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PREFACE

This study examines the 1980 roles and status of black
school administrators in the Omaha Public Schools. The pri-
mary objective is to determine the perceptions of the black
administrators concerning the effects of school desegrega-
tion on their roles and status. Data for the study were
collected through the use of a researcher-constructed ques-
tionnaire that requested information on the respondents'
personal and professional backgrounds, their responses to
five research questions and six basic assumptions about
school desegregation and black administrators.
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CHAPTER I
INTRODUCTION

We conclude that in the field of public education
the doctrine of separate but equal has no place.
Separated educational facilities are inherently
unequal. Therefore, we hold that the plaintiffs
and other similarly situated for whom the actions
have been brought are, by reason of the segrega-
tion complained of, deprived of the equal protec-
tion of the laws guaranteed by the fourteenth
amendment.

This statement, an integral part of the Warren Court's

decision in Brown vs Topeka Board of Education, is represen-

tative of the court's reasoning in decreeing that segrega-
tion in public schools in the United States was "officially"”
ended.

Pursuant to the decision rendered by the Supreme Court

in Brown vs Topeka Board of Education, a process of school

desegregation was begun in the United States that was to en-
compass the entire nation in the quarter century following
its enactment. Because of the dual system of education in
southern states, acknowledging segregative intent, black ac-
tivist groups, the courts, and the federal government cen-
tered their efforts and resources around facilitating the
desegregation of southern school systems during the late

1950's and the 1960's.



Public schools separated by race on the pupil, teacher,
and administrative levels began to disappear. At first, the
transformation was token; however, after the Civil Rights
Act of 1964, in those areas of the United States where there
had been de jure segregation, school desegregation proceeded
rapidly. The objective was to eliminate all schools which
were previously identifiable as white or black.2

Federal Court dockets during this period reflected the
energetic efforts toward transition in school systems in
southern and border states. However, little attention was

given to school systems in northern states during this time.

It was not until the decision rendered in Swann vs Charlotte

-Mecklenburg County Board of Education (1971)3 that the

Court served notice that de facto segregation as practiced
in many northern school systems would not be allowed to con-
tinue. As a result of this decision and subsequent others,
many northern communities have been required to devise and
implement plans to effect desegregation of their schools,
regardless of whether that segregation was considered inten-
tional or the results of residential patterns. Therefore,
for all intents and purposes, school desegregation, in vary-
ing degrees, is a fact throughout the United States.

Black school administrators, as a role group in the
educational hierarchy, have been affected in various ways by
school desegregation. 1In southern and border states, in
many instances, to accomplish desegregation, the all-black

schools were closed and their pupils, faculties, and admin-



istrators were shifted to other schools and assignments. Al-
though black teachers were often plagued with employment dif-
ficulties, the black administrators, during this transition,
appeared to have lost their usefulness.4 Consequeﬁtly, a
significant number of black school administrators were rele-
gated to lesser positions as teachers, counselors, truant
officers, or were fired outright by school boards. In in-
stances when a black was retained as principal, as noted in

a 1972 article in the American School Board Journal, "He was

now principal in charge of maintenance, transportation (ex-
cluding bus routes), and lunches.“5

Reports from northeastern and western metropolitan areas
generally described a loss of status and responsibility for
black principals; often the change entailed promotion to
newly created administrative posiéions with fancy titles,
but little decision-making power or even continued employ-
ment in schools that were still predominantly black.

Omaha, as one of several midwestern cities to have un-
dertaken desegregation of their school systems since 1974,
has not followed the pattern of placement of black school
administrators that has been reported in southern, border,
northeastern, and west coast cities.. The majority of the
black school administrators in the Omaha Public School Sys-
tem prior to desegregation are currently working in admin-
istrative positions, and most are working in schools with

large majorities of white students and teachers.

This study investigated black school administrators and



central office administrative personnel concerning their per-
ceptions of the role and status of black school administra-

tors in the Omaha Public School System.
Statement of the Problem

The problem was to examine the 1980 status and percep-
tions of black building administrators in the Omaha Public
Schools, and to compare their perceptions of changes in their
roles and status following school desegregation with percep-
tions of the other black administrators (central office, sup-

port services, etc.) in the Omaha Public Schools.
Background of the Study

Prior to the 1976/77 school year, most of the 57,000
students in the Omaha Pﬁblic School System attended schools
that were largely racially segregated. Ten on the 73 elemen-
tary schools in the district were more than 95 percent black,
while the remaining 47 elementary schools were overwhelmingly
non-black. Many did not have a single black student enrolled.
Senior and junior high enrollment figures showed similar dis-
tribution of black and non-black students. For example, in
1975, four of the eight senior high schools in the district
showed a black student enrollment of less than 10 percent,
while one, Technical High, showed an enrollment of 81.9 per-
cent black students.6 The remaining three senior high
schools each enrolled less than 40 percent black students.

Seven of the 13 junior high schools enrolled less than 20



percent black students, while two were more than 98 percent
black.7

Correspondingly, the two black junior high school prin-
cipals in the district administered schools with more than
95 percent black enrollment, while the only black senior
high principal had a black student enrollment of more than
81 percent. All of the black elementary principals adminis-
tered schools with predominantly black enrollments.8

On May 21, 1976, the United States District Court ap-
proved a plan for the desegregation of the Omaha Public
Schools mandated by the federal courts. This plan provided
for about 9,300 of the city's total of 57,000 students being
transferred to achieve a racial balance that would approxi-
mate in most schools a representative percentage of the black
and other minority group school age populations. High school
students were not affected by this plan since, earlier in the
year, 1,400 volunteered to desegregate their schools.9

Black school age children comprised less than 30 percent
of the total school age population of the Omaha Public School
System. A net result of desegregation in Omaha is that most
of the schools in the system were comprised of a small per-
centage of black students. In 1980, few had enrollments of
more than 40 percent black students, with most enrollihg a
lesser percentage. Therefore, most of the black school ad-
ministrators in the Omaha Public School System were now ad-

ministering schools where black students were a minority of

the total enrollments.



Rationale of the Study

In the decade following the Supreme Court decision in

10

Keyes vs School District No. 1, many northern cities, in-

cluding Omaha, have been required by the courts to provide
a remedy to the de facto segregation of their public school
systems. In cities such as Wichita, Denver, Tulsa, Omaha,
and Minneapolis, where the black student enrollments consti-
tuted less than one-fifth of the total enrollments, black
administrators who were primarily administrators of schools
with almost total black student enrollments were now, for
the most part, administering schools where non-black stu-
dents comprised a large majority of the student population.
It seems that Omaha and other school systems with similar
placements of black school administrators might find such a
study of significance in their efforts to support these ad-
ministrators, and in promoting, training, and deploying
subsequent minority group administrators. Abney stated the
case as follows:

By identifying certain perceptions, positive and

negative, officials charged with the responsibility

of hiring public school employees might be better

equipped to determine those factors which will make

maintaining black administrators in leadership roles

advantageous to the successful implementation of a

unitary school system, as well as Yroviding a mean-

ingful education for all children.ll

Pozdol reported that Negro building principals and as-
sistant principals in Indiana were assigned to schools that

had predominantly Negro enrollments.12 Wilson reported

similar findings in concluding that 85.2 percent of the



black administrators in Los Angeles are assigned to schools
with 70 percent to 100 percent black students.l3 Colquit
concluded that the percentage of black students seems to be a
determining factor in the percentage of black administrative
hierarchy.l4 However, recent information concerning school
desegregation suggests that minority presence at all admin-
istrative and staff levels is needed to reinforce positive
images for both minority and majority students.15 Abney
stresses the need for minority staff in this manner:

The existing relationship between the black and

white races suggests that the education of many

white adults, like that of many blacks, is in-

complete. The educational experience of both

groups failed to provide the exposure which would

permit and encourage the development of a reason-

able understanding of people of different racial

origins. The white child, growing up and being

educated in the same atmosphere as his parents,
will continue to have many of the same omissions.

16
The Commission on Civil Rights reinforced this reason-
ing in a study that included this statement:
Minorities in positions of responsibility help
dispel myths of racial inferiority and incompe-
tence, provide positive role models for all stu-
dents, help ease the adjustment of minority
students and their parents as well as majority
teachers, and help provide a multicultural cur-
riculum.1l7
It may be that the Omaha Public Schools, and other systems
with similar racial and ethnic composition, will find this
study of value in making future assessment of the merit and
feasibility of placing more minority administrators and
staff in predominantly white schools.
Previous studies of black administrators in desegregated

school districts have indicated that many black administra-



tors have evidenced frustrations and some insecurities as to
their roles and status. Byrne and Hines concluded:

An analysis of the data indicates that black prin-

cipals as a whole are academically well prepared

and experienced but they question their opportunity

to utilize fully their talents within the educa-

tional system . . . . It appears that black

principals face a different set of problems and

obstacles in their efforts to become successful,

effective school administrators.l8
Certainly black administrators have newer roles and needs in
today's educational systems, and it was hoped that this in-
vestigation might offer some insights into the area of prob-
lems unique to black administrators that may assist university
departments of educational administration in providing more
pertinent and comprehensive preparation for black educational
administration students.

Some of the major concerns of young black college stu-
dents aspiring to become educators undoubtedly are:

"What will be the employment opportunities for

black educators?"

"Where will the best opportunities be?" and

"How prevalent will the opportunities for advance-

ment for black educators be?"
Numerous studies by government and independent researchers
have widely chronicled the loss of jobs and status of black
educators in southern and border. states following school
desegregation. Also, recent studies of northern school dis-

tricts show that there is underrepresentation of minorities

in staff positions. With the advent of school desegregation,



discriminatory hiring practices were often exposed and in
some districts were directly addressed as a part of the court

order.19

Consequently, then, it would appear that in both
the North and South the employment prospects for black educa-
tors are somewhat dismal, and the opportunities for advance-
ment to administrative positions are severely limited.
Therefore, a final major reason for conducting this study

was to ascertain the perceptions of the Omaha administrators
as to their status in the school district, and to gain their

views concerning the opportunities for aspiring blacks in

the field of educational administration.
Questions to Be Investigated

In this study information was sought concerning the ad-

ministrators' responses to the following questions:

1. How do black administrators (building and others)
perceive the roles and status of black building
administrators in comparison to the roles and
status of white school administrators before and
following school desegregation in Omaha?

2. What do black administrators see as significant
barriers, if any (other than financial), which pro-
hibit black building administrators from organizing
and operating the kind of school they want?

3. In what ways do black administrators believe cen-
tral office staff can be of more assistance in

operating effective schools for students?
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4. How do black administrators believe their talents
can be better utilized in a school or in the school
system?

5. Do black administrators believe that young blacks
should prepare themselves academically to become

school administrators?

Assumptions of the Study

In a 1977 study entitled "A Study of the Perceptions of
Black Administrators Concerning the Role of the Black Princi-
pal in Florida during the Period 1973-78," Simon O. Johnson
analyzed and reported on data secured from a sample of black
administrators in Florida in response to five assumptions
that were a basic part of his investigation. Johnson's as-
sumptions were:

1. In today's schools, the Black administrator is
an asset in fostering better human relations
among staff and students.

2. Qualified young Black educators should apply for
administrative positions.

3. Black administrators are respected by county of-
ficials and the community the same as white ad-
ministrators.

4. School administrators, teachers, children, and
other citizens expect more from Black adminis-
trators than they do from white administrators.

5. Many problems encountered by Black administra-
tors stem from places other than teacher/student
classroom situations.20

Johnson's five basic assumptions were, essentially,
adopted in this study as a means of assessing the attitudes
of administrators at the building level and other black ad-
ministrators in Omaha toward them. Johnson's third assump-

tion was divided into two assumptions that provided for
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responses by the administrators concerning respect received
from school district officials and the school community as
two separate entities. This was done as a means of deter-
mining if there would be relevant differences in their
responses in regard to the level of respect received from
each group. Therefore, six basic assumptions are advanced
in this study. They are as follows:

1. In a desegregated school system the black building
administrator is more of an asset in fostering ef-
fective human relations among staff and students
than the non-black building administrator.

2. Qualified young black educators should apply for
administrative positions.

3. Black building administrators are as respected by
central office officials as non-black building ad-
ministrators are.

4. Black building administrators are as respected by
their school communities as non-black building ad-
ministrators are.

5. School administrators, teachers, children, parents,
and other citizens expect more from black building
administrators than from non-black building admin-
istrators.

6. Black administrators encounter more problems than
non-black administrators from sources other than

teacher-student classroéom situations.
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Delimitations and Limitations

Only those persons identified as black administrative
personnel in the Omaha Public School System were contacted.
It was felt that due to the recent nature of school deseg-
regation in Omaha, a representative sample of white admin-
istrators might have been difficult to secure.

Comparisons were made between respondents identified as
building administrators (principals and assistant princi-
pals) and those identified as other administrators (cen-
tral office, support services, special projects, etc.).

Data collected from the administrators were limited to
a researcher-constructed questionnaire. Follow-up data weré
collected from some administrators by means of a personal
interview.

The study was limited to black administrators in Omaha,
because a study of all of the black administrators in one
city would seem to yield more comprehensive data than a ran-
dom study of black administrators in several cities. By
studying the total number of black administrators in Omaha,
it was believed possible to secure responses from all strata
of the black administrative hierarchy. Although there were
only 46 black administrators in Omaha, including principals
(high school, junior high, and elementary school), assistant
principals, central office staff, support services, and
special projects within the group of respondents, all of the
various administrative levels and specialties were repre-

sented.



Definitions of Terms
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Definitions of the following terms are provided to pro-

mote greater clarity in the reading of this report.

\
Building administrators -- Those persons employed as

principals and assistant principals in the school district.

Other administrators -- Administrative personnel in the

school system who serve in central office, supervisory, and
other support positions. This group includes assistant su-
perintendents, supervisors, coordinators, directors, and
community counselors. |

School administrators -- All of the educational admin-

istrators, building level and other administrators, as an

aggregate are referred to as school administrators.

