pa S e

(8). Behavior modification training Y N CO Pr T 'C NC Pa S

(9).reaching effectiveness training Y N . c0Tr T C NC Pa S ,

\

(10), Leadership effectiveness
training Y N CO Pr T C NC Pa S __...

t

(11). Values clarification training Y N CO Pr T C,NC Pa S

(12). Reality Therapy training Y N CO Pr T C NC Pa S



PRINCIPAL INTERVIEW
Page 6

3

(13). Other (specify)

(14). Other (specify)

(15). Other (specify)

(Hours in (Who attended?)
Yes No training) CO:pr:E.g.7.471L-5,

Y N CO Pi. C NC Pa S

Y N CO Pri,C NC Pa S
:

N CO Pr Irrt-NC Pa S

As a result of desegregation, has your district initiated a bilingual:
curritulum?

(1).. Bilingual

curriculum

). Murticultural
curriculum

Yes

'1)id this-help in

your desegregation
efforts?

, Yes No

c. Part of
desegregation
plan?'

Yes No

Y N Y N Y
,

(3). Compensatory .

education Y N Y N Y

(4). Promoted ce1ebra-
tion Of ethnic
holidays

(5). Promoted desegrea-
tion of extracur-

,

ricular activities Y

(6). Other (specify) Y N Y N

1. ,
Would you say that students of different i-aces in your- clistrict get along
very well, satisfactorily, or not well at all?

\

Very well Satisfactorily Not well

(1). Students/students , VW

How about (2). Students and teachers of
different races?

(3).-1-eachers/teachers

(4). TeacherWparents VW

(5). Administrators/students VW

(6). Administrators/teachers VW

(7). Administrators/parents VW

172 . 190 .

S NW

VW . S . NW

VW S NW

NW

NW



PRINCIPAL INfERVIEW
Page 7

4b. (tf more than two racial groups ace involved in the desegregation plan.)

(1-a). Are students' race relations better between any two groups tIlan

any other two? (1-b). Whtch two groups have the best relations?
(1-c). Whicythe worst? (1-d). What causes this?

Does'any filknority group seem to bAve more difficulty with desegre-
gation than others? (2-b). If so, what? (2-c). Why does this situation
exist? ,

A

5. Has the district taken any specific action to improve race relations amdng
different groups?

a. No

b. Yes- c. iPlease describe these actions

6a. Since desegregation,"have.student discipline problems in the school
increased, decreaspd, or remained about,the same?

(1). increawd/ .(2). . remained the same/ (3). decreased

6b. Has school policy about discipline.Changed as a result of desegregation?

(1). No/ (2). Yes V): How?

6c. Since desegregation began, has there been mOre, fewer, or the same number

of suspensions in your school?

More Fewer' Same Don't Know

(1). Suspensions M F S DK .

(2). Expulsions

(3). Conferences with Parents about
disruption by child

(4). Corporal punishment

(5)-20ther (specify)

DK

'S DK

S OK

DK

6d. Proportionate to the enrollmeqt, did the same percentage, _smaller percentage,

orslarger percentage of minority students receive disciplinary"action

than majority students in your school? 4

(1). Smaller/ (2). Same/ (3). Larger

6e. Why?

.

-6f. Has there been tracking, ability grouping, or clustering of minor'ity students

since desegregation in your school?

(1). Tracking/ (2). Ability'grouping/ (3). . clustering



PRINCIPAL: INTERVIEW
Page 8

69. What has/have been.the effects' of this?

7. (a) What are teachers doing that facilitates desegregation/integration?
(b) How did you find out about these efforts? (c) How do others ift,the
district find out?

Besides what you hav already told mewhat else have'you done or)Are you
doing to facilitate, esegregation or Wye desegregation-related problems?

9. (a) What do you think are the mpst effective aclions taken by the school
.

'to facilitate desegregation? (b) To resolve desegregation-related prob)emt?

E. (To evaluate the progress of this school.)

1. (a) What desegregation-related problems:faced by your school do you*think
have been resolved or are being resplved?_ (0 How? (May-have already talc'
how. If so, skip to.neXt.)

2. What desegregation-related problems reMain to,be resolved?

3. (a) What other strate'gies or methods for implementing desegregation have
you heard of, or thought of, that you have not.trted but mAy in the
fUture? (b) Why?.

4. (4 Based on your experience her& and your .knowyge orwhat hasjeeen
haOpening in other distrIcts,(both) tn this state and nationally, what (16'
you believe are the most effective)lietho4 for resolving problems relaed

jto desegregation? (b) Why these Methods?

,



State

Diftrict

School

Interviewer
4

Date of Interview

TEACHER INTERVIEW - SuinmaCof Interview

Name of Person Interviewed

Current Position

Previous Position(s) Held

Code o.:

7

Age: 20-29 / 30-39 - / 40-49 Over. 50

/
Sex: m

Race: Anglo Black \ Sp4lish Surname Other '

Education: Final Degree
# , Specialization

AO
Training Related to Desegregation

Personal invc/vement io desegregation in this school/district:

Limited . General In-depth

INTE6IEWER'S "POINTS-TO-NOTE":

. AI, Time:

175 193'
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TEACHER INTERVIEW

A. (Background Information.1
-7

I. ,What arelour main responsibilities in the sehool?:

a. What do you teach?

b. What grade level(s)? ),

2. Do yoU have any additional duties? Do they include any of the following?
(Check each response that is ment1oned40)

a. hall duty

b. class sponsb.r.

c. departmental chairperson

d. committee chairperson, member

e. other (specify)

3a. ftglonghaveyoubeenwiththisschooll/

(1). less than 1 Year

,

(2). 1-2 years

(3). 3-5 years
0

(4). 6 or more years, if,more specify

3b. With other schools or positions in thiS district? (No. of years.)