Review of Related Literature

A Review of the Literature on School

Desegregation in Southern and Border States

During the first twenty years following the Brown deci-

sion much of the literature and research concerning black
education was related to black classroom teachers in the
South and changes in their status resulting from the deseg-
regation process. Research related specifically to black

21 However, as desegrega-

administrators was very limited.
tion progressed, government and independent researchers
began to focus on the tremendous reduction of black admin-

istrators in these states, and the concurrent loss of
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status by those who were retained by school districts. A
1972 study by Coffin noted:

. . . the number of black high school principals in

13 southern and border states dropped more than 90

percent during the 1960's. If casualties among

black elementary school principals were included,

the results would be even worse. 1In fact, a line

graph of the situation between 1954 and 1971 would

show a steeply deglining curve approaching the

baseline of zero.?2

The 1971 Senate testimony of the executive secretary of
the National Association of Secondary School Principals pre-
sented some startling figures on this obvious trend. For
example, in Alabama, 1966-70, the number of black high
school principals was reduced from 210 to 57; black junior
high school principals were reduced from 141 to 54.23

Georgia and Louisiana reported "eliminating" 19 percent
of their black principalships between 1968 and 1970, while
adding 75 to 68 white principalships respectively in the
same years.24 Most black principals served in predominantly
black schools. Similar reports from Arkansas, Mississippi,
Florida, Tennessee, North Carolina, and South Carolina also
provided vivid documentation of how black administrators

2

were vanishing in the South. 4>

In the border states on the Mason-Dixon line, school
desegregation, while eliminating the dual system of educa-
tion, resulted in drastic reductions of black principals,
with the exception of the big cities in those states. 1In

cities such as Baltimore, Wilmington, Louisville, St. Louis,

Kansas City, and Oklahoma City, there still remained many
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schools which were attended predominantly by black pupils and
a great number of the remaining black principals were found
in these schools.26
A look at the border states of Kentucky, Maryland, and
Oklahoma is revealing. Between 1965 and 1969 the number of
black principals in Kentucky was reduced from 350 to 36.
However, 22 of the remaining 36 were in the city of Louis-
Ville.27
Maryland showed a decline of high school principals from
44 in 1954 to 31 in 1968, while the number of white princi-
pals increased from 167 in 1954 to 280 in 1968. The pattern
was similar for black elementary principals, except in the
city of Baltimore. As the city population and, therefore,
the pupil population were becoming largely black, the number
of black elementary principals increased from 52 in 1954 to
74 in 1968. These black principals were appointed to pre-
dominantly or all-black schools.28
Oklahoma had at least 20 racially mixed schools that
had black principals in 1968. However, most were predomin-
antly black with token white enrollment.29
The methods used to "eliminate" black school adminis-
trators or to reduce their status and prestige were reported
to follow similar patterns throughout the South and in bor-
der states. The 1970 report of the National Education Asso-

ciation on school desegregation in Louisiana noted the

following methods:
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1. Outright Demotions--To teaching posts, to assis-
tantships and co-principalships, often with heavy
teaching schedules and with little or no defined
administrative responsibilities. In the most in-
stances, the reduction in status does not carry
reduction in pay; however, an emerging trend
noted, was demotion the first year of desegrega-
tion and reduction in pay the second year to
conform to reduced responsibilities . . .

2. "Phasing Down" of the Black Principals' Schools
--Task Force members found few instances where
principals of formerly all-black high schools
are retained as principals of desegregated high
schools. Where they do retain the post, it is
with few exceptions to a school that has been
reduced in grade level to a junior high, middle,
elementary, primary, or special education school.

3. Retention of Title with Diminution of Authority--
By the assignment to the desegregated school of
a white assistant principal, or curriculum su-
pervisor, who is regarded by blacks and whites
alike as the individuals who possess the real
managerial authority for that school . . . .

4. Paper Promotiomns--To token positions at the cen-
tral office, without any clear delineation of
responsibilities and without authority. Such
token titles include the following: supervisor
of child welfare and attendance, instructional
material supervisor, assistant director of
federal programs and community relations ad-
visor . . . .30

James described the pattern in this manner:

He is now in the central office where he is the
highly visible token of desegregation and director
or co-ordinator of federal programs. If not that,
he is given some other title completely foreign to
all known educational terminology, a desk, a sec-
retary, no specified responsibilities or authority,
and all this with a quiet prayer that he will some-
how just go away.

. « . Other former principals are now visiting
teachers, counselors, directors of physical plant
or buildings and grounds, librarians, book super-
visors, and a myriad of other things which defy
titles or description. 1In some few cases the as-
signments are genuine jobs with general responsi-
bilities. Most are not.31l

Coffin noted another device for reducing the authority

and prestige of black principals in his description of the
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"sham" he witnessed in one Mississippi county:

During my first day on the job I noticed that the
principal was not included in the meetings of the
instructional consultants and teachers. In and out
of his office, he was conferring and working with
the custodian and several boys hired to clean the
school. It was apparent that another man, white,
was directing the teacher ' training activity -- the
recently assigned Title III project director had
become the instructional leader of the school.
Although the principal retained his title, his
function had changed drastically. He was now Prin-
cipal in charge of maintenance, transportation
(excluding bus routes), and lunches.3

A 1977 report by Buxton and Prichard included a state-
ment by one principal that offered his assessment of how
desegregation affected black administrators:

In my opinion, the desegregation of the public

schools has been probably the greatest catas-

trophe for the model image of blacks in our time.

In fact, the black model image in our schools

has been destroyed.33

James termed the displacement of the black principals
in southern and border states as being "catastrophic," and
stated, "It would appear for the record that he is threat-
ened with extinction, and the implications of this are start-
lingly grave for Negro leadership capability in the years to

come."34

A Review of Literature on School

Desegregation in Northern and Western States

The loss of status and position or the failure to gain

such among black administrators has not been confined to

35

those states where de jure segregation was practiced. The

Supreme Court decision in the case of Keyes vs School Dis-
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trict No. 1, Denver, Colorado, was the first instance in
which the court addressed so-called de facto segregation.36
The U.S. Commission on Civil Rights assessed the decision in
this manner:

Its decision meant that countless northern school

districts, guilty of such practices as gerryman-

dering school zones, setting up segregatory feeder

systems, and assigning staff on a racially discrim-

inatory basis, would be faced with correcting these

violations of Constitutional rights.32

As school desegregation progressed in northern cities,
many instances of discriminatory hiring and placement prac-
tices were exposed, and in many districts remedies were
mandated by court orders. In the large metropolitan cities
of the northeast, court mandates, large minority student en-
rollments, and community protests resulted in increases in
black teachers and administrators, but the number of black
administrators in cities such as Chicago, Detroit, New York,
Philadelphia, and Newark increased so slowly that these in-
creases had little meaning.38 For example, in 1970 black
students represented 54.8 percent of the total student en-
rollment in Chicago, but black administrators were only 28
percent of the total number of administrators. The percent-
age of black students in Chicago increased to 59.9 percent in
1977, but the percentage of black administrators, while in-
creasing slightly to 35.8 percent, was still far from repre-
sentative of the percentage of black students who were in
the district.39

Detroit's black student enrollment increased from 63.6
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percent in 1971 to 81.8 percent in 1977. The percentage of

black faculty members, which was already underrepresentative
in 1971, increased slightly from 42 percent to approximately
53 percent in 1977. Black administrators increased from 581

in 1971 to 827 in 1977.40

Both figures were still underrep-
resentative of the student population.

New York showed a black student enrollment of 38.1 per-
cent in 1977, while the faculty and administrative staff was
only 11.4 percent black. This was a modest increase from
the 8.5 percent black faculty and administrators in 1971.41
However, as was the case with other similar metropolitan dis-
tricts, a few hundred added to zero is still just a few
hundred, not the thousands of black administrators needed in
urban, suburban, and rural school districts in the North.42

Aside from underrepresentation on school staffs, most
black administrators in school districts in the North and
West were in schools with predominantly black student popu-
lations. In 1978, a great number of inner-city schools in
New York City remained almost entirely minority. In April of
that year the federal district court in Brooklyn confirmed
discriminatory hiring and placement practices charged by the
Department of Health, Education and Welfare and the Office of
Civil Rights and declared the school system ineligible for
$3.5 million of Elementary-Secondary Education Act funds.43

Wilson determined that 85.2 percent of the black school

administrators in the Los Angeles Unified School District

were assigned to schools with 70 percent to 100 percent black
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44 He also concluded that:

students in 1975.
A large majority of these black school administra-
tors perceived that their positions were attributed
directly to their ethnicity, rather than to their
training and competency. They felt that their pri-
mary role was as a "buffer" between the black com-
munity and the school system, and that their chances
for employment in a corresponding role in other
areas of the city were minimal.45

Pozdol reached similar conclusions in his study of black
administrators in Indiana. Among his major conclusions were
the following:

*Negro building principals and assistant princi-

pals in Indiana were assigned to schools which
had predominantly Negro enrollment.

*Most Negro administrators in Indiana had been

appointed to present positions since the begin-
ning of the Civil Rights movement. 46

Similarly, Scruggs reported that a majority of black
administrators from several states who responded to his
study believed that a quota system existed for hiring black
administrators. He further stated, "Black administrators
have concluded that their acceptance into the educational

system is not equal to that of whites."47

A Review of Literature on School

Desegregation in Midwestern States

In many midwestern cities, where black student repre-
sentation constitutes a much smaller percentage of the total
student enrollment than in the metropolitan areas of the
North and West, student desegregation according to court-
ordered formulas has been proceeding successfully. However,

data from midwestern cities indicated that black adminis-
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trators and teachers were still underrepresented in many of
these districts. The percentage of black students in the
Denver system increased from 14,8 percent in 1970 to 21 per-
cent in 1978; but there was only a modest increase in black
administrators: from 9.4 percent in 1970 to 11 percent in
1978.48

While the percentage of black student enrollment in the
Minneapolis public schools rose from 10.6 percent in 1972 to
16.4 percent in 1977, black administrators and teachers in-
creased less than 3 percent, from 5.4 percent to 7.9 per-
cent.49

Data from the Omaha public schools shows that black ad-
ministrators and faculty were underrepresented prior to
school desegregation, and their underrepresentation in the
Omaha system continued to be of concern to black educators
and community people in 1980. 1In 1975, the year before the
court-approved plan was implemented, black students comprised

50 while black

20.8 percent of the total student population,
administrators and teachers were less than 16 percent and
10 percent respectively.51 In 1980, the black student en-
rollment rose to 25.3 percent of the total student enroll-
ment;52 however, the increase in black administrators to 19.7
percent and teachers to 10.5 percent had not kept pace with
the percentage of blacks in the student population.53

The Office of Civil Rights has addressed the concern

for more minorities in decision-making positions in the

nation's schools. In a recent report, the following reasons
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were offered:
Minorities in positions of responsibility help dis-
pel myths of racial inferiority and incompetence,
provide positive role models for all students, help
ease the adjustment of minority students and their

parents as well as majority teachers, and help pro-
vide a multicultural curriculum.54

A community leader in Stamford, Minnesota, stressed the need
for minority staff:

One other area that is constantly highlighted is

the low minority representation throughout the

school board's staff, especially the lack of black

and Hispanic personnel. It is well known that

students need to have that type of imagery avail-

able . . . .25

The black principal, also, should be a valuable asset
to white pupils in making the adjustments needed in today's

>6 They, along with other minority

multicultural society.
staff members, give credence to the school's effort to
recognize and appreciate the contributions of all ethnic and
racial groups. The contributions of black Americans to
science and medicine may be taken more seriously if the
nurse and the department chairperson are black.57
It is apparent, then, that as part of the desegregation
process, black and other minority administrators have a vital
role in helping to develop the racial understanding, toler-
ance, and appreciation needed to truly integrate American
education. This study will investigate the black administra-

tors' perceptions of their roles and status in the Omaha

system.
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CHAPTER II

METHODOLOGY, INSTRUMENTATION, AND
PERSONAL AND PROFESSIONAL

BACKGROUNDS

Design and Methodology

Description of the Population

The population of this study was defined by using the
1980/81 administrative directory of the Omaha Public Schools
and the roster of participants in the black administrators'
caucus (Concerned and Caring Educators) of the Omaha Public
Schools. Persons listed in both publications were readily
identified with the assistance of three of the black admin-
istrators in the system. Each administrator was asked to
identify all of the black administrators in the school system
directly, and each list was checked against others to insure
that all of the black administrators were identified.

Addresses of all of the administrators were secured from
the school system directory and were crosschecked with the
caucus roster (where possible) and the administrators assist-
ing in the study.

A check was made of the 1975/76 educational directory of

27
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the Omaha Public Schools to determine if all of the black ad-
ministrators in the 1980/81 administrative directory held
positions in the system prior to school desegregation in
1976. This showed that all of the 46 administrators did hold

positions in the system prior to the desegregation mandate.

Instrumentation

The primary instrument utilized in collecting data in
this study was a researcher-developed questionnaire. (See
Appendix B.) The questionnaire was developed with the aid
of instruments from similar studies of black administrators.
These instruments were evaluated in terms of their feasibil-
ity for collecting the required data from the population
studied. Each item or series of items was scrutinized in
regard to clarity and appropriateness, and some were amended
or deleted on that basis.

In order to provide for the best possible return of the
completed instruments by respondents, and as a means of col-
lecting reliable, quantifiable data, it was decided that the
instrument should be brief and should contain closed ques-
tions that were easy to respond to, and which elicited stand-
ardized responses. Most of the items were structured
according to the Likert scale, with the participants respond-
ing in one of five modes to each question. This method was
chosen because it was considered easier to complete, less
time-consuming, and fairly easy to tabulate and analyze.

A second type of question which allowed for more flexi-
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bility of response, the rank order type, was also utilized.
Respondents were requested to provide a ranking of listed
related items, and space was provided for them to include
other related items not listed and to rank those items ac-
cording to their perceptions of where they fit in the total
group of related items.

Personal interviews were utilized with four respondents
who requested the researcher to complete the questionnaire
in this manner, and two respondents who contacted the re-
searcher concerning specific items in the questionnaire. No
specific format for those interviews was designed. Each in-.
terview made use of the questions provided in the question-
naire, and additional comments Qere recorded only as a means
of emphasizing trends of responses to certain items.

Before the final instrument was decided upon, several
educators in the Omaha area and noted educators in other
areas reviewed and criticized prior versions of it. The ini-
tial draft of the questionnaire was checked for clarity and
grammatical errors by Dr. Floyd Waterman, Director of the
Center for Urban Education at the University of Nebraska at
Omaha, and Mrs. Wilda Stephenson, Director of the Goodrich
Program at the University of Nebraska at Omaha. The revised
draft was then reviewed and criticized by Mr. Samuel Craw-
ford, a former principal in the Omaha Public Schools, and by
Dr. James Tanner, a former principal and central office ad-
ministrator in the Cleveland, Ohio, Public School District.

Mr. Douglas Chambers, a counselor in the Omaha Public
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Schools, and Mr, Lloyd Beasley, Director of the Special Ser-
vices Program at Creighton University, also provided valua-
ble assistance in establishing the validity of the content
and design of the questionnaire. All of the suggestions and
comments helped immensely in the refinement of the question-
naire utilized in this study.

The questionnaire included items that requesﬁed data in

the following general areas:

1. background information such as sex, age, place
of residence (pre-professional), marital status,
educational record, employment experiences, and
professional and community activities;

2. perceptions regarding specific matters concerning
black and white principals before and after deseg-
regation; and

3. perceptions and generalizations about desegrega-

tion as it related to black administrators.

Collection of the Data

The questionnaire and a cover letter were mailed to all
of the 46 black administrators in the Omaha Public Schools.
The cover letter explained the purpose of the study and as-
sured the respondents that the information would be held in
the strictest confidence. A stamped, self-addressed envel-
ope was included with the questionnaire to provide for maxi-
mum ease with which to return it. After a period of two

weeks, follow-up letters were mailed to all of the adminis-
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trators, even though there had been a good return of the
initial questionnaire.

Some of the administrators who had questions to ask of
the researcher, or who were willing to respond but preferred
personal interviews, contacted the researcher and personal
interview sessions were arranged and conducted. Most of the
interviews involved either an item-by-item completion of the
instrument by the researcher or the respondent, utilizing an
oral method of questioning, or a discussion of specific
items which resulted in the respondent's providing an appro-
priate response to those items in accordance with the ques-

tionnaire format.

Treatment of the Data

The major statistical analysis of the data obtained
in the study was to determine the numerical percentage dis-
tribution of responses. The background information and
the responses to Likert type questions were treated in this
manner.

Responses to rank-order type items were assigned a
weight that corresponded to the ascribed rank, and a mean
was determined for each item. The items were then ranked
in the order of the means tabulated for each.

Interview data were not treated in statistical terms,
but selected comments were included in the report to provide
narrative emphasis to questions to which expansive and clar-

ifying information was provided by the respondents.
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Personal and Professional Backgrounds

of the Two Respondent Groups

Black building administrators and "other" black admin-
istrators in the Omaha Public School System offered little
contrast in terms of personal and professional backgrounds.
This fact was particularly relevant in terms of the "other"
administrators' ability to offer knowledgeable insights on
the roles and status of black building administrators in
the Omaha Public School System.

The background information presented included informa-
tion on: (1) sex, age, and places of residence; (2) marital
status; (3) educational and professional background; and

(4) professional and community organizations.

Sex, Age, and Original Residernce

Of the 46 black administrators in the Omaha School Sys-
tem, 40 were respondents in this study. Twenty-five were
building administrators, and 15 were "other" administrators
(central office personnel, supervisory personnel, special
services, etc.). Among the building administrators, 40 per-
cent were females and 60 percent were males; 60 percent of
the other administrators were females and 40 percent were
males.

Shown in Table I are the distributions of respondents by
age. Among the building administrators, 32 percent were in

the age category 31-40; 36 percent were 41-50; 12 percent were



TABLE I

DISTRIBUTION OF RESPONDENTS BY AGE

33

Age Categories

61 and Missing

20-30 31-40 41-50 51-60 over Respondents
F % P % F % F % F % F %
Building
Administrators O 0 8 32 9 36 3 12 4 16 1 4
Other
Administrators O 0 4 26.7 6 40 2 13.3 1 6.7 2 13.3

F = frequency of responses.
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51-60; and 16 percent were 61 and over. Among the other ad-
ministrators, 26.7 percent were in the age category 31-40;
40 percent were 41-50; 13.3 percent were 51-60; and 6.7 per-
cent were 61 and over. The mean age of the building admin-
" istrators was 45.83 years, while the mean age of the other
administrators was 45.0 years. Not responding to this item
were 4 percent of the building administrators and 13.3 per-
cent of the other administrators. All who did not respond
were females.

The administrators were asked to respond to the ques-
tion "What state did you reside in longest prior to becoming
an administrator in Omaha?" The responses were categorized
as:

1. Nebraska residents,

2. residents of southern states,

3. residents of other midwestern states, and

4. residents of states neither in the Midwest nor

the South.

Among the building administrators 40 percent were residents
of Nebraska; 36 percent were residents of southern states;
8 percent were residents of midwestern states other than
Nebraska; and 16 percent were from states neither in the
Midwest nor in the South. The southern states listed as
prior places of residence were: Louisiana (3), Texas (4),
Georgia (1), and Arkansas (l). Administrators from other

midwestern states listed: Missouri (2), Iowa (1), and Il=
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linois (l1). States listed that were neither midwestern nor

southern were Pennsylvania (3) and Ohio (1).

Marital Status

The overwhelming majority of the respondents in both
groups were married. Amdng the building administrators, 84
percent were married, 12 percent were separated, and 4 per-
cent were widowed. None was divorced or single. Among the
other administrators, 60 percent were married, 26.7 percent

were divorced, and 13.3 percent were single.

Educational and Professional Background

Thirty-two percent of the building administrators at-

tended high school in Nebraska, 40 percent attended high
school in southern states, 12 percent attended high school
in other midwestern cities, and 16 percent attended high
school in states neither in the Midwest nor in the South.
Of the other administrators, 46.7 percent attended high
school in Nebraska, 46.7 percent attended high school in
southern states, and 6.6 percent attended high school in
other midwestern states.

The data in Table II show the distribution of the sizes
of the high school classes of the administrators. The lar-
gest percentage of both respondent groups was from high
schools with graduating classes of 400 or more students.
Forty percent of the building administrators were in classes

of 400 or more, while 16 percent were from graduating classes



SIZE OF RESPONDENTS'

TABLE II

HIGH SCHOOL GRADUATING CLASSES

Missing
Under 50 51-100 101-199 200-299 300-399 Over 400 Responses
F % F % F % F % F % F % F %
Building Administrators 2 8 4 16 1 4 3 12 4 16 10 40 1 4
Other Administrators 4 26.7 2 13.2) 1 6.7 1 6.7 1 6.7 6 40 0 0

9¢
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with 300-399 students and 50-100 students. Twelve percent
were from schools with graduating classes of 200-299 stu-
dents. Forty percent of the other administrators were in
graduating classes of 400 or more. However the second lar-
gest group of administrators, 26.7 percent, were in graduat-
ing classes with 40 or fewer students. The remaining other
administrators were from schools with 50-100 students in the
graduating class (13.3 percent) and 6.7 percent were from
classes in each of the categories 200-299, 300-399, and
100-199.

In Table III the data show the location of colleges and
universities attended by the respondents. The two groups
were rather evenly divided in regard to whether they were
from predominantly white or black colleges. Of the building
administrators, 48 percent were from predominantly black
universities, and 44 percent were from predominantly white
universities. Eight percent indicated graduating from
universities that were evenly divided between white and
black students. Of the other administrators, 46.7 percent
were from predominantly white universities.

The colleges and universities from which respondents
received their Bachelors' degrees were located mostly in
Nebraska and the South. Among the building administrators
36 percent received Bachelors' degrees from Nebraska univer-
sities, 40 percent from southern universities, 12 percent
from universities in other midwestern states, and 12 percent

from universities neither in the Midwest nor South. Of the
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TABLE III

COLLEGES AND UNIVERSITIES ATTENDED BY THE RESPONDENTS

Building Administrators | Other Administrators

Bachelors Masters | Bachelors Masters
Location F % F % F % F %
Nebraska 9 36 20 80 6 40 11 73.3
Southern 10 40 3 12 7 46.7 3 20
Other Midwestern 3 12 1 4 2 13.3 0 0
Outside Midwest and South 3 12 1 4 0 0] 1 6.7
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other administrators, 40 percent received Bachelors' degrees
from Nebraska universities, 46.7 percent from southern uni-
versities, and 13.3 percent from universities in midwestern
states other than Nebraska.

The majority of the administrators received their Bach-
elors' degrees in education. Forty percent of the building
administrators received Bachelors' degrees in elementary edu-
cafion and 44 percent in secondary education. Eight percent
of the building administrators received Bachelors' degrees in
sociology and 4 percent in social administration. Forty per-
cent of the other administrators received Bachelors' degrees
in elementary education, and 46.7 percent in secondary educa-
tion. Also among the other administrators, 6.7 percent (1)
received a Bachelor's degree in social administration and the
same percentage had a Bachelor's degree in nursing.

An overwhelming majority of the administrators received
Masters' degrees from predominantly white universities in
Nebraska. Eighty-four percent of the building administrators
received Masters' degrees from predominantly white universi-
ties, with 80 percent of these from Nebraska universities.
Only 12 percent received Masters' degrees from predominantly
black universities, all in southern states, and 4 percent (1)
reported receiving a Master's degree from a university with a
nearly even enrollment of black and white students. Simi-
larly, 86.7 percent of the other administrators received
Masters' degrees from predominantly white universities, with

73.3 percent of those from universities in Nebraska. Six and
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seven tenths percent (1) received a Master's degree from a
university with a nearly even black and white enrollment.
Twenty percent of the other administrators received Masters'
degrees from southern universities.

Of the building administrators, 64 percent received
Masters' degrees in educational administration, while 28 per-
cent received Masters' degrees in teacher education, and 12
percent in guidance and counseling. Among the other adminis-
trators, 53.3 percent received Masters' degrees in education-
al administration, 20 percent in teacher education, and 20
percent in guidance and counseling. No information on post-
Masters' degrees was requested; however, interviews revealed
that several of the administrators held Specialist degrees
in educational administration, and some had doctorates.

The data in Table IV show the distribution of the respon-
dents' professional experience. Most of the black administra-
tors indicated relatively brief teaching experience prior to
assuming administrative positions. Of the building adminis-
trators, 72 percent taught in the Omaha system for ten years
or less, with 36 percent having taught in Omaha for more than
fifteen years before becoming an administrator. Eighty per-
cent of the other administrators taught in Omaha ten years
or less, 40 percent five years or less, and only 20 percent
taught more than ten years in Omaha before receiving admin-
istrative appointments.

Ninety-two percent of the building administrators had

less than sixteen years of administrative experience in Omaha,



TABLE IV

PROFESSIONAL EXPERIENCE OF ADMINISTRATORS

Building Administrators Other Administrators
1-5 yrs. 6-10 yrs. 11-15 yrs. 16-20 yrs. 1-5 yrs. 6-10 yrs. 11-15 yrs. 16-20 yrs.
F % F % F % F % F % F % F % F %
Teaching
Experience
in Omaha 9 36 9 36 4 16 21 84 6 40 6 40 2 13.3 1 6.7
Teaching
Experience
in Other
District 4 16 1 4 1 4 0 0 3 20 2 13.3 0] 0 0 0]
Administrative
Experience
in Omaha 7 28 10 40 6 24 2 8 2 13.3 9 60 3 20 1 6.7
Administrative
Experience
in Other
District 1 4 0 0 0 0 0] 0] 2 13.3 © 0 0] 0 0 0

v
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with the majority, 28 percent, having less than eleven years
of administrative experience. Among the other administra-
tors, 93.3 percent had served in administrative capacities in
Omaha less than sixteen years, with 73.3 percent having less
than eleven years of adwministrative experience in Omaha.

Few of the respondents indicated teaching or administra-
tive experience in other school systems. Only 24 percent of
the building administrators had taught in another system, and
only 4 percent (1) had administrative experience in another
school system. Of the other administrators, 33.3 percent
taught in another school system, and only 13.3 percent served
as administrators in another system. None of the respondents
had more than fifteen years of teaching experience, or more
than five years of administrative experience in another

school system.

Community and Professional Organizations

Most of the respondents did not indicate any community
organizations they helped to organize. Only 30 percent of
both groups combined helped to organize any community organ-
izations, and only 15 percent helped to organize more than
one community organization.

There was no apparent difference between the number and
kinds of organizations the two respondent groups helped to
start. TWenty-eight percent of the building administrators
helped to start organizations. These included: local church

auxiliaries (youth choirs, Bible Schoolé, men's groups), Op-
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portunities Industrialization Center (OIC), Boy Scout Aramas,
Hamilton-Lake Community Council, Hamilton-Lake Head Start,
Girls' Club of Omaha; Omaha chapter of the National Council
of Negro Women, and Nebraska Poets Association. Two building
administrators (8 percent) helped to organize church youth
choirs, men's groups, and Bible Schools, but none of the
other organizations were included in the lists of more thaﬁ
one building administrator.

Among the other administrators, 13.3 percent assisted
in organizing a local affiliate of Jack and Jill of America.
Other organizations were: Stock's Nest (an auxiliary of Zeta
Phi Beta Sorority), Community Bank of Nebraska, Rent-a-Kid
Program, Omaha Economic Development Corporation, Opportuni-
ties Industrialization Center, and the>Renaissance Club.

None was listed by more than one of the other administrators.
The building administrators were asked if any of the
community organizations in which they participated were equal

to, or nearly equal to, the racial composition of their
schools. As shown in Appendix C, most of the building ad-
ministrators in Omaha served in schools that enrolled a
larger number of non-black students than black students, and
all were significantly bi-racial. Therefore, the organiza-
tions listed by the administrators responding to this item
should have been bi-racial, with substantial black and non-
black memberships. Organizations listed were: Girls' Club of
Omaha, Boy Scouts of America, YWCA, Omaha Opportunities

Industrialization Center, Phi Delta Kappa, and two unnamed
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community action groups. None was listed by more than one
building administrator. (See discussion Chapter IV, p. 96.)

No information concerning professional organizations
was reported. However, two organizations, thé Black Caucus
of the Omaha Education Association and Concerned and Caring
Administrators (an organization composed of black adminis-
trators in the Omaha System), were included on the list of
one administrator as groups to which he belonged.

Because of the dearth of responses to the items concern-
ing community organizations, no statistical report was pre-

pared for these items.



CHAPTER III

STATUS AND PERCEPTIONS

OF THE RESPONDENTS

This chapter provides information on the 1980 job status
of the two respondent groups, and their perceptions of that
status. Specific information presented from the administra-
tors' responses to the questionnaire will include: the 1980
job status and perceptions of that status; perceptions of
role responsibilities of black and white principals; percep-
tions of administrative opportunities for black educators;
and perceptions of black administrators related to school
desegregation. The chapter will conclude with a non-statis-
tical report of personal interviews with some of the respon-
dents. The interviews were conducted to clarify specific
questions on the questionnaire or, with some respondents, to
complete the questionnaire utilizing the interview method.
All interviews were conducted at the request of the respon-

dents interviewed.

1980 Job Status and Perceptions

of That Status

The 40 black administrators responding to this study

represented 86.9 percent of the total number of black admin-

45
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istrative personnel in the Omaha Public Schools during the
1980/81 school year. Sixty percent (25) of the respondents
were building administrators (principals or assistant prin-
cipals), while 40 percent (15) are categorized as "other"
administrators. This group iﬁcluded an assistant superinten-
dent, central office supervisory staff member, community
counselors, a Title I coordinator, and a director of student
job placement. The respondent groups were comprised of repre-
sentatives from all strata of the administrative hierarchy

of the Omaha Public Schools.