3c. With other districts? (No. of years.)

B. (Now, more diredtly to desegregWon:.

la. What does the terM'"desegregation" mean*to you? (Check each response.
mentioned.)

(1). End of segregation ,

(2). BringtngfStudents of differentYacesiethnic groups together

0
in sch90,S.' , .

_...7--

/

Ra

Incl es teachers and staff as well as students.

People of different races cooperating with and understanding
each other.

**, 176
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TEACHER INTERVIEW
Page 2

(6). Busing.

4.

(7),-Other (srlipify):

lb,t Does "desegregation".mean the same thing to you as "integration*?
(No "right" or "wrong" answellk.)

(1). Yes/ (2). No

(3)i How do they di fer?

C. Now, I am g9ing to-ask you some questions about the methods Used here ip this
district.to bring about desegregaIfon. .

la. Have you taugAt injlesegregated schools'prior to being here?

lb.

(1). No/ (2). Yes

If so, what ethnic groups were includqd?

N,
(1). Hispanic (specif)

(2). BlaCk (Afro-American)

(3). American Indian (specify)

(4). White (specify)

(5). Other (specify)

(6). Other (specify)

(7). Other (specify)

2a. Is your classroom desegregated.now? (1). <No/ (2). Yes

26. If so, what groups are included?

(1). Hispanic, -

(2). Black (Afro-American)

(3). American Indian
4

(4): White (Anglo)

'. (5). Other (specify)

, .7)



TEACHER INTERVIEW
Page 3 .

38. -Has (increased number of minority staff) been used in this school to
.

desegregate classrooms and extracurricular activities? ,

. b. Was it effictive?-
Very. likt Somewhat

(1). Iftre6sed n'ymber Of 'minority'staff. Y N . V N 4

(2): Use of multicultural materials Y N V N S
,'

(3). Eth1)'ic/cu1tura1 activities 4' Y 44 V N $

(4). Pup4l interethnic peiring groupIng Y - .N V N -S

?(5). Other,(specify) V N V N S

4a. Have you used (seating arrangementt) in yourown claisroom to desegregate
classrooms and activities?

(1). Seating arrangements

(2). MulticultUral materials

(3). Human 'relations activitie's for
students

(4): Films, other 4dio-visual aids

W. Other (specify)

Yes No
b. Was it effective?
Very. Not SpmewhaI

Y N -V NS
Y N V N S

V N V N S

:

Y N V , N S

Y N V N S

5. (a).Have you heard of any techniques or strategies attemRted by other teachers
to facilitate the desegregation of students? (b) What worked best for them?
(c) Least?

6a, Has your school used (telephone caCls by faculty) to communicate with
minority-majority parents?

b. Was it effective?
Yes No Very Not Somewhat

(1). TelePhone calls by.faculty Y N V N S

(2). Newsletters/written information YN V.NS
(3). Media adveWsing Y ,N V N S

(4). "Back tck school". night N V N S

(5). Home visits to students' homes 'Y N V N S

(6). Other (specify) Y N V N S

178

96



TEACHER INTEROEW
Pap 4

Yes

411.

(7). If parents are non-English speaking,
are communications bilingual? Y . N

t

6c. At school-parent-community meetings, are both minorities/majorities
represented? (1). Yes/. (2). le" No. (d) Proportional to
population? (1). -----Vis/ (2). ----`-go/ , (3). % .

(e) In schools wh'iTi-iNis is a problem, what can be done to increase
attendance of dll groups? (f). What miOht work but has not yet been tried?.

7a. Have your efforts to communicate. with Orenti increased/decreased as a
result of desegregatiin?

(1). Ye's/ (2). No/- (3). tic> change

7b. If you do. make an effort to communicate with parents, is it usually An
regard to:

Yes No

(1). Discipline problems in.your classroom? Y N

(2). Child's progress? .Y N

(3). InOte them to a school social?' Y 'N

(4). Other (spectfy) Y N.
A

8a. Have you heard of any techniques or strategies-tried by other teachers
elsewhere to communicate with parents? (1). Yes/ (2). .No.

(b). What were they and how well did they work?

9a. Have any district-wide changes been made in the curriculum (e.g.,'bilingual
education) since desegregation?

Yes No
b. Was it effective?

Yes No Somewhat

(1). Bilingual education Y N Y N S

(2). English as a Second Langulge
programs Y N YNS

(3_1. Compensatory education Y N Y N S

(4). Multicultural education Y N Y '5

.(5). Other (specify) Y N ,YN S'

9c. Were you involved tn the decision-making process for any curriculum changes?

(1). Yes/ (2). NO .
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.*TEACHER INTERVIEW,

Page 5

9d. W441 these changes, if any., mandatory

voluntary

9e. Nhat were the effetts of the thanges on you and your studentsr .

(1). Significant effect , goiitive .NegAtive

(2). Some .

%

(3). No effect

Position! Negative

9f.- We-want to kriow what staff development activiiiev the central office has-
provided school personnel to assist them in implemqnting desegregatibn;
has the school provided:

g. To what degree did it
help you?