In Table V the data show the distribution of job titles
reported by the respondents. Among the building administra-
tors, the largest percentage (44 percent) were elementary
principals. Of them, 63.6 percent were in charge of schools
with a predominantly non-black student enrollment. One
respondent (4 percent of the total number of building admin-
istrators) reported his title as elementary assistant prin-
cipal and indicated serving in a school with a predominantly
white student enrollment. All of the elementary school ad-
ministrators administered schools that had predominantly
non-black faculties.

Secondary school administrators were divided into two
major categories: junior high administrators and senior high
administrators; but their responses were tabulated together
in most instances throughout this report. Of the secondary
school administrators, 61.5 percent (8) administered junior

high schools, and 38.5 percent (5) were senior high assis-



TABLE V

TITLES OF JOBS HELD BY RESPONDENTS |

Title Male Female Total %
Elementary Principal 5 6 11 27.5
Central Office Staff 1 6 7 17.5
Junior High Assistant 4 2 6 15
Community Counselor 3 2 5 12.5
Senior High Assistant Principal 4 1 5 12.5
Jupior High Principal 2 0 2 5
Elementary Assistant Principal 1 0] 1 2.5

Director of Student Job
Placement 1 0 1 2.5

Title I Coordinator -0 1 1 2.5

Assistant Superintendent 1 0 1 2.5
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tant principals. None of the secondary school administrators
responding to the questionnaire were senior high principals,
while only two (15.3 percent) were junior high principals.
All of thé secondary school administrators administered
schools with predominantly white student enrollments, and
predominantly white faculties.

Among the "other" administrators, the largest percentage,
46.7 percent (7), identified their jobs as central office
supervisory staff. Community counselors, administrative per-
sonnel chiefly responsible for representing the district in
matters involving special student placement, training, and
special disciplinary procedures, comprised 33.3 percent (5)
of the total number of other administrators. Both groups
work closely with building administrators, faculty, and stu-
dents throughout the district and are fully qualified to
offer perceptions on roles and status of building administra-
tors, as well as other support personnel. The remaining 20
percent (3) of the other administrators included a director
of student job placement, a Title I coordinator, and an as-
sistant superintendent. The assistant superintendency, the
top-ranking position held by a black person in the Omaha Pub-
lic Schools, officially carried the title "Assistant Superin-
tendent of Human and Community Relations."

Among the respondents, 55 pércent (22) were males and
45 percent (18) were females. Female elementary principals
comprised one-third of the total number of female administra-

tors responding to the study, and an equal number of females
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were members of the central office supervisory staff. The
remaining female respondents were divided among the positions
of junior high assistant principals (11.1 percent), community
counselors (11.1 percent), senior high assistaat principal
(5.5 percent), and Title I coordinator (5.5 percent). The
most significant category that did not include a female was
the position of junior high principal.

The job titles indicated by male respondents varied
more than those indicated by female respondents. Title I co-
ordinator was the only job category that did not include a
male. Of the male respondents, 22.7 percent were elementary
principals. Junior high and senior high assistant principals
each comprised 18.2 percent of the male respondents, while
13.6 percent were community counselors and 9.1 percent were
junior high principals.

As a means of ascertaining the respondents' perceptions
of the importance of their roles in the administrative hier-
archy, they were requested to rank various supervisory posi-
tions in the order of perceived importance (highest: 1, 2, 3
.« « « ; 10: lowest). Eight positions were listed, and space
was provided for each respondent to list his or her position
and its ranking if the position was not listed. Also, a
space was provided to list another position which was not
included and respondents were asked to rank that position as
a part of the total ranking. The mean rank was calculated
for each position, and positions were ranked accordingly.

The results are shown in Table VI. The position of super-



RESPONDENTS' RANKING OF EDUCATIONAL ADMINISTRATIVE POSITIONS

TABLE VI

ACCORDING TO DEGREE OF PERCEIVED IMPORTANCE
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Building Administrator

Other Administrator

Administrative Position Means Ranking Means Ranking
Assistant Superintendent 5.8 8 2.7 2
Central Office Staff 4.8 5 3.0 3
Elementary Principal 1.3 1 1.6 1
Junior High Principal 2.5 2 4.1 5
Senior High Principal 4.1 3 4.6 6
Elem. Asst. Principal 4.5 4 4.0 4
Jr. High Asst. Principal 4.9 6 5.5 7
Sr. High Asst. Principal 5.7 7 6.4 8

Other*

No Computation

No Computation

*There were only three responses in the "Other" category by build-

ing administrators, and seven by other administrators.
mean for this group was not calculated.

Therefore, a
All three of the building ad-

ministrators listed "teachers" as the most important position, while two
of the other administrators listed their position as being the fourth

most important.
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intendent was not included in the list of positions to be
ranked and, interestingly, none of the respondents listed it
in the spaces provided for other positions.

Both respondent groups overwhelmingly agreed that the
position most important in meeting the needs of students in
the school system was elementary principal. Interestingly,
the next two highest rankings by both groups closely related
to their own job categories. The building administrators
ranked junior high and senior high principal second and third
respectively, while the other administrators ranked assistant
superintendent and central office supervisory staff second
and third respectively. Surprisingly, both respondent groups
considered elementary assistant principal to be the fourth
most important position, although only in a few situations
were there persons working in this capacity in the Omaha Pub-
lic Schools.

Although the other administrators considered the assis-
tant superintendent position to be very important (ranked
second), the building administrators perceived it to be least
important (ranked eighth) among the positions listed. Both
groups concurred, however, that junior and senior high as-
sistant principals rated a very low priority (sixth and
seventh respectively among building administrators, seventh
and eighth among other administrators).

As a group, the only respondents that considered their
positions to be the most important were the elementary prin-

cipals: 63.6 percent ranked their position first, 18.1 per-
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cent ranked elementary principal second, and 18.1 percent did
not rank the position.  The two elementary principals who
ranked their position second considered the position of as-
sistant superintendent to be the only one more important than
their own.

Assistant principals, generally, considered their posi-
tion to be subordinate to other positions listed: 66.7 per-—
cent of them ranked their position between third and eighth,
while only 16.7 percent of the assistant principals ranked
their position first. One of the two assistant principals
who gave a number one ranking to the position gave an equal
ranking to all of the positions listed.

The "other" category was responded to by ten administra-
tors: three building administrators, five community counsel-
ors, a director of student job placement, and a Title I
coordinator. All of the building administrators added the
position of teacher and ranked it as the second most impor-
tant position. The seven other administrators listed their
own pqsitions, but none gave the position a higher ranking

than fourth.

Perceptions of Principals' Roles

Before and After Desegregation

As a means of comparing the respondent groups' percep-
tions of the primary role reSponsibilities of black and non-
black principals before and after school desegregation in

Omaha, they were asked to rank several administrative tasks
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in the order of the perceived amount of attention black and
non-black principals were required to give to these tasks
before and after desegregation. The réspondents were in-
structed to omit any of the seven listed responsibilities
they did not consider to require a substantial amount of the
principal's attention, and to add any tasks that were not
listed that they considered to be important tasks performed

by the Omaha principals. The mean rank of each task was cal-
culated, and overall rankings were assigned accordingly.
Table VII shows the results of responses to this item.

Both respondent groups perceived the primary responsi-
bilities for black principals before desegregation to be
building supervision, instructional leadership, and disci-
plining students. The building administrators ranked in-
structional leadership ahead of student discipline, while
the other administrators considered disciplining students
a slightly more prevalent responsibility than instructional
leadership. Also, both respondent groups perceived the
black principal's role in fostering human relations in his
building as being the fourth most important responsibility
for him. The building administrators ranked the preparation
of reports and other paperwork equal to fostering human rela-
tions, while the other administrators considered the black
principal's role as community liaison for the district to be
equally as fundamental as his human relations function.

The preparation of paperwork was considered to require the



TABLE VII

PERCEPTIONS OF ROLES AND RESPONSIBILITIES OF BLACK AND NON-BLACK ADMINISTRATORS
BEFORE AND AFTER SCHOOIL DESEGREGATION

Building Administrators

Other Administrators

Blacks Non-Blacks Blacks Non-Blacks
Sum Sum Sum Sum
of X N Means R |of X N Means R | of X N Means R of X N Means R
Before Desegregation
Instructional Leadership 65 23 1.8 2 34 17 2 1 37 13 2.8 3 28 9 3.1 2
Building Supervision 49 23 2.1 1 40 17 2.4 2 30 13 2.3 1 18 9 2 1
Disciplining Students 72 23 3.1 3 69 17 4.1 4 33 13 2.5 2 29 9 3.2 4
Community Liaison for
District 105 23 4.6 6 71 17 4.2 5 48 13 3.7 4 28 9 3.1 2
Human Relations in
Building 99 23 4.3 4 74 17 4.4 6 48 13 3.7 4 31 9 3.4 5
Reports & Paperwork 99 23 4.3 4 63 17 3.7 3 56 13 4.3 6 35 9 3.8 6
Other 6 1 6 7 - - - - 7 1 7 7 - - - -
After Desegregation
Instructional Leadership 87 23 3.78 5 40 18 2,22 1 54 14 3.86 5 42 10 4.2 6
Building Supervision 68 23 2.96 1 53 18 2.94 2 36 14 2.57 1 25 10 2.5 1
Disciplining Students 75 23 3.26 3 66 18 3.67 4 44 14 3.14 4 27 10 2.7 2
Community Liaison for
District 80 23 3.48 4 69 18 3.83 5 38 14 2.71 3 28 10 2.8 3
Human Relations in
Building 68 23 2.96 1 72 18 4.00 6 37 14 2.64 2 33 10 3.3 4
Reports & Paperwork 109 23 4.74 6 63 18 3.50 3 68 14 4.86 6 38 10 3.8 5
Other 6 1 6.00 7 - - - - 7 1 7.00 7 - - - -

Sum of X = weighted total of responses; N = number of respondents; R = ranking according to means.

4]
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least amount of the black principal's attention before deseg-
regation by the other administrators.

The building administrators perceived instructional
leadership to be the most fundamental function of non-black
principals before desegregation, with building supervision
a close second. These two functions were reversed by the
other administrators, with building supervision receiving a
slightly higher ranking than instructional leadership and
community liaison for the district, which shared the second
ranking for non-black principals' primary tasks before de-
segregation. The greatest differences in the perceptions of
the two respondent groups were in relation to non-black prin-
cipals' roles in the preparation of paperwork and their com-
munity liaison function. As previously noted, the other
administrators considered non-black principals' community
liaison function to be highly critical (ranked second);
however, the building administrators viewed their community
liaison function as having a low priority (ranked fifth).
Preparation of paperwork was ranked third by the building
administrators, but the other administrators perceived this
function to have the lowest priority for non-black princi-
pals, just as they did for black principals.

Only one member of each respondent group responded in
the "other" space. Both ranked a perceived function of black
principals that was not listed. A building administrator
included after-school activities (ranked sixth), and the

other administrator added lunchroom duty (ranked seventh).
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No corresponding rankings for non-black principals were pro-
vided.

Both respondent groups considered building supervision
to continue to be the number one priority of black principals
following school desegregation. The building administrators,
however, considered fostering human relations within their
buildings to be equally as meaningful (tie for first rank-
ing), and the other administrators, also, perceived the human
relations function of black principals to have increased
greatly (ranked second) following school desegregation. In-
structional leadership and preparation of paperwork were
viewed as the least important functions of black principals
following school desegregation.

Interestingly, black building administrators perceived
the non-black principal's role as the instructional leader
to have a much higher priority (ranked number one) than the
black principal's role in instructional leadership. The
other administrators did not share this view, however, and
ranked this function last for non-black principals. Both
groups accorded a very low ranking to the human relations
function of non-black principals. Curiously, the other ad-
ministrators perceived that non-black principals focused
more attention on disciplining students (ranked second) than
black principals (ranked fourth). This perception was not

shared by the building administrators, however.
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Perceptions of Barriers

to Operating Schools

The respondents were asked if there were barriers, other
than money, to principals"ability to operate the kinds of
schools they wanted. And, if there were barriers, to rank
them in the order of perceived effect upon black and non-
Black principals. Responses to this question are shown in
Table VIII.

A belief that there were significant barriers to prin-
cipals' operation of their schools existed among 76 percent
of the building administrators, while 24 percent of them did
not perceive that there were significant barriers. However,
two of the respondents provided a ranking of the possible
barriers listed in the item, and their responses were tabu-
lated as a part of the rankings of barriers by building
administrators.

The other administrators were much more widely divided
on this question. Among them, 53.3 percent perceived major
barriers, while 46.7 percent did not believe that there were
major barriers to principals' operatings the kinds of schools
they wanted.

Respondents from both groups who perceived that there
were major barriers indicated that the greatest one for both
black and non-black principals was the lack of involvement
of parents in their children's education. The building ad-

ministrators believed that the lack of preparation of teach-



ADMINISTRATORS'

TABLE VIII

PERCEPTIONS OF BARRIERS TO THEIR OPERATION OF THE KINDS OF SCHOOLS THEY WANT#*

Building Administrators

Other Administrators

N = number of respondents; R =

tanking according to means.

Blacks Non-Blacks Blacks Non-Blacks
Sum Sum Sum Sum
of X N Means R of X N Means of X N Means R of X N Means
Lack of Respect from
Superiors 68 19 3.58 3 73 13 4.62 36 7 5.14 7 34 6 5.67
Willingness of Teachers
to Cooperate 69 18 3.83 5 72 12 6.0 26 6 4,33 5 27 5 5.40
Inadequate Facilities 110 17 6.47 8 68 12 5.67 44 7.33 8 43 6 7.17
Lack of Administrative .
Help 65 17 3.82 4 68 15 4.86 25 7 3.57 3 28 7 4.0
Students Not a Part of
School 82 15 5.47 7 58 15 3.87 31 7 4.43 6 22 8 2.75
Teachers Not Prepared 67 20 3.35 2 56 15 3.73 24 8 3.0 2 23 2.88
Lack of Involvement of
Parents 64 20 3.20 1 33 13 2.54 20 8 2.50 1 10 5 2.00
Interference from Outside 104 20 5.20 o 58 15 3.87 28 7 4.0 4 31 8 3.88
*Distribution of Responses: Building Administrators -- 19 + No, 6 = 25 total
Other Administrators -- 8 + No, 7 = 15 total
Sum of X = weighted total of responses; 40 grand total

8S
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ers for today's schools was the second most important barrier
for black principals and that lack of respect from superiors
was the third most relevant barrier black principals faced.
They felt that the lack of preparation of teachers was equal-
ly relevant for non-black principals, but that students not
feeling a part of the school and interference from outside
sources (equally relevant ranking) were much more of a bar-
rier to non-black principals than lack of respect from super-
iors (ninth rank). Neither was considered to be a very major
impediment to black principals' operation of their schools

by the building administrators.

The other administrators also indicated that lack of
preparation of teachers for today's schools was the second
greatest barrier black principals faced, and that this fac-
tor was preceded only by the lack of parental involvement
(ranked first) and students not feeling a part of the school
(ranked second) as barriers to non-black principals' opera-
tion of the kinds of schools they wanted. They perceived
that lack of administrative help was the third most impor-
tant barrier for black principals, while this factor war-
ranted only a ranking of fifth for non-black principals.
Interestingly, the other administrators did not perceive of
the lack of respect from superiors to be major barriers to
either group of principals. Overall, inadequate facilities
were accorded the lowest priority as a barrier to principals
by both respondent groups.

The "other" category in this item was not tabulated



60

because of minimal responses. However, one response by a
building administrator warrants more attention. This admin-
istrator considered the greatest barrier to black principals'
operating the kinds of schools they wanted to be their lack
of access to top school system officials. He did not include

this factor as a barrier for non-black principals.

Perceptions of Ways in Which Central
Office Personnel Can Best Assist

Black Principals

Table IX shows the distribution of responses concerning
ways central office personnel can best assist black princi-
pals. A review of the responses indicates that the two re-
spondent groups were in general agreement that the best ways
that central office personnel can assist black principals
were

1. to consult them before policy decisions were made,

and

2. to provide more workshops for teachers.
Interestingly, two factors that have been the topic of much
discussion in the educational community,

® the increasing amount of administrative paperwork,

and

e the need to reduce teacher-pupil ratios,
were given very low priorities by both groups of respondents.
Also, both groups considered the need for fewer meetings to

be the least important of the listed items.



TABLE IX

PERCEPTIONS OF WAYS THAT CENTRAL OFFICE STAFF CAN ASSIST

BLACK ADMINISTRATORS IN OPERATING THEIR SCHOOLS
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Bﬁilding Other

Administrators Administrators

Sum Sum

of X N Means of X N Means R
Trust and Support Judgment 91 24 3.79 54 15 3.60 4
Consult on Policy 76 24 3.17 34 15 2.27 1
Provide Workshops 83 24 3.46 48 15 3.20 2
Provide Administrative Help 113 23 4.91 73 14 5.21 5
Hold Fewer Meetings 149 21 7.10 100 14 7.12 9
Eliminate Duplication 122 23 5.30 94 15 6.27 8
Encourage Parental Support 92 22 4.18 53 15 3.53 3
Allow to Select Teachers 94 23 4.09 82 15 5.47 6
Reduce Teacher/Pupil Ratio 122 21 5.81 74 13 5.69 7
Other - - - 21 2 10.5 10

Sum of X =weighted total of responses; N = number of respondents;
R = ranking according to means.
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Only two responses were offered in the "other" category,
both by a central office staff member. She indicated a need
for central office personnel to meet more with school staff
to hear concerns, and the need for central office staff to
attend more special school functions. These items were

ranked tenth and eleventh respectively.

Perceptions of Ways the Talents of Black
Principals Can Be Better Utilized

by the School System

Both respondent groups indicated that the most effective
way the school system can better utilize the talents of black
principals would be to involve them in the policy-making of
the system. The building administrators believed that the
second most effective way would be to provide for more cur-
riculum freedom for black principals: however, the other ad-
ministrators did not believe that the need for more curriculum
freedom rated a very high priority. They felt that the need
for black principals to be trusted to fulfill their roles
(ranked second) was much more important than curriculum free-
dom. The lowest priority was ascribed to the need for prin-
cipals to be criticized when warranted by both respondent
groups. The results of the responses to this item are shown

in Table X.



TABLE X

PERCEPTIONS OF WAYS THAT TALENTS OF BLACK PRINCIPALS
CAN BE BETTER UTILIZED BY THE DISTRICT

Building Other

Administrators Administrators

Sum Sum

of X N Means R | of X N Means
More Curriculum Freedom 61 23 2.65 2 59 15 3.93
Roles Clearly Defined 92 23 4.00 4 53 15 3.53
Trusted to Fulfill Roles 66 22 3.00 3 40 15 2.67
Threat to Superiors 92 22 4.18 5 71 14 5.07
Policy Making of System 42 23 1.83 1 26 15 1.73
Congratulated 89 21 4.24 & 54 15 3.60
Criticized 106 21 5.05 7 83 14 5.93

Sum of X = weighted total of responses; N = number of respondents;
R = ranking according to means.
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Perceptions of Whether Black Educators
Should Prepare Themselves Academically

to Become School Administrators

Table XI shows the responses to the question as to
whether black educators should prepare themselves academic-
ally to become school administrators. Again, there was gen-
eral agreement between the respondent groups on the item
warranting the highest priority. Both groups perceived that
it would be essential for an educator aspiring toward an
administrative position to make contact with persons in posi-
tions (within and outside the system) to provide assistance
before he began to prepare academically for administrative
positions, and to maintain those contacts throughout his or
her training. The building administrators felt that black
administrative aspirants' best opportunities after training
lay in receiving recommendations from black and non-black
administrators in the system (ranked second and third respec-
tively). The other administrators indicated a belief that
recommendations from non-black administrators had some value
(tied for third ranking), but did not believe there would be
much positive effect from recommendations from black adminis-
trators. Their responses pointed to a need for preparation
in more than one field as being more valuable than recommen-
dations to administrative aspirants. Conversely, the build-
ing administrators ranked the need for preparation in more
than one field as the least valuable féctor for an adminis-

trative aspirant, and they did not feel that the need for a



TABLE XI

PERCEPTIONS OF FACTORS THAT WOULD ENCOURAGE OTHER BLACK EDUCATORS
TO PREPARE THEMSELVES ACADEMICALLY TO BECOME PRINCIPALS

Building Other
Administrators Administrators

Sum Sum
of X N Means R of X N Means

Recommended by Black
Administrators 65 23 2.83 2 52 15 3.47

Recommended by Non-Black

Administrators 67 23 2.91 3 47 15 3.13
High Degree of Tolerance 82 22 3.73 5 47 15 3.13

Contact with Power Structure 62 24 2.58 1 42 15 2.80

Aspire for Other Administrative
Positions 85 23 3.70 4 60 15 4.00

Certification in More Than One
Field 80 21 3.81 6 41 14 2.93

Sum of X = weighted total of responses; N = number of respondents;
R = ranking according to means.



66

high degree of tolerance for frustration was as important as

the other administrators believed it to be.

Perceptions Concerning the Six

Basic Assumptions

The administrators were requested to indicate their
attitudes toward the six basic assumptions by placing an
"X" in the column beneath the category

1. strongly agree,

2. agree,

3. undecided,

4. disagree, and

5. strongly disagree
that best represented their opinions concerning each state-
ment. Tabulation of the responses to these assumptions are

shown in Table XII.

Assumption I

Responses to the assumption that black school adminis-
trators have a greater human relations function within their
schools than their non-black counterparts indicated that
both respondent groups generally agreed with this assumption.
Among the building administrators, 72 percent agreed, while
only 8 percent disagreed. A similar percentage of the other

administrators, 66.7 percent, supported the assumption.



TABLE XII

BASIC ASSUMPTIONS ABOUT STATUS AND ROLES OF BLACK ADMINISTRATORS IN OMAHA

Strongly Unde- Strongly Missing
Agree Agree cided Disagree PDisagree [Responses
Questionnaire Item Number f % f % f % f % f % f %

22. In desegregated schools black school administra-
tors play a larger role in facilitating harmonious
relations between black and non-black teachers and
students than do white school administrators.
(Building Administrators |10 |40 8 | 32 20
(Other Administrators 4 126.7 6 {40 2 |13.3] 3| 20 0 0 0 0

wm
N
@
o
o
o
o

23. Qualified young black educators should apply for
administrative positions in midwestern city school

systems. (Bldg. |12 (48 10 | 40 3 ]12 0 0 0 (0] 0 0]
(Other 6 |40 8 |53.3| 0 0 1 6.710 0 0] 0

24. Black and non-black administrators have about

the same level of respect from school system of-

ficials. (Bldg. 1 4 3 (12 6 (24 11| 40 51 20 0 0

(Other 1 6.7 0 0 1 6.7 )12 | 80 1 6.7 0 0

25. Black and non-black administrators have about

the same level of respect from their school com-

munities. (Bldg. 32 16 8| 32 12
(Other 1 6.7 3]20 4 |26.7| 6| 40 1 6.7 0 0

N
(o]
(o0}
I
w
o
o

26. More is expected of black administrators than
non-black administrators from (answer for each

below) :
a. school administrators (Bldg. 8 |32 91| 36 5 |20 3( 12 0 0] 0 0
(Other 7 |46.7 5(133.3]1 6.7 2| 13.3| 0 0 0 0
b. teachers (Bldg. 8 (32 11 | 44 1 4 5] 20 0 0] 0 0]
(Other 6 |40 5133.31 2 13.3]| 2| 13.3| 0] O 0]O0

L9



TABLE XII (Continued)

Strongly Unde- Strongly|Missing
Agree Agree cided Disagree|Disagree| Responses
Questionnaire Item Number f % f % f % f % £ % £ %
26. More is expected of black administrators than
non-black administrators from (answer for each
below) :
c. students (Bldg. 4 |16 8 |32 7 |28 6 |24 0 0 0 0
(Other 3120 3120 4 [26.7] 4 |26.7] 1 6.7 O 0
d. other citizens (Bldg. 5120 14 | 56 4 (16 2 8 0 0] 0 0
(Other 5 (33.3 7 (46.7| 2 {13.3] 1 6.7 O 0 0 0
€. parents (Bldg. 8 |32 12 |48 2 8 3|12 0 0] 0 0
(Other 5 133.3 6 | 40 3120 1 6.7 O 0 0 0
27. Black administrators encounter more problems
than non-black administrators from sources other
than teacher/student classroom situations (i.e.,
community groups, central office staff, parents,
support personnel). (Bldg. |12 | 48 9 | 36 0 0 4 |16 0 0 0 0]
(Other 3120 5133.3] 2(13.3 533.3] 0 0 0 0

89
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Assumption II

The second basic assumption, that qualified black educa-
tors should apply for administrative positions in midwestern
city school systems, was overwhelmingly agreed with by both
respondent groups. Eighty-six percent of the building admin-
istrators supported this assumption, while the remaining 12
percent were undecided about administrative opportunities.
Similarly, 93.3 percent of the other administrators supported

the assumption.

Assumption III

Both respondent groups disagreed with the assumption
that black and non-black administrators have about the same
level of respect from school system officials, Howéver,.the
other administrators were more intense in their disagreement
than the building administrators. Among the other adminis-
trators, 86.7 percent disagreed with the assumption, while a
somewhat lesser percentage (60 percent) of the building ad-
ministrators disagreed. A notable percentage of the building
administrators expressed indecision concerning this assump-
tion (24 percent), while only 6.7 percent of the other admin-

istrators were undecided.

Assumption IV

The diversity of responses to the assumption that black

and non-black administrators have about the same level of
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respect from their school communities mirrors the kind of
diversity in the population commonly referred to as the
"school community." Perhaps the most vivid indication of
the somewhat paradoxical approach administrators must have
to various segments of school communities is the relatively
high percentage of both groups who were undecided (16 per-
cent of the building administrators and 26.7 percent of the
other administrators). Correspondingly, noteworthy per-
centages of both groups agreed with the assumption, while
similar percentages disagreed. Thirty-two percent of the
building administrators expressed agreement, and 8 percent
strongly agreed. On the other hand, 32 percent of the
building administrators expressed disagreement with this as-
sumption, and 12 percent strongly disagreed. Among the
other administrators 20 percent agreed with the assumption,
with 6.7 percent agreeing strongly. Forty percent and 6.7

percent disagreed and disagreed strongly respectively.

Assumption V

Both respondent groups overwhelmingly agreed with the
assumption that more is expected of black administrators
than of their non-black counterparts by school system of-
ficials, teachers, parents, and other citizens. However,
they were somewhat inconclusive concerning students' expec-
tations. Forty-eight percent of the building administra-
tors believed that students expect more from black

administrators; however, 24 percent disagreed and 28 per-
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cent expressed indecision. Similarly, 40 percent of the
other administrators agreed with the assumption, while 33.4

percent disagreed, and 26.7 percent were undecided.

Assumption VI

The greatest difference of opinion between the two re-
spondent groups concerning the basic assumptions was in
regard to the assumption that black administrators encoun-
ter more problems than non-black administrators from sources
other than teacher/student classroom situations. Eighty-
four percent of the building administrators agreed with this
assumption. The other administrators, however, were widely
undecided in their perceptions concerning this assumption.
Although 53.3 percent supported the assumption, 33.3 percent

disagreed, and 13.3 percent were undecided.