Yes No Much None Somewhat'

(1)4 Training for evaluation and
\use of multiethnic materials Y N

(2), Communications skills training Y N

(3). Training in cultural awareness,
stereotyping Y N

(4). Training in ethnic linguistic
patterns

(5). Training for evaluZion and

usa of bilingual materials Y N

(6). tlasS.room management training Y N M N S
.

.

(7). Disciplinary skills training Y N M N S

,

(8). Behavior modification tra ning Y N M N S

, ..:

(9). Teaching effectiveness training Y N
,

M N S

(L). Leadership effectiveness training Y N hi N S
, 4

(11). Values'clarification training Y N M N S

(12). Reality therapy training V. N M N S

(13). Othe'r (specify) Y N M N S

(14). Other (specify) . Y N M N 5

(15). Other (specify) NY N S



TEACHER 1NTERVEW
Page 6

9h. -Did you actively partidipate? (1). No/ (2). Yes

Was the desegregation inservice s'pecified.in the desegregation plan?

(1). All/ (2). Only part/ (3). None

9j. Who tnitiated inservice/

(1).'Central office'

(2). Princi.pals

(1)-;-Teach;s

(4).-Committee

(5). Other (specify)

9k. If committee, who comPrises it?

91. Whç planned the desegregation inservic0

(1). Distri,ct level

(2). PrinciOals.

(3). Teachers

(4). Outside consultant(s)

(5). eommittee
A

(6). Other (specify)

9m, If committee planned, who comprises it?

9n. Who conduCted the inserOce?

.(1). Central office personnel (specify)

(2). Personnel in building where conducted

(31*. Other district personnel (specify)

(4), Outside consultant(s)

,.(5). Other (specify)

9o. ParticipahtS in'the inervice (those w o received training) were:

.04

(1). Central office person*1

(2). Building administrators (principals, assistant principals, etc.

4
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TtACKER INTERVIEW
Page' 7

(3). Teachers\

(4). CounsplOrs

(5). Non-certified personnel (secrefailes, bus drivers, etc.),

(6). Parents
te;

(7). Students (what level?) *(Nowselected?)

4.
(8). Other,(specify)

9p._ How was theAnservice evaluated?

9q. How have students,benefitted from the staff develtment?

9r. What other staff development activities has the district considered and
not provided? 9s. Why not?

10a. Have yoU, as, a result of desegregation, changed the curriculum (content,
materials, other) in your classes? (1). Yes/ (2). No.

.(b) If so, what? (c) What worked best?, (d) Least?

lla. 'Are teaching materials which support 'cultural pluralism available to you
in this school?

(1): Readily available

(2). Somewhat available (within library-or departMent),

(3). Inaccessible; must search for outside references

11b. What materials have you found to be most appropriate (or effective) in
the desegregated classroom?

11c. Are most of these materials:

(1). Jeacher-made?

(2)'. Commercially produced?

(3). Governmeni-printed or sponsored?

12. Do teachers of one race use teachers of another race(s) as resources for
ideas, insight, to solve behao,or problemsi.ete.?

(a) Yes/ (b) N9
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'TEACHER INTiRVIEW
PAGE 8 . #

13a. Would you say that students of different races in your district get along
very well, satisfactorily, or not well at all?

Very well Satisfactorily Not well ,

(1). Students/students VW S NW

/ fo'

Now about (2). Students aneteachers of
. different races? . VW S NW

; 4.

(3), Teachers/teachers VW NW

(4)T Teachers/pai-ents VW S

(5). Administrators/students VW S , NW

(6). Administrators/teachers VW S 'NW

(7). Administrators/parents &J.,.., VW S NW

13b., (If more than two racial grobps are involved in the desegregation 'plan.)

-

(1-a) Are students' race relations better between any two groups than iny

other two? (1-b) Which two groups have the best relations? (1-c) Which

the worst? .(1-d) What causes this?

(2-a) Does any minority group seem to have more difficulty with desegre-

gation than others? (2-b) If so, whom? (2-c) Why does this situation

exist?

14. Has the district taken any specific action to.improve race relations among

different groups?

a. No

b. Yes c. Please describe these actions

15a. .Have you'made any changes in your teaching methods Vecause of desegregation?

b. Indicate effectiveness on
Yes No 1(least) to 5(most) scale

(1). Individualized instruction Y' N 1 2 3 4 5

(2). Group work Y N 1 2 4 5

(3): Learning centers V N 1 2 _3 4 5

(4). Written/oral assignments Y N 1 2 3 4 5

(5). Other (specify) Y N. 1 2 3 4 5



TEACHER INTERVIEW

pPage

9 ,

6: 'Besides whatyou have already told me, what else are (a) you or (b) other
teacheriNdoing to facilitate desegregation or solve desegregation-related-1

problems? (c) Have you thought or found out about other techniques you
plan to try in your class? 1,f so, what?

17.- What has been done at the school, by the:principal or others, to promote
MOT* positive,interactions between stud6hts of different ethnic groups

in.extractirricalar activities?

a. Student council

b. Sports

c. Drama

.1

d. Promote ethnic holidays (outside classroom, i e., schoolwide)

e. Other (specify)

18a. -Has desegregation affected discipline policy/problems in the schoo ?

(1). Yes/ (2). No

b. In your classroom? (1). Yes/ (2). No

c. What do you do? d. Why? e. How?

f. What do other teachers do? g. Were they effective?

19a. What do yOu think are the most effective actions taken by the principal
,to facilitate desegregation? (b) To resolve desegregation-related issues?

D. (To evaluate the progress of th-'3chool overall.)

1. (a) What desegregatiori-related issues face4 by your school do you think

have been, for the most part, resolved? (b) How?

2. Are-thee$ desegregation-related problems yet to be resolved?

1. Based on your experiences, what are some of the mor& effective methods of
rgsolving problems-which may arise as a result of de'segregating a school

system?
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State

District Date of IntOview

Interviewer .

School
av

STUDENT INTERVIEW - Sumary of Interview

Name of Person Interviewed
4

ode No,.;

Grade: Ninth Tenth Eleventh, Twelfth

Age: 14-15 16-17. 18-19

,Sex: M

Race: Anglo Black panish Surname Other

Personal invq1Apent.in desegre in this" schDdl/district:.

Limited Gene'ral -depth

INTERVIEWER'S "POINTS-TO-NOTE":

Time:

.41

p.

p.

185 -

293 .

0

_



.1i1DENT INTERVID4

A, (Backgrowd and, personil invoiverient.) .

101111

la. Where elsChave you attend'ed sthoo)? .144. Was it s'egregated?

2. Did your parents aénd segregeted/des+.egated schools?

3a. What'does the term Adesegvegation" mean,to you? .(Check:each responie
mentioneid.)

(1)..s End of'seggatiori:

(2). fircngin.g.students of diffetept rabes/ethnic groups together
. .

in schools.

(3). Racial balahcing.

(4). 'Includes 'teachers and staff as-,well as studants-.
1nr

,(5). People of different races cooperating with and underttandirig-
.

etch other.

(6). Busing.- (/
T

(7). Other (specify):

(S)s Other (specify):

3b. Does "desegregation" mean the Same thing to you as "integration"?
(NO."right" or "wrong" answers.1

(1). . Yes/ (2). No

(3). How do they differ?

4. (a) Are any Students bused for desegregation? (1). Yes/ (2).- No

(b) Are you? (1). Yes/ (2). No

(c) Have these students/you been treated any dtfferently?

(1). No/ (2). Yes (3). If so, how?

(d) Wko has treated you differently?

(e) Do you like it or nbt?

(f) If not, has the situation been dealt with (the-problem scilved )?

186 294
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STUDENT INTERVIEW
..Page 2.

t
(Present thool. sittation.) .

.
.

.

_
. .

la. ,Would you say"that students of -different races Pin yout Cristrict get along
very well, satisfactorily, 'or not well at allr".'

I.

(1). 5,tudents/stujents

How about (2). Stud4hts and teachers of
different races?.

4.

(3?. TeaChers/teachers_
.4 . .

(4). Teachers/parents , VW

(5). Administrat&g/students VW

(6): Administrators/teachers- VW
w

(7). Adminis'trat6rs/Parents VW

Very well Satisfac il Not well'

VW. S. NW

. 4

VW

vw

NW

'NW

NW

4.

NW

'NW

lb. -(If ifor0 fhan two racial groups are involved in the desegregation plan.)

(1-a). Are'students''race relations better between ihy two groups than any

other .two? (11.b). Which two groups have,the best relations? (1-c). Which

the worst? (1-d): What caLAes this?

(2-a) Does any min ity group seem to have.more difficulty'with desegre-

gation than other -(2-b) If so, whomq" (2-c) Why does this..situation

exist?,

2a. How'do you get along with (other race) students?

(1). Good Octal cohtact; have many friends

(2).. About average;:Will speak to them In or out of class

(3). Little or o social contact; neutral or indifferent

c.'2b:- Has there been'any influence frOm:
c. Has each,group influenced

.

you to get alOng with others?.
. Yes No Yes No

......... .

,

(1). peers? Y N t N
,

(2). teachers? N
. r N

.
\ 4

(3). princfpals? Y N Y N.

(4). parents? Y N Y N
,

(5). other? (specify) Y N , Y N



STUDgNT INTERIHEW
Page 3 "4.

3a. Have there been any, effOrts by individual teachers to encouragetetter
race relations between: .

41,

6

.

b. c. Were they helpful?
Yes No Efforts l'el No'*'Somewhat,

,

(1). Teachers/students? , Y N Y N S
,

12) .. Students/students? Y ) N Y N S

A. Regarding your,classes,-how would xou decrib4 your'interactions with:.

I/
.

Excellent Pair Neutral Negative

c-Your-uother race"-teachers? E F Neu Meg

IP' .

. b. Your "same race" teachers? E F .Neu Neg
.

.
. .

5a. In regard to discipline, have members of any group been treated easier

or harder than others;
6,

(1). in school?

(2).1individual classes?

6a. Does what you study in school seem td:

b. Who treated you:
No Yes-4 Easiey? Harder?

N Y

N Y

(select one) -

(1). favor one group? (2). If so, whom/

a or (3). curriculum for everyone?

6b. Do your teachers use material which includes various rail., groups?.

(1). No/ (2). . Yes 6c. If yes, all groups in your school?
'6d. more, groups than in your school?

6e. Does your school encourage the celebration of ethnic holidays?

,(1). No/ (2). Yesa 6f. If yes, whieh ones?

7a. Do members of all racial,groups participate in band, sports,,drama clubs,

cheerleaders and other school-sponsored activities? (1). Yes/ (2). po

7b. If not, dbes this cause any problems? (1). Yes/ (2). ' No

7c. How might these be solved?

- -4
8a. Do students fromcill racial groups attend school dances or other such

activities?

(9. Yes/ (2).. No
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.STUDENT INTERVIEW
Page 4.