Perceptions of Generalizations Related
to School Desegregation and

the Black Administrator

In the final segment of the questionnaire, the respon-
dents were requested to indicate their perceptions of 14
generalizations concerning professional opportunities for
black school administrators and the effects of school deseg-
regation on their roles. 1In each item they were asked to
indicate their degree of agreement or disagreement. The
data in Table XIII show the 14 generalizations with the

number and percentage distributions of the responses,



TABLE XIII

FOURTEEN GENERALIZATIONS CONCERNING SCHOOL DESEGREGATION AND THE BLACK ADMINISTRATOR

Strongly Unde - Strongly {Missing
Agree Agree cided Disagree |Disagree [ Responses
Questionnaire Item Number f % f % f % f % £ % £ %
28. If a school administrator is qualified to be an
administrator of a school in a district, his/her
qualifications should be such that one could admin-
ister any school of the same level in that district.
(Building Administrators {21 84 L4 16 0 0 0 0 0 0 0 0
(Other Administrators {12 80 3 20 0 0 0 0 0 0 0 0
29. Most black administrators can speak freely about
educational problems concerning race to (answer for
each below):
a. black teachers (Bldg. (18 72 6 24 0 0 1 4 0 0 0 0
(Other 9 60 6 40 0 0 0 0 0 0 0 0
b. non-black teachers (Bldg. 7 28 7 28 2 8 7 28 2 8 0 0
(Other 1 ; 6.7 4 26.7 2 '13.3 7 46.7 1 6.7 O 0
c. other black administrators (Bldg. (12 .48 13 52 0O 0 0 O 0O © 0O o0
(Other 7 146.7 8 53.3 O 0 0 0 0 0 0 0
d. non-black administrators (Bldg. 6 ;24 7 28 4 16 | 6 24 2 8 0 0
(Other 1 6.7 5 33.3 2 13.3 5 33.3 2 13.3 0 0
e. black students (Bldg. |12 ;48 11 44 1 4 1 4 0 0 0 0
(Other | 4 {26.7 ‘11 73.3 0 . O 0 o 0O o 0 ©0
f. non-black students (Bldg. 5 §20 7 28 4 16 8 32 1 4 0 0
(Other 1 6.7 6 40 2 13.3 4 26.7 2 13.3 O 0
g. school board members (Bldg. 4 !16 8 32 6 24 6 24 1 4 0O o0
(Other 2 13.3 5 33.3 2 :13.3 5 33.3 1 6.7 O 0
h. black citizens of the community (Bldg. {10 §66.7 12 48 14 2 8 0 0 0 0
(Other 5 §33.3 8 53.3 .2 :13.3 O 0 0 o 0 0
i. non-black citizens of the community (Bldg. 3 12 4 16 8 32 9 .36 1 4 .0 O
- (other |1 ] 6.7 ] 3 |20 |5 |33.3] 5 (33.3] 1] 6.7 0]0

L



TABLE XIII (Continued)

Strongly Unde- Strongly{Missing
Agree Agree cided Disagree |Disagree | Responses
Questionnaire Item Number f % £ % f % f % £ % f %

30. The ability to understand and relate to people i : ]
is an important criterion which should be included ; j i
in selecting a school administrator. ﬁ g |
(Building Administrator 22 :88 3 12 0] 0 ,

(Other Administrator 13 86.7 2 :13.3 O 0 + 0 0] 0] 0] 0O ©

o
o
o
o
o
o

31l. A school faculty and administration should re- ; , ]
flect the ethnic or racial composition of the ' : '
school. (Bldg. |14 56 128 i ‘

(Other 8 :53.3 5 :33.3 0 0 2 :113.3 0 O 0 0

~

w
-
[\
-
sy
o
o
o
o

32. A school cannot offer quality education if the ‘
faculty and administrative staff are not inte- : i
grated. (Bldg. 5 120 28 :

(Other 13.3 4 26.7 3 20 ;320 3 2 |0 o

33. In the selection of a principal, the race of the ﬁ > ! i
individual should have no relationship to the racial , !

~
>N
[}
[e)]
IS
o
[e)]
w
)
o
o
o

\S]

O
o
N
[e0)
o

composition of the student population. (Bldg. | 7 28 4 '1le6 3 12 [0
(Other ' 2 13.3 7 46.7 1 6.7, 3 {20 2 13.3; 00
34. Following desegregation the black principal is | § E
usually (answer for each below) : § ; E
a. demoted (Bldg. |1 4 3 12 5 20 15 é60 0 o0 1 % 4
(Other |1 6.7 3 20 0 0 {11 ,73.3 0 O 0,0
b. displaced (Bldg. 3 12 3 12 4 16 {14 56 0 o 14
(other 10 0O 4 26.7 1 6.7/ 8 i53.3 0 O 2 i13.3
c. promoted to central office (Bldg. 1 4 2 8 3 12 17 (68 1 4 1! 4
- (other |0 | o | 2 [13.3]2 [13.3] 9 |60 | 2 [13.3| 0 ‘ 0
d. returned to classroom (Bldg. 0 O 3 12 7,28 13 (52 14 {1 a
[Question 34 continued] (Other 10 I 0 ] 3 120 ‘2 113'3‘10 '66'71 0 l Y 0 i 0

€L



TABLE XIII (Continued)

Strongly nde- Strongly|Missing
Agree Agree cided Disagree|Disagree|Responses
Questionnaire Item Number f % f % f % £ % £ % f %
34. Following desegregation the black principal is | | :
usually (answer for each below): ! 1 ;
e. made assistant to a non-black principal ! § : ‘
(Building Administrators =3 |12 3 |12 5 20 12 48 0 o 2 8
(Other Administrators ;. 3 20 6 40 0 0O {5 33.3 1 6.7 O 0
f. given a new assignment with no specific respon- i é
sibility and given a salary (Bldg. 2 8 5 120 4 16 :13 52 0] 0 1 4
increase as appeasement (Other { 0 { O . 4 i26.7 4 26.7 7 46.7 0 O 0 o
g. given responsibility commensurate with (Bldg. 0 0] 9 36 6 24 f 6 24 2 8 2 8
his/her training and experience (Other 1 6.7 0 5 :33.3 1 6.7§ 7 46.7 1 6.7 0 O
h. maintained as school principal (Bldg. 2 8 15 ;60 4 16 | 3 12 0] 0] 1 4
(Other | 1 | 6.7 10 {66.7 0 0O ! 3 '20 0O 0 1 6.7
35. A school which has been desegregated and is pre- f
dominantly white should have (answer for each below): §
a. a non-black principal and black (Bldg. 2 8 5 120 7 28 6 24 3 12 2 8
assistant (Other | 2 {13.3 3 20 5 33.3 4 26.7 0 O 1 6.7
b. black principal and black assistant (Bldg. ; O 0 1 ; 4 7 28 110 40 5 20 2 8
(Other % 0 0 1 6.7 4 26.7 8 53.3 1 6.7 1 6.7
c. all black administration (Bldg. 0 | O 1 4 4 16 13 52 5 20 2 8
(Other | O 0 00 2 13.3;10 66.7 2 13.3 1 6.7
d. all non-black administration (Bldg. ; 0 0 0 ; 0 3 12 13 52 7 28 2 8
‘ (Other | 0 | O 0.0 2 13.3,10 66.7 2 13.3 1 6.7
€. co-principals (black and non-black) (Bldg. % 6 |24 6 124 5 20 | 4 16 4 16 0 0]
‘ (Other | 5 {33.3 6 40 2 13.3: 0 0 2 13.3 0 O
36. A school which has been desegregated and is pre- § i
dominantly black should have (answer for each below): 2 ‘ ‘
a. a non-black principal and black (Bldg. ; 0 { 0 0 24 10 40 6 24 3 12
" assistant other | 1] 6.7] 1| 6.7)3 |20 | 5 |33.3] 2 |13.3] 3 |20

[Question 36 continued]

VL



TABLE XIII (Continued)

Strongly Unde- Strongly |[Missing
Agree Agree cided Disagree |Disagree | Responses
[ 3
Questionnaire Item Number £ % £ % £ % £ % f % f %
36. A school which has been desegregated and is pre- : i %
dominantly black should have (answer for each below): ; : ; : ! !
b. black principal and (Building Administrator 1. 4 2 8 5 20 {11 44 4 |16 2 8
black assistant (Other Administrator 0.§ 0 2 13.3 4 126.7! 5 :33.3 11! 6.7 3 120
c. all-black administration (Bldg. 0 | O 1 4 4 16 14 56 4 {16 2| 8
(other 0 | 0 1 6.7 4 '26.7 6 |40 1 6.7 3 20
d. all non-black administration (Bldg. 0.0 1 4 4 1o 10 240 8 32 2 8
(Other 0 | 0 0 0 4 26.7;5 i33.3 4 {26.7 2 13.3
e. co-principals (black and non-black) (Bldg. 6 24 .7 28 4 16 | 3 %12 4 116 1 4
(Other 6 {40 5 33.3 2 13.3 0 "0 2 i13.3 0 O
37. As desegregation progresses, the number of black § % % ‘ ‘ '
principals (answer for each below): ; i | ; ; | :
a. decreases (Bldg. 5 120 4 |16 1 4 12 48 0o 3 112
(Other 1 | 6.7 | 4 !26.7 3 .20 5 33.3; 1 | 6.7 1 6.7
b. increases (Bldg. 1 i 4 {520 0 0 ;11 44 ' 4 {16 4 16
(Other 1 { 6.7 3 20 3 20 3 20 3 i20 2 13.3
c. remains the same as before (Bldg. 1 14 832 |2 8 7 28 |46 3 12
(Other 2 '13.3 . 3 20 2 13.3°3 20 :2 13.3 3 20
v : ; . ; i
38. In a desegregated school the greatest difficul- f ? . ; :
ties a black school administrator will encounter f § ;
will be with (answer for each below): } | .
a. black children (Bldg. 2 8 6 24 3 :12 9 36 | 3 12 2 8
(Other 4 26.7 2 '13.3:2 '13.3 4 26.7. 1 | 6.7 3 20
b. non-black children (Bldg. 2 8 3 .12 312 13 52 |1 4 3 12
(Other 1 6.7 2 13.3'3 20 6 40 0 O 3 20
c. black parents (Bldg. 2 8 6 24 2 '8 13 52 14 1 4
[Question 38 continued] (other | 1 | 6.7 | 5 [33.3J0 0o |8 ls3.3lo0lo J1]e.7

SL



TABLE XIII (Continued)

Strongly Unde- Strongly|{Missing
Agree Agree cided Disagree |Disagree{Responses
Questionnaire Item Number f % f % f % f % f % f %
38. In a desegregated school the greatest difficul-
ties a black school administrator will encounter i
will be with (answer for each below): ?
d. non-black parents (Building Administrator 4 16 10 '40 § 3 12 5 20 1 4 2 8
(Other Administrator 5 33.3 5 ;33.3% 0 0 3 20 0 0 2 13.3
€. non-black faculty members (Bldg. 6 24 10 40 1 4 8 32 0 0 0 0
(Other 3 20 6 40 E 1 6.7 5 :33.3 O 0 0 0
f. black faculty members (Bldg. {0 O 5 20 2 8 13 |52 3 12 2 8
(Other | 1 6.7 3 20 0 0 9 160 0 o 2 13.3
39. Following desegregation the opportunity for a ! | ;
black principal to move to a higher position i | ; !
(answer for each below): ‘ ; i
a. increased (Bldg. | 2 8 5 20 (1 4 11 44 4 16 2 8
(other |1 ' 6.7 2 13.3|3 20  5{33.3 1 6.7 3 20
b. decreased (Bldg. | 4 (16 2 8 3 12 (11 j44 0 O 5 20
(Other | 1 6.7 4 26.713 20 4 i26.7 0 0O 3 20
c. the same as before desegregation (Bldg. 1 4 7 28 6 24 6 (24 2 8 3 12
(Other 1 . 6.7 5 '33.3|2 13.3] 4 ;26.7 1 6.7 2 13.3
40. Following desegregation the opportunity for a : ; i
black assistant principal to move to a higher posi- ; |
tion (answer for each below): é
a. increased (Bldg. |1 4 7 28 1 4 8 132 6 24 2 8
(Other o 0 3 .20 3 .20 4 226.7; 1 6.7 4 26.7
b. decreased (Bldg. 7 28 3 012 2 8 9 136 0 0 4 16
(Other 2 13.3 3 20 320 @4 :26.7 0 0 3 20
c. the same as before desegregation (Bldg. 1 4 4 16 3 12 11 44 | 4 16 2 8
(other j 0 |0 |6 |40 |1 ] 6.7] 4]26.7] 1| 6.7] 3 |20

9L



TABLE XIII (Continued)

Strongly Unde~ Strongly|Missing
Agree Agree ided Disagree|Disagree |Responses
Questionnaire Item Number f | % £ % £ % f s | £ % f %
4l1. Following desegregation the opportunity for a é ; i
black teacher to move to an administrative position i ?
(answer for each below): | ! : |
a. increased (Building Administrator 4 |16 7 {28 1 4 10 40 2 8 1 4
(Other Administrator | 0 | O 4 {26.7!5 {33.3] 5 1!33.3/ 1 |6.7, 0! 0
b. decreased (Bldg. | 2 | 8 6 {24 1! 4 |11 44 2|8 312
(Other | 1 | 6.7 | 4 {26.7 3 {20 3 .20 010 | 4 126.7
c. the same as before desegregation (Bldg. ! 0 0 7 128 34 §16 9 236 2 8 3 .12
(Other J 0 0 5 133.3 1 i 6.7{ 3 ]20 1 6.7y 5 |33.3

LL
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All of the respondents in both groups agreed with the
first item concerning a school administrator's qualifica-
tions to administer a school. Eighty-four percent of the
building administrators and 80 percent of the other adminis-
trators agreed strongly that, if an administrator is quali-
fied to administer a school in a district, he should be
qualified to administer any school of that same level in the
district.

The second item asked the administrators to respond to
a generalization concerning black administrators' ability to
speak freely about racial problems in nine segments of the
educational community. Both groups were consistent in the
belief that black administrators can speak freely to black
teachers, black students, other black administrators, and
black citizens. Their responses indicated, however, that
they were somewhat apprehensive about speaking to non-black
teachers, students, administrators, and citizens, as well as
school board members, about concerns related to race.

The administrators were unanimous in intensely agreeing
that ability to understand and relate to people should be an
important criterion in selecting a school administrator.

Both respondent groups generally agreed with the fourth
generalization, that a school faculty and administration
should reflect the ethnic or racial composition of the
school. However, 12 percent of the building administrators
were undecided, and 13.3 percent of the other administrators

disagreed with the item.
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The two respondent groups were widely divided concerning
the fifth generalization, that a school cannot offer quality
education if the faculty and administrative staff are not
integrated.

There was neither strong agreement nor disagreement by
either respondent group concerning whether the selection of
a principal should be related to the racial composition of
the student population. The largest consensus was by 60 per-
cent of the other administrators, who agreed with this item.

The seventh generalization included eight separate sec-
tions for response by the respondents. The building admin-
istrators generally disagreed with the premise that black
principals are demoted, displaced, promoted to central of-
fice, returned to the classroom, made assistants to white
principals, or given new assignments with no specific respon-
sibility following desegregation. However, there was no
intense disagreement with any of these premises, except for
72 percent who disagreed with promotion to central office.
Also, a sizable percentage of the building administrators
were undecided concerning each of these premises.

The building administrators expressed general agreement
that black principals were maintained as school principals
(68 percent), although 16 percent were undecided. But they
were widely divided as to whether black principals were
given responsibilities commensurate with their training and
experience following desegregation. Almost a quarter (24

percent) of the building administrators were undecided con-



80

cerning each of these premises.

The other administrators expressed general disagreement
with the premises that black principals were usually demoted,
displaced, promoted to central office, returned to the class-
room, and given new assignments with no specific responsibil-
ity. The greatest intensity of disagreement was with the
premises concerning demotion (73.3 percent), promotion to
central office (73.3 percent), and return to the classroom
(66.7 percent). There was considerably less indecision by
the other administrators concerning these premises than by
the building administrators, although a relevant percentage
(26.7 percent) were undecided about whether black principals
are given new assignments with no specific responsibilities.

The other administrators agreed intensely that black
principals are maintained as school principals (73.4 per-
cent), but were somewhat divided in their perceptions as to
whether black principals are given responsibilities commen-
surate with their training and experience (53.4 percent dis-
agreed; 40 percent agreed).