\

8b. How about school sports events? (1). Yes/

9a. Have any activitiis been done on a whole-school basis to help develop

positive interactions between students of different ethnic groups?

(1). No/ (2). . Yes b. If so, what? c. Was it effective?

9c. initiated these-activities?

Principal

-(2). Student council/club

(3). Faculty

(4). Other (specify)

(1). Yes/ (2). No

10. Does the school/teacher use (peer tutoring) to help students who seek help

with any problems in their studies?

Yes No

a. peer tutoring

b. individualized instruction Y N

c. bilingual/English as a second language programs Y N

d, Reading/Math programs Y N

4

e. increased number of teacher aides Y N

f. vocational training programs Y N

g. (use of) community resources Y N

.'. h. human relations activit stfor students Y N

i. other (specify) Y N

11. Have there been any activities by individual teachers which:

Yes No

a. mixes the races in class?

b. separates the races in class?

12. (a) Besides what you have already told me, what else are teachers doing td

make desegregation better? (b) Worse? (c) What role do counselors/deans

have in making dese e tion better? (d) Worse?
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STUDENT,1NTtRVIEW
Page 5

13. (a).What ts the principal doing to make desegregation better? (b) Worse?

14. (a) Overall, what are the best things that have been .done by students to .

help with desegregation? (b) What.things have students done which have

not helped? (c) What can be done to change what these students do to get

them to help?

15. How would you describe the way that devgregation is working in this school?

16. (a) Which desegregation problems in your, school do you think have been

4justabout solved? (b) How was this done? (c) What problems remain

unsolved? a.,

,

C. (futve.)
.1

/
.

.
.

.

Based on your experience, what do you.think is the best way to help desegregate

a'school? (Probe for strategies and details of how to do it.)
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State

District

Interviewer

Date of Interview

PARENT/COMMUNITY INTERVIEW - Summary of Interview

Name of Person'IntervieTd

Current Occupation

Code No.:

Previous Occupation( )

Age: 20-29

Sex: M

30-39 40-49 Over 50

Race: Anglo Black Spanish §urname Other

Final Education: Grade School High School College

Personal involvement in desegregation in this school/district:

Limited . General . Ip-depth

INTERVIEWER'S ",POINTS-TO-NOTE":

Time:
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PARENTS/COMMUNLTY INTERVIEW

%

A. (Background and personal involvement.)

la. Do you have or hive you had a)school-asied child or children in school?

(1). Yes/ (2). No

lb. 'WhaNhool(s)? 4 -41Srad)? Year gradJatedl
%-

I.

lc. Did he/she change schools as part of a desegregation,plan?

(1). Yes/ (2). No

ld. Is he/she bused for desegregation purposes?
1

(1).. Yes/ (2). No

le. Does your son/daughter(s) have (other race ) teachers?

(1). Yes/ (2). No

lf. Does your on/daughter(s) have (same race) teachers?

A

(1). Yes/ (2). No

lg. Are his/her feelings (1) positivet (2 ). negative about his/her

teachers? (3) Don't know

lh. Have you met and talked with his/her teachers?

(1). Yes/ (2). No

11. If not, would you' like to?

(1). Yes/ (2). No

1j. Why htiV'e you not?

lk. How does/did he/she feel abo'ut these changes (transfer and busing for

desegregation)?

11. Whai are your feelings about deseg gation tf the schbols?

Did you attend (1) segregatedl (2) desegregated schools?



1
'PARENTS/COMMUNITY INTERVIEW

4 Page 2

.13. (Now, more directly to desegregation...)

la. What does the term "desegregation" mean to youl (Check each response
mentioned.)

(1). End of segreation

12). Bringing stydents ef,diffenent eaces/ethnic groups together
in schools

. (3) Racial balancing

(4). Including teachers and staff as well as students

(5). People of different races cooperating with and understanding
each,other

(6). Busing

(7). Other (specify):

lb. Does "des'egregation" mean the same khing to you as "integration"?

(I). Yes/ (2). No

(3)..How do they differ?

2a. What agency ordered desegregation of this district? (theck each naMed.)

(1).'Federal, court (4). State court

(2). U.S. Offide for Civil .(5). Other state agency
Rights (specify)

(3). U.S. Justi.ce Department

(4). Other federal agency
(specify) (7). Other (specify) ,

(6). This district

2b. What are the goals of desegregation for 6is district as set by (agency,
which ordered its desegregation)?
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PARENTS/C0kMUNITY INTEFOIEW
Rage 3

,

2c. Have these goals bee4.4set?,
#

(1). Yes/ ?), No

(i). If no, why not?
I.

(4). How close is thP.district to meeting them?

2d. What to you are the goals of desegregation?
*40

( 1 ) Same as above/ (2). Different from above

fe: Have thise goals been met?

(1). Yes/ (2). No

(3). If no, why not?

(4). How close is the district
to meeting them?

,

3. How hAwe you been involved with the district's desegregation process?
4

(1). Very little?! (2). Somewhat?/ (3). Quite a bit?

(tommunity and parent involvement.)

I. When the district first began to desegregate, what were khings like in the
schools?

-
a. Calm?! b. . Some disorder? C. What was done to work it out?

d. Possfble trouble? e. What was done to meet this problem?

f. Trouble? g. What was done to solve the trouble?
h. How well do you think it worked?

2a. What racial groups live in your community?