Five separate items were included in the eighth general-
ization. The responses by the building administrators showed
that they generally disagreed with the premises that a pre-
dominantly white desegregated school should have a black
principal and black assistant, an all-black administration,
or an all non-black administration. However, notable per-
centages of the building administrators were undecided con-

cerning these premises, and 8 percent did not respond to
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each item. They were widely divided as to whether a predom-
inantly white school should have a non-black principal and a
black assistant, or co-principals (black and non-black), and
more than 20 percent were undecided concerning these premises.
The other administrators strongly favored co-principals
(75.3 percent), and they expressed no pertinent degree of
agreement or disagreement as to whether a predominantly white
school should have a non-black principal and a black assis-
tant. Concerning this premise, 33.3 percent expressed inde-
cision. The other administrators, also, intensely rejected
the premises that a predominantly white school should have a
black principal and non-black assistant, an all-black admin-
istration, or an all non-black administration.
Generalization nine requested the administrators to
respond to the same premises included in the eighth general-
ization in regard to the most desirable configuration of
administrators in a predominantly black school. Building
administrators who expressed opinions primarily disagreed
with the premises that such schools should have a non-black
principal and black assistant (64 percent), a black princi-
pal and non-black assistant (60 percent), an all-black
administration (72 percent), or an all non-black administra-
tion (72 percent). Again, a considerable percentage of
respondents were undecided as to the kind of configuration
they favored. Although 52 percent of the building adminis-
trators indicated a preference for a co-principalship, 28

percent disagreed, and 16 percent were undecided.
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The other administrators favored a co-principalship more
intensely than the building administrators (73.3 percent);
however, they were slightly less intense in their disagree-
ment with the other alternatives listed in this item. They,
too, evidenced a considerable amount of uncertainty about
their perceptions concerning these premises.

The tenth generalization contained three separate items
for response by the administrators. Both groups were mark-
edly inconsistent in their perceptions of whether the number
of black principals decreases, increases, or remains the
same following school desegregation. The most consistency
of responses concerning either of the items was the building
administrators' response to the premise that the number of
black principals increases after desegregation. Sixty per-
cent disagreed with this premise.

In response to the six items in generalization eleven,
both groups tended to believe that the greatest difficulty
a black school administrator will encounter will be with
non-black faculty members and non-black parents. Sixty-four
percent of the building administrators and 60 percent of the
other administrators believed that non-black faculty members
present the greatest difficulty for black school administra-
tors. Fifty-six percent of the building administrators and
66.6 percent of the other administrators indicated a belief
that non-black parents present the greatest difficulty for
black school administrators. Interestingly, both groups

believed that the least difficulty will be with non-black
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students (20 percent of both groups), followed closely by
black faculty members (20 percent of the building administra-
tors and 26.7 percenf of the other administrators).

Responses to the twelfth generalization showed that the
administrators were quite uncertain about promotional oppor-
tunities for black principals following desegregation. The
strongest consensus by building administrators was by 60 |
percent who believed that promotional opportunities were not
increased. The second greatest consensus was by 44 percent
who believed that promotional opportunities were not de-
creased by desegregation. The largest percentage of agree-
ment with either of the three premises included in this
generalization was by 32 percent of the»building administra-
tors who believed that the opportunity for advancement re-
mained the same as before desegregation. However, the
amount of agreement was countered by 32 percent who dis-
agreed, 24 percent undecided, and 12 percent who did not
respond to the item.

The other administrators were even more uncertain about
promotional opportunities for black principals than the
building administrators. The greatest consensus agreeing
with either premise by them was by 40 percent who believed
that opportunity remained the same as before desegregation.
However, 33.4 percent disagreed, 13.3 percent were unde-
cided, and 13.3 percent did not respond to the item.

The thirteenth generalization was comprised of three

premises concerning the opportunity for black assistant
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principals to move to higher positions following desegrega-
tion. Again, the responses of both groups showed a high
degree of uncertainty concerning promotional opportunities.
The greatest amount of consistency by the buiiding adminis-
trators was by 40 percent who believed that promotional op-
portunities were decreased. However, 36 percent disagreed
with this premise, and 16 percent did not respond.

The most consistent response from the other administra-
tors was by 40 percent who believed that promotional oppor-
tunities for assistant principals remained the same as
before desegregation. However, 33.4 percent disagreed with
this premise.

The distribution of responses to generalization four-
teen showed no strong agreement or disagreement by either
group with three premises concerning opportunities for
black teachers to move to administrative positions follow-
ing desegregation. Among the building administrators 44
percent believed that opportunities were increased, but
even more, 48 percent, disagreed with this premise.

Similarly, while 33.4 percent of the other administra-
tors who believed that opportunity was decreased comprised
the largest percentage of agreement, 20 percent disagreed,
20 percent were undecided, and 26.7 percent did not respond

to this item.
Data from Personal Interviews

This study did not provide for a personal interview
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format. It was felt that the questionnaire would provide
sufficient data for a comprehensive investigation of the
status and perceptions of black school administrators in the
Omaha Public Schools. However, some of the administrators
who received the questionnaire were reluctant to respond to
specific items without further clarification, while others
preferred to complete the questionnaire with the assistance
of the investigator. In both instances, the administrators
contacted the investigator, and personal interview sessions
were arranged.

Most of the information collected via interview was
recorded on the questionnaire and was reported in the sta-
tistical section of this chapter. Some of the statements,
however, that were felt to offer greater insight into the
perceptions of the administrators were recorded and, with
the interviewees' permission, are included in this report.

Generally the black administrators had a favorable view
of the desegregation process in Omaha and its effect, or
lack of effect, on their roles and status. All of the in-
terviewees reported having maintained the positions they
held before desegregation and felt reasonably confident that
they were not threatened in any way by school desegregation.
One building administrator expressed the following percep-
tion of the opportunity for more black principals in Omaha:

Probably in a few years, as more blacks move into

areas that were all white, and if more whites 1leave

the system, black teachers and administrators will

be in greater demand. Right now many white parents
don't know what to expect from black administrators,



86

but in schools that have black administrators,
most of them have as much support as a white
administrator would have. [Personal Interview]

A similar sentiment was expressed by another building ad-
ministrator who stated:

I think that at first white parents were skepti-
cal about sending their children to schools with
black principals, especially on the north side.
But, when they saw that they were treated fairly,
and they weren't allowed to be mistreated by black
students, then they [the parents] felt better
about the situation. We have one of the best
schools in Omaha, and we have good school spirit.
This is basically because the students, black and
white, feel a part of the school and the parents
support what we are doing. [Personal Interview]

Several insightful comments were offered in regard to
the black administrator's role in fostering good human rela-
tions in schools. Some of these were:

I think that black principals are better able to
deal with racial problems in their schools. Let's
face it, the main issue in desegregation is how
will black students be treated. White principals
have to be very concerned with trying to make sure
they don't add to racial tension with the decisions
they make in disciplining students, especially
black students. I don't have that problem. At
least, I don't feel I do. I can discipline stu-
dents, for the most part, without worrying about
whether people will think I am discriminating
against black students, or for that matter, any
students. And, I guess the most important thing
is that the students know this.

[Personal Interview]

One of the biggest problems in school desegrega-
tion is to make black students and parents more
of a part of the school, to make them feel that
it is as much their school as anybody else's. 1In
that regard, I believe black administrators and
teachers are more of an asset than white ones.
[Personal Interview]

One community counselor offered this insight into human rela-

tions concerns from outside the school.

-
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In the schools that I work, most of the time when
I am called to deal with black-white problems in
schools, they are from white principals. They
usually know what needs to be done, but they call
me because they believe it will be less of a prob-
lem if I handled the situation than if they did.
[Personal Interview]

Interviewees who commented on the question "Should
black educators prepare themselves academically for admin-
istrative positions?" agreed unanimously that they should.
Their basic sentiments were probably best represented by
the response of one building administrator:

I tell black teachers that if they want to be ad-
ministrators they should get their degree and let
the "Castle" know that they are ready for an admin-
istrative position. And they should constantly let
personnel know that they expect to be considered for
an administrative position. If they sit back and
don't do this, they may not ever get out of the
classroom. [Personal Interview]

Most of the administrators felt that they have as much
official access to the central office administrators as
their white counterparts. However, one sentiment of partic-

ular note was:

I can go in and talk about concerns or needs that
I have, and most of the time I will get the same
consideration as any other principal. However, as
you probably know, many important decisions are
made on the golf course, or at dinner parties, or
cocktail parties. When official meetings are held,
the decisions have already been made. Black prin-
cipals don't play golf or tennis, or attend dinner
parties with the superintendents, and this is where
we fall short as far as having access, or input,

in decisions. [Personal Interview]

The interviewees generally felt that blacks were expec-
ted to be better at handling student discipline than non-

blacks in the same positions. A central office staff
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member made this observation:

Black principals and assistant principals are ex-
pected to be better disciplinarians than white ones
by the administration. All of the black adminis-
trators I know were good at discipline, and probably
were selected as administrators, to a large extent,
for that reason. [Personal Interview]



CHAPTER IV

DISCUSSION OF THE DATA

This chapter discusses pertinent information presented
in the analysis of data. Responses of the black administra-
tors relative to their personal and professional backgrounds
and their perceptions of their status and role responsibili-

ties will be discussed..

Personal and Professional Backgrounds

Sex, Age, and Principal Residence

Women comprised 40 percent of the building administra-
tors and 60 percent of the other administrators responding
in this study. More specifically, approximately 54 percent
of the elementary principals were women, and about 86 per-
cent of the central office supervisory personnel were women.
The percentage of black women respondents is slightly higher
than 40.2 percent total of female administrators in the
Omaha public schools in 1980.l Also, the large percentage of
female supervisory personnel tends to support recent reports
that found that most of the increase in the number of women
administrators was in personnel/support positions, rather

than in positions of decision-making and control.2

89
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The homogeneity of the two respondent groups was readily
apparent in the comparisons of their average ages, principal
residences, and marital status. The mean age of the building
administrators, 45.83 years, was less than one year higher
than that of the other administrators, 45 years. Among the
building administrators 40 percent were Nebraska residents
and 40 perceﬁt were from southern states. Correspondingly,
40 percent of the other administrators were Nebraska resi-
dents and 46.7 percent were from southern states. The large
percentage of southerners among the black administrators in
the Omaha Public Schools was the result of concerted recruit-
ment efforts by the school district administration at predom-
inantly black colleges in the South over the past fifteen
years.

An overwhelming majority of both respondent groups were
married (84 percent of the building administrators; 60 per-
cent of the other administrators). Most of the remaining
respondents were widowed, divorced, or separated. Only 13.3
percent of the other administrators were single, and none of
the building administrators was single. Also, in contrast
to recent studies concerning women administrators that re-
ported that most female administrators are single, none of

the female respondents was single.3

Educational and Professional Backgrounds

Most of the respondents, over 92 percent, attended high

school in either Nebraska or a southern state, and 80 percent
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attended schools with enrollments of 400 or more students.
The Nebraska natives resided in Omaha, and apparently atten=-
ded high school at one of the large high schools in the Omaha
.district. Most of the administrators from southern states
attended high school in an era when school segregation forced
all, or nearly all, of the blacks in a city or small county
to attend the same "colored" high school. This practice, to
a large extent, accounts for the high percentage of southern
state respondents who attended large, or relatively large,
schools.

The colleges and universities attended by both respon-
dent groups were nearly evenly divided between predominantly
black southern universities and predominantly white univer-
sities in Nebraska. All of the administrators who received
Bachelors' degrees in the South attended predominantly
black colleges, and most came to Omaha as a result of re-
cruitment efforts made by the school district at their col-
leges.

Over 85 percent of the administrators received Masters'
‘degrees from predominantly white universities in Nebraska.
Most attended the University of Nebraska at Omaha while serv-
ing in various capacities in the district, some in their
current positions.

Although the quesﬁionnaire did not request information
on work completed beyond the Master's degree, interviews and
unsolicited comments revealed that several members of both

groups had earned Specialist degrees in educational adminis-
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tration and/or doctorates. The University of Nebraska at
Omaha does not offer a doctoral program; therefore the Spe-
cialist degree is the maximum academic preparation that can
be attained without traveling to the University of Nebraska
at Lincoln or attending an out-of-state university. Never-
theless, some of the administrators had earned doctorates
while serving in the Omaha system.

In the aecade prior to school desegregation in Omaha,
successful recruitment at southern black universities and
more liberal employment practices led to a marked increase
in the number of black educators in the Omaha Public Schools.
In the late 1960's community pressure, significant increases
in the number of black students and student unrest, and ad-
ministrative aspirations of black educators were instrumen-
tal in considerably increasing the number of blacks serving
in administrative capacities in the district. 1In 1966, when
this researcher joined the Omaha Public Schools as a Teacher
Corps intern, black administrative personnel comprised less
than 1 percent of the total number of administrators in the
district. In 1980, the 46 black administrators represented
an estimated 90 percent increase in their ranks. This in-
crease corresponds favorably with Colquit's assertion that
‘in metropolitan school systems in the North as the percent-
age of black students increased, the percentage of black
administrators increased at both the principalship and cen-
tral office levels.4

Reports on black school administrators have focused on
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the fact that most of the black administrators before the ad-
vent of school desegregation were employed in areas where
segregated school systems or significant concentrations of
black residents precipitated a need for significant numbers
of black teachers and administrators. As previously stated,
such a need was not realized in Omaha, and other midwestern
cities, until relatively recently. Consequently, the career
patterns of black administrators in Omaha were somewhat dif-
ferent from those of their black counterparts in areas where
there have historically been large concentrations of black
residents. In most instances, black administrators in those
areas were older when they received their first administra-
tive positions, and had considerably longer histories of
extended teaching experience. While over 70 percent of the
building administrators in Omaha taught less than ten years,
and 80 percent of the other administrators taught ten years
or less, a nationwide sample of black administrators in a
NAASP study reported that over 50 percent of the respondents
taught fifteen or more years before receiving their first
administrative appointments.5

At the time of this study, over 90 percent of the re-
spondents had fifteen years or less administrative exper-
ience. This figure represented considerably more adminis-
trative experience than teaching experience, however, and
tended to indicate that Omaha's "pressing" need to employ
more black administrators in the late 1960's and early

1970's provided young black educators with opportunities
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that probably would not have been available to them at the
same stages of their careers in areas with more extensive
histories of employing black education professionals in

more significant numbers.

Community and Professional Organizations

Most of the respondents did not indicate any non-school
organizations they helped to start in Omaha. Apparently,
the opportunity to organize community organizations for many
of the administrators was limited by their relatively short
period of residence in Omaha and/or the brevity of time for
their ascension from youthful members of the community to
professional educators. Among the organizations listed by
both respondent groups, local church auxiliaries (choirs,
Bible Schools, men's groups), Opportunities Industrializa-
tion Center (OIC), and Boy Scouts of America were common to
both. Other organizations listed by the 28 percent of the
building administrators and 13.3 percent of the other admin-
istrators who helped to organize any community organizations
were all organizations that were completely black or that
were organized to serve the black community. Among these
were: Hamilton-Lake Headstart, Girls Club of Omaha, Jack and
Jill of America, Community Bank of Nebraska, and Omaha Eco-
nomic Development Corporation. None of these organizations
was listed by more than one administrator.