. b. Do they support ot not support desegre7
gation more-now than they did when
desegregation began? (Circle one for each.)

kore Less Don't know

(1). Hispanic (specify)
(1) .M L DK

.(2). Black (Afro- ericari) (2) M Dk

(3). American I ian (sRecify)

(3) M DK

. (4). White (specify)
(4) M

194212
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PARENTS/COMMUNITY INTERVIEW
Page 4

3a. Is a monitoring.committee included in the district's dlesegregation Rlan?

. (I). 'test (2). No

3b. If so, about how many minority parents-ere members of it?

Percentage,10.
iL

(I). Minority parents .

(2). White parents 4

(3). Other communitylpmembes-(spegify)
-.

(4). Schoo administrators

- (5). School board members

(6). Teachers

(7). Students

(8). Other

4a. We want to find out what ways. your district and school used community
involvement in its desegregation plan md-how they cdhmunicated with
the community. Did they use:

b. c.

Was it helpful? Did You take
Yes N Yes No Somewhat part in:

(1). Rumor/information center Y. N N S

-4k

(2). District/school-community
liaison r advisory grcups

(3). Media use (press release,
press conference,
interviews, etc.) Y N 'Y

(4). Written information to
parents or. others (includes
newsletters, Other) V N Y N

(5). "Neighborhood coffees" V N Y

(6). Public forums, specifically
arranged to discuss
desegregation.

(7). Speaking to chur'ch/social
or other groups

(8). Community liaison workers

Y N Y

195
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PARENTS/COMMUNITY INTERVIEW
liege

Yes'

(9).,Human relations or other
training 1pr parents/ .

communitir Y,.// N ..Y N S
,

(Was it helpful?) (Did you
Yes No Somewhat take part in:)

-

(10). Community centers in schools Y;4.,. N Y N S

(11). Parents as school employees Y N Y N

. (12). P.arents as volunteer aides
in school, how used?

. .

17_
N S

:

(13). Parents/community members as
classrooln ces

(14). PTA

(15). Other parental i v6lvement
activities (speiFify) Y N

_

Y o N

Y N

,

(16). Other community-Mialvement
activities (specify) Y N V N S

4d. If some of these did not work too well, how might they have worked better?

5. When desegrAtion was started in your district, how did each of these

persons expresis their feelings about it to the publi9/
. No

a. Mayor

How about b. the city council.?

c. the police chief

d. business leaders

e. religious leaders

f. central office administrators

g. school board .

,

h. principals

I. instructiohal p onnel

.. j. civil rights leaders

k. minority group leaders

196

Positive Negative Statement Mixed
Y

P N NS M

P N NS ,M

P N NS M

P N NS M

P N NS M

)P N NS M

P

s4

N NS M ,

P N NS M

P N NS M

P N NS M

NS
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PARENTS/COMMUNITY INTERVIEW
Page 6

6. (a) How did the.newspapers, radio and television rtport desegregation
' efforts? (6) How have they reported on its effect?

uestions about the different wa s used in
our district to carr out dese at on nte rat on w t sta

.0

acu t

K an stu ents.

1. Was feacher/staff eeassigpment used in this district to help desegregate'
teachers, principals, counselors, and others within your schools?

a: (method above)
idimptUr

ZITstrict b. Increase the number of
minority staff?

How about c. Any other (specify)

11%

z

Yes No d. How well has
it worked?

Y N

e. Any problems?

Because of desegregation, has your district started bilingual education
in its school program?

Yes No

a. Bilingual ,'educatioji Y N

b. Multicultural edu tion Y N

c. Compensatory education Y N

(Title One FT, HS, etc.)

d. Other (specify)

3a. Would you say that students of different races in your district get along

very well, satisfactorily, or not well at all?

Very well Satisfactorily Not well

(1). Students/students VW S NW 111411

How,about (2). StudentS and teachers of
different races? VW S NW

(3). Teadhers/teachers VW S NW

(4). Teachers/parents VW S NW

(5). Administrators/students VW S NW

(6). Administrators/teachers VW S. NW

(7). Administrators/parents VW S NW



PARENTS/COMMUNITY INTERVIEW
Rage 7

4b. (If Mort thin two racial groups are involved in the desegt.*tation plan.)

(1-a) Are students'. race relations better between any two grotips than
any other two? (1-b) Which two groups have the best relationsT
(1-c) Which 101 worst? (1-d) What causes this?

(27.8) Does iny m ority group seem tolhave more difficulty with desegre-
gation than other ? (2-h) If so, whicb? (2-c) Why does this situation
exist?

i?

5a. His district.policy about discipline changed as a result of desegregation?'

(1). No/ (2).c Yes (3). HoWs

5b. Since desegregation began, has there been MTV, fewer, or the same.number
of suspensions?

More Fewer Same Don't know

(1). Suspenstons
11.

F S DK

(2). Expulsions M F S DK *

(3). Conferences with parents about
disruption by child 1 M F S DK

(4). Corporal punishment M F S DK

(5). Other M '-. F S DK

5c. Did minority or majoilty students get dis,Ciplined more when desegregation
started?

(1). more minority/ (2). more majority/ (3)- about the same

5d. 'Why do you think ths was so?

6a. What has desegregation done to these things in your Child's school:

Improved No Change Worse b. Why or how
can you tell?

(1). School facilities/equipment I NC W

(2). Education in general i NC. W

(3). Academic achievement I - NC W

(4). Extracurricular activities I NC W

198
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PARENTS/COMMUKTY INTERVIEW
Page 8

What about student participation in extracurricular activities: do minority
students at the school participate in these activities?

a. Band

b. Speech

c. Spo.rts

d. Drama

e. Cheerleaders

f. Student co6cil

g. Social clubs

h. School clubs

Same More Less Don't kriovi

DK
'0

.S M I., DK

. .

AS M L DK

'5 M L DK

S M L DK-

S M L DK

DK

S M I DK

8a. for any extracurricular activities that you said were ,"1111011"*" or "less',"

does this cause any problems? (1). No/ (2). Yes (Explain).

8b. If so, what might be done to solve the problem?

9. (a) What is the principal doing which seems to help with de6egregatiohr
(b) What are teachers doing? (f) How do these seem to work?

10. (a) Do you know of any school district activities to help teachers work
better with desegregation-related problems and issues? (1). 1r No/

(2). Yes. (b) Could you tell me about them?

11. (a) Do you know of any actions taken by students to solve desegregation-
related problems? (b) How have these worked? (c) Have any not been good
for students? (d) Tell what some were. (e) What might be done'about

these?

12: How would you describe the overall progress of this school district toward
desegregation/integration?

13. (a) Which desegregation-relaied problems fated-py the schools do you think
have been solved? (b) How? (c) What problems remain unsolved?

E. (Future.)

Based on your experiencW, what do you think is the besi way to help desegregate

(school? (Probe for strategies and details of how to do it.)

199 2 7
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.DESEGREGATION PROBLEMS ktIAINIft
44 Art.. I ip

- B Blac * Total

L i *---- - ----- --------- ,........44-
M R M1 5 il C

PROBLEM

J

LEA

CO

211111110AkilLIIIMOLLIIIIMIMMIIIINIE111111111dMILIELLIIIIIMIIIM

1

Ps TcRr

1 1 2

S

1 1/2.

41 .

5 1 2 1 9

_.....

.

7 3 2 1 13

Quality of,education
Equal educattonaf .

opportunily: 1 1 1 __.
1 1

1

1 L. 1 1

1

2

---

I
4

2
Tederal..die-§ions

Iregulations) 1 1 1 . , 1

Student participa-'

'Von/involvement 3
4 2 2 4 3 . 7

.

2 1 13 2 2 4,

,'1

8 14 2' 1 25

Minority staff
hiring (need more) 2

,.

,

4 1

.

1 1 1 2 5

r

2 7

More parent involve-
ment 2

.5 4 9

.

.

31 4 9 5 14

Mid- ear chan:eo er 1 1

. 1 1 2 1 3'

, sc p nary pros ems
,

9

Attitudes '-r.Adm/fac/

stu/paP 3 1 1 2 2 4 1 2 1 4 5 2 2 1 5 7 8 3 1 19,

Tiore communication

among adm/fac/

stu/ ar t
.Schwl

1 1. 1

,

1 1

,

1 2

.

2 1 3 1 5

as a resource

for parent's 1

.

,

. ,

1' 1 6'V
1

rnhancing eh il d ' s

self-concept 1

,.--

r 1 1 1 1

Oudating Children.

.about racial

IT,E0.j.I.Y./
Rimyriti -nesponsibili-

41tY ih leadershtP

.

.

1 1

.

.

,
....

1

1 1 1

_

2 2

Cdltural awareness
for teachers L 1

.

fr

.

.

.1 .3 4

Propouts
1

1 1 r 1 2

Attendance 2 1 1
1 1 1 1 1 s I 3 T

.
S

Unfair testing .of

, minority students 1. 1 1
1 . 1

.

1 1

.

2

Grouping students 1.'' 1
1

A
2 2

Student/parent apathy 1,'-.
1 , 1 1 1, 1 1 2_ ,

4

22
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DESEGREGATION PROBLEMS REMAINING KRtt A a A410 RA ' Rama .AMOPICAR

(Cont'd) 8 m Black T flotil .

Hwti

PNIB EM LEA 111:11111111111MMIL11111111:11111111MILIIIIMINUM11111111311111111011.1111:1111111111MINALII11111EL

.

ch

,

2 1 1 2

..

1 2 1 4

School facilities/ at
equipment (inferior
for minorit 2

n egra og no
working (problem
of race relations) 1 1

'2

1 2
.

.
1 1 2-

gacial balancing
--. . 2 1 1 1, 1 3 1 t

Hove 6th grade to 11

junior high 1%

eN:

i

1 1

, .

1

pNAlifiediteachers 1. .

1 1 11 1 464 g -I 2
More inservIce 1

, or 1 1 1
More multicultural

materials 1 . , 1 1

.

1 .1

,

1 1 2
Team teaching, (B/W) f i 1 .

,
1 1

More sensitive
teachers (to
minority students) 1 ,

,

.

- 1

%

1 1 1

Curriculum for
everyone 2s _ 2 2 4

,

2 2 4'

More money for
classes i 1

..

1 1

r V
1 1

.

2
Open campus concept 1 1 1 I
Homeroom policy 1 4 1 1 1

. 1

Advisor/advisee
program 1 1 1 1 1

Grading & attendance
systems 1 . .

1 1 1 1

Inteerate communit I 1 , 1 1 1
'ac a ea ance n

sqcia] actjvqitu 1 . 1 kl 1 1

tusing (mostly be-
cause of problems
with extracurricu-
lar activities) 1

-

.

,

4

1 2 1

0.

Student interest jn
lparning 1

,

- 2_ 1 3 2_ 1
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PROBLE LEAs

Improve athletic
program 1

Upgrading bilingual
_program 1

Racial isolation 5
district & schools 1

None solved 2

bonTt know

DESEGREGATION PROBLEMS REMAINING -mu.: A ' 141110 t,/

Cont'd) B Black
H Hisianie

fi

11lLlleLkllkilLIIIIIIIIJLLIIIIUILIIIIAILillMSLIIIIIIIMIE '

T1A riii1VU &AI iiIriI
T Total

1 1 2 1

4 4
1

TOTALS 8 5 2 15 4 8 12 15 26 6 3 50 23 21 9 2 55 23

I

223

1 1

1 1

1 1

t 1 4

19 6 6 54

1

1 1

4 4
1412 8

72 79 24 11 186
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_PROBLEM

cq
_LEAs *A H NA T

.
Busing 4

f 'Decl ared unitarY ¶ ,

Kid-term changeover 1 1

Curricul or .5hanges 1

tudent parti ci-
paVon 2

Atti tudi nal
improvement 3

Open enrol law t 1

Student/faculty
reassignment 1 1

tnhandng sel f-
concept of
chi 1 dren 1 1

Publ i c rel ationS

' 0iv effort.
CA) Raci al i ssues

Zonin 1

u en con uc
Better faci li ties

equipment/
materi al s

Federal court
dectsions 1

kaciali balancing' I
Better comunication 1
Grouping .of students

s topped) 1

_Homecoming procedure 1
161 te flight 1

Good rapport between ,

students 1

Quali ty of education 1
Staff .dev, for bus

drivers 1_

1

*tau! A Anglo NA Native American
DESEGREGATION PROBLEMS SOLVED B. Black T Total

Misjanic

A B NA H 1r- ttiA T A B 11 A IT
Tchr Stu.Pr

A_ ef RNA t,

1 1 2

1

1 1 2 1 1 2 1 3 6 4 1 11

2 2 I 1 4,
1 1_

. 1 1 1 1

_ 1 1 21 1 2.
,

3 2 1 6

4 1 5 3 2 1 6 3 1 4 10 4 1 15
1 1

.1 1 2

1 2 1 3

1 6 4

1 1

iti". 2

2

1 1

*16 6r Tk
1

r)
1 1

1 1 1 2 . 3
1 1 1 4

3 3

1 1 1
1

1 1

11 2
1 1

1 1 1 1

1 i1 1
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C:)

DESEGREGATICN PROBLEMS SOLVED
Cont'd

Iiftt: A a Anglo NA Native American
B Black T Total
H His anic-

PROBLEM LEAs
C6 Rr . TcFr Stu T$TA S

. : H ali : : '. : : ' '' lUir

Some resolved 1

NO` signfficant

change j 1

,

4 1 5 4 1 5
None resolved 1 1 I 1 1 1 3 1 f 2 4
No problems 2 1 1 2 f 1 f- 4 1 1

'7

1 3 2 1 7

bon't know 2 1 1 2 4 1 1 2 2 4 1 3 6 1 3 ¶3
.

TOTALS 7
,

2 1 0 10 3 4 1 0 8 17 13 4 2 36 16 12 3 1 32 18 14 2 2 36 61 44 12 5 122

228
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PRINCIPALS' STRATEGIES TO IMPLEMENT DESEGREGATION

METHOD LEA Stu ' P TOTALS
're-sc oo r en at on

5

.

1

1

1

1

1

1

2

2

2

Social -Attivities 1

2

3

4

1

1

.

4.

Equal Trealment

.
.

1

2

5

6

lr

1

2

., . 3

- 1

2

1

1

5

. 2

3-
2

4

Communicate with
Students/Faculty

.

.-1

2

3

4

6

2

1

1

1

7

_ 1

1

1

1

3

1

1

2

1

j 1Aelcoming Activities 1

Facilitator at -Workshops 71 1 1 T

Support Dfsciplining. 1

S-u'sort Teachers , 1 1

n orm 'arents tu.en s
of Ex..ctations 6 1 1

ncrease tuient
Involvement 3

4

6

2

2

1

2

2

1

'Rapport with Students/
Parents/Faculty ,

T-

'2
3

4

6

3

1

2

2

1
1

2

1

T
2

,

2

2

3

ve Stusents .utpnomy
lvositive Attitude 1

5

1

2

4

2

2

.

.

1

1

1

2

4
1

2

1

2

1

Nothing
.

0

1

2

3

4

5

6

,

oon t now

.

2

3

4

5

6

4

3

3

1

2,

1

2'

2

4

4

3

3

TOTALS

,

17 58
.

32 117
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OTHER METHODS TO IMPLEMENT DESEGREGATION

.

-METHOD 'LEA

a PJC. $

LA :8 'T A i 'rA,R T A

Equal educational
opportunities

, 17

c-

1

-2 ,

3

2

f

-10

. 2

,

1

1

1

1

2

1

2

1

otaT

_,

2 2 2 2
.

Maintenance
identity ---

of ethnic

-Federal programs

,

2

3

4

-Tc-Tiii-T-T-
1.11 1

1

1

1

1

1

2

1

1

2

_1
T 2 2 4

,

Changed from middlo school
concept to junior high
concept .

4

.

1 1

-P

Personal interviews of ell
teachers by central office 5

.

1 1 1 1 i

Volunteer teacher program 5 1 ,1 1 1 2-

Don't knoW 2
.

- . , 6-

.

TOTALS
.

.

,

.

. 7 7- 4 4 .4 1 5 15 1 16