Much of the recent literature on educational adminis-

tration strongly favors community involvement by administra-
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tors as a vehicle for operating effective educational pro-
grams. Certainly, school desegregation, with all of the cor-
responding opportunities for conflict and miscommunication,
heightens the need for educational administrators to take
advantage of every opportunity to get to know the parents

of their students and people with influence in their school
communities, and in the Omaha community in general.

Prior to school desegregation, the impact of the white
community on a black administrator's educational program was
limited almost exclusively to white school officials and
school board members. Therefore, it was quite appropriate
for the administrators to primarily affiliate with organi-
zations that served the black community. Traditionally,
black church groups, civic and social organizations, and
business and community development groups provided all the
community contacts that a black school administrator needed.
However, with the advent of school desegregation, more con-
tact along interracial lines should be of major concern to
all educational administrators, especially black school ad-
ministrators who are responsible for the development and
implementation of educational programs to serve a multicul-
tural, multi-ethnic student population. The need for inter-
racial affiliation was addressed by Abney in the following
statement:

School desegregation in many communities removed

the artificial boundaries observed by different

racial groups and attempted to unify the commun-

ity as an educational unit without concern for
several additional variables directly affecting



an educational system. An educational adminis-

trator can no longer restrict his thinking or

community activities and serve the educational

needs of others existing in another sphere. To

begin to determine the needs of any segment of a

population with which an individual educator has

not before [worked] will require additional forms

of personal communication. One form of communica-

tion can obviously be through interracial organi-

zations.

Although over 90 percent of the building administra-
tors serve schools that enroll predominantly non-black stu-
dents, and all serve in schools that are unquestionably
interracial, only 16 percent reported membership in inter-
racial organizations. A review of the organizations listed
as racially mixed organizations, however, suggests that al-
though they are comprised of interracial membership, local
segments are largely segregated and provide for a minimum
of interracial exchange. These organizations were: Girls
Club of Omaha, Boy Scouts of America, Omaha Industrializa-

tion Center, Phi Delta Kappa, and two unnamed community

action groups.

1980 Job Status and Perceptions

of That Status

The number of black administrators in the Omaha Public
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Schools increased substantially between 1966 and 1975. Most

of the black administrators in the district in 1980 received

their first administrative appointments during that period,
and all were either in the position they were initially ap-
pointed to or had received promotions. It is interesting

to note, however, that the number of black administrators
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in the district had neither increased nor decreased between
1975 and 1980, despite increases in the percentage of black
students in the district and the loss of white students
following school desegregation. It may be concluded tﬁat,
although black administrators in Omaha did not experience
a loss of status or position following school desegregation,
the opportunity for black educators to obtain administra-
tive positions was, nevertheless, decreased.
Decision-making positions of the respondents were pri-
marily confined to the principalship level, although most
respondents were in positions that implied that their func-
tions were of significant importance to the educational
processes of the district. The only administrator consid-
ered to be above the principalship level was the assistant
superintendent for human and community relations. This
position, while a relatively recent addition to the admin-
istrative hierarchy of the district, was created prior to
school desegregation and appeared to serve functions that
transcended merely appeasing the black community's demand
for black representation at the upper level of the educa-
tional hierarchy. Certainly, in view of the status and
visibility of this position, it is not of the variety that
Colquit describes as "tailor made" positions that can read-
ily be discontinued without affecting a school's efficient
operation when there is no longer pressure from blacks or
from officials of the Department of Health, Education and

Welfare.7
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Other positions such as coordinator, community counsel-
ors, and supervisors, although not directly involved in the
day-to-day operation of a school, certainly have important
effects dn the overall success of the educative processes of
the district.

The position of superintendent was ranked number one by
black and white administrators studied by Abney.8 Logically,
it seems safe to assume that the superintendent's effect on
all aspects of the school district must transcend those of
any of his subordinates. Therefore, it was decided that it
would be more enlightening to omit it from the ranking of
administrative positions and include only subordinate posi-
tions whose value to the district's success may not be as
readily apparent to the respondents.

Both respondent groups considered the elementary prin-
cipal position to be the most important position listed.
Perhaps this ranking can be attributed to a general belief
that the most important factor in overall student success
is a good beginning. The next rankings suggest that many of
the respondents felt their positions were important to the
district, and were reasonably satisfied with the roles they
played in the total educational program. Building adminis-
trators ranked junior and senior high principals second and
third respectively, while the other administrators viewed
the assistant superintendent and central office staff posi-
tions as the second and third most important respectively.

The groups that indicated the least satisfaction with
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their positions were the junior high and senior high assis-
tant principals. Their rankings of these positions, along
with corresponding rankings by other respondents, made these
two positions the overall lowest ranking of all the listed
positions. Conceivably, the perceptions of the administra-
tors relative to junior and senior high assistant princi-
palships can be attributed to a myriad of negative factors
that place the black assistant principal in an almost impos-
sible situation in desegregated schools. Too often the
black assistant is seen--by both blacks and whites--as a
desegregation "token" with no real power, no real authority,
and no equality.9 Often he is looked upon as a "manhandler"
for black students, and it is usually quite clear to all
concerned, including the students, that his primary function
is to discipline black students.

Usually black assistants are in schools with white prin-
cipals, and, for the most part, their successes and their
failures are determined by the amount of overt and covert
equality they are afforded by the supervisor.lo All too
often, equality and approval must be gained at a very high
cost, and tends to place the black assistants in what may be
termed a "Catch 22" situation. If they keep black students
"in line," perform as effective "buffers" between the school
and the black community, and contain the frustration they
often feel when staff members "reject black students in var-
ious ways," they are considered by the principals to be good

"black" assistants. Conversely, when they help to perpetu-
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ate the racism that is usually obvious to them and their
black constituency, they are labeled as "Uncle Toms," and
perceived as having sold out by black students and parents.
On the other hand, any sign of advocacy for black students
and parents, or resentment of institutional racism usually
results in the accusation of "militancy." It is this kind
of institutional racism that creates a dilemma for black
assistants forcing them to remain on the fence--neither
"soul brother" nor "Uncle Tom."12

In the spaces designated for ranking positions not
listed, two interesting factors emerged. First, none of
the administrators listed the position of superintendent,
although there was nothing on the questionnaire to explain
its absence from the list of positions. It was again as-
sumed that the administrators shared the researcher's con-
clusion that the value of this position in the school
district success is readily apparent. However, it may be
that our assumption and the findings of previous studies are
not applicable in the case of black administrators in Omaha.
Unfortunately, total omission of this position by the admin-
istrators raises some question as to their perception of the
importance of this position to the education of students.

A second factor of note was the inclusion of "teacher"
among the ranked positions of three building administrators,
all of whom considered it to be the most important. This

was totally unexpected, since the administrators were asked

to rank only administrative positions. However, it does
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indicate an appreciation of the rank-and-file educators by
these administrators, an appreciation that a substantial num-
ber of teachers feel is grossly lacking from most administra-

tors and the public at large.

Perceptions of Role Responsibilities

and Status

Differences in the perspectives of the two respondent
groups are vividly evidenced by their perceptions of the role
responsibilities of black and non-black principals. Both
groups perceived instructional leadership to have a high
priority for black and non-black principals before desegrega-
tion, and they concurred that this priority was considerably
diminished following desegregation for black principals.
However, while the other administrators believed that instruc-
tional leadership was no longer the primary function of non-
black principals, the building administrators were steadfast
in their belief that the primary function of non-black prin-
cipals was instructional leadership.

The building administrators perceived reports and paper-
work to be moderate functions of both groups of principals
before desegregation. Curiously, they indicated that this
function was greatly reduced for black principals following
desegregation, even though they considered it to continue to
be a rather prevalent function for non-black principals. On
the other hand, the other administrators, with no first-hand

knowledge of the reporting and paperwork function of princi-
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pals, viewed it as a very low priority item for black and
non-black principals. Interviews and discussions with some
of the administrators revealed that some of the building ad-
ministrators felt that, although desegregation status reports
had added to the paperwork loads of black priﬁcipals, the
day-to-day concerns fostered by the desegregation process
greatly reduced their abilities to attend to paperwork during
the school day, while it had little effect on the non-black
principal's time to handle such duties. Other administrators
spoken with did not share this assessment, and one stated:
"All of them spend more time disciplining than doing anything
else."

' Both groups agreed that black principals played a great-
er role in establishing and maintaining good human relations
within their buildings than non-black principals. The con-
stants were that building supervision and student discipline
were the "must attend to" functions that all principals have
on a day-to-day basis, regardless of what has to be left
undone.

Nationwide and local studies supported the perceptions
of the other administrators concerning the lack of time for
principals to provide instructional leadership. However,
findings concerning paperwork and building supervision are
drastically different from the perceptions of the Omaha edu-
cators. Howell's report on a regional study of how princi-
pals utilize their time revealed the following data for a

one-week period:
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*Paperwork 27 Hours
*Parent Conferences 11 Hours
*Personnel Conferences 11 Hours
*Discipline 8 Hours
*Scheduling 8 Hours
*Cafeteria 8 Hours
*Supervision 6 Hours12
*Instructional Leadership 2 Hours

Nationwide figures were largely similar, which led Howell to
reach the following conclusion:

Today's principal is engaging in crisis management

and general operation. No conceptualizing, no

"think tanks"--the perceptive contemporary princi-

pals simply can't step over a fight in the hall or

ignore paperwork deadlines and proceed to the

science curriculum meeting. Thus the function of

the principal in instructional improvement in the

80's must be clearly defined as a partnership with

teachers in which the leadership responsibility is

identified as instruction expeditor. Maybe that's

what it always has been but that's not very evident

in today's assessment.

Almost complete unanimity existed between the two groups
that the major barriers to both black and non-black princi-
pals' operating the kinds of schools they want were:

1. lack of involvement of parents and community in

schools, and

2. teachers not prepared for today's schools.

Both barriers seemed to revolve around a common thread: a
need for improved communications between school and community.

Often educators lament the perceived lack of parental
support in matters that involve student discipline or lack of
academic application, and lack of parental participation in
support organizations. They are incensed by parental and com-

munity attacks on programs or policies they feel the public

has little knowledge of, and whose methodologies and objec-
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tives are misunderstood or mistrusted. Wells recognized this
problem and presented the following assessment:

Frankly, I don't see major dangers coming from the
organized pressures, from the activist lobbyists

of one sort or another. You may not agree, if you
are a trustee or an administrator who has to deal
with them. But at least their requests are known.
They make sure you don't overlook them . . .

But I do see major danger in that second group, the
parents and citizens who may not be circulating peti-
tions or appearing in delegations before the board,
but who simply do not know what is happening in the
schools . . . . I say this because lack of involve-
ment implies lack of communication. Lack of communi-
cation brings lack of knowledge, misunderstanding,
and mistrust. Misunderstanding and mistrust grad-
ually erode the base of popular support on which the
viability of any pEElic institution depends, particu-
larly our schools.

Usually, the perceived lack of preparation of teachers
does not revolve around their preparation for teaching the
subject(s) they are assigned to teach. Most often, their
training programs do not adequately prepare them to under-
stand and effectively communicate with children and parents
from diverse and different ethnic and cultural origins.
Therefore it seems imperative:

that teacher education programs provide students

with conceptual structures concerning teaching

and learning which cut across ethnic and commun-

ity boundaries. Also, that all teacher education

students study and experience in some depth at

least one of_the local, regional, or national

subcultures.

The administrators also concurred in their beliefs that
a very high priority in the queét for more effective schools
is the provision of more workshops to aid teachers in under-

standing cultural differences of children.

Building administrators perceived a lack of respect from
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superiors as a significant barrier to black principals that
is not experienced by non-black principals. While the other
administrators did not feel that lack of respect was a sig-
nificant barrier to black principals, they did agree that
central office personnel could better assist black principals
in operating effective schools if they consulted them on pol-

icy decisions.

Perceptions of Professional Opportunities

for Black Educators

Both groups of respondents believed that qualified black
educators should apply for administrative positions. They
expressed general unanimity, however, that before educators
prepare academically to become principals, they should have
made necessary contacts with the power structure of the dis-
trict and with influential persons in the community, and
should maintain these contacts throughout the period of
preparation. The political astuteness evidenced by the re-
spondents' perception of what may be termed the "bottom line"
in obtaining an administrative position was somewhat incon-
gruent with their responses, or lack of responses, to the
items concerning community group leadership and participa-
tion. Nevertheless, it was apparent that many respondents
were influenced by the belief that their leadership positions
were a direct manifestation of the black community's demand
for more black representation in leadership positions in the

school district.
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Building administrators gave considerable credence to
the recommendations from black administrators as an impor-
tant factor in encouraging black educators to aspire to ad-
ministrative positions. However, the other administrators
placed a very low priority on recommendations from black ad-
ministrators and considered recommendations from non-black
administrators to be of much greater importance. The view
of the other administrators was consistent with the opinion
expressed by both respondent groups that black administra-
tors do not receive as much respect from school system offi-
cials as non-black administrators.

The two respondent groups were widely divided in their
perceptions of the respect accorded black and non-black ad-
ministrators by their school communities and indicated the
perception that community people would be more likely to
respect and support an administrator on the basis of his job
performance than school district officials. However, both
groups believed that more is expected from black administra-
tors than from non-black administrators by all segments of
the educational and lay communities.

Much of the frustration indicated by the administrators
seemed to be a manifestation of their perceived role expecta-
tions. The beliefs of the building administrators concerning
expectations were closely paralleled by their perceptions
that they encounter more problems from school district offi-
cials and community constituencies than their non-black

counterparts. No doubt these perceptions were directly
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related to the desegregation process, which had transformed
most of the administrators' roles from principal educators
and school district liaisons with the black community, to
roles which had been drastically changed by their need to
serve a multicultural, predominantly white constituency.
Black administrators see themselves as central focal points
of desegregation and, understandably, feel pressure to
prove to their superiors and their new constituencies that
they can provide leadership that is equal to, or transcends,
the leadership provided by their non-black counterparts.

Johnson reported similar findings in a study of black

administrators in Florida. Among his conclusions were:

*Black administrators (Principals and other admin-
istrators) were equally frustrated with matters
concerning relationships with their superiors . . .

*Principals believed that a large percentage of the
problems they experienced were created because
their superiors demonstrated a lack of trust in
their ability to operate a school.

*Others see black administrators as being super-
human; therefore they should not make adminis-
trative mistakes.

Perceptions Concerning Generalizations

About the Black Administrator

and School Desegregation

Both respondent groups expressed agreement with the gen-
eralizations that the ability to understand and relate to
people should be an important criterion in selecting a school
administrator; the school administrative team and school fac-

ulty should reflect the ethnic or racial composition of the
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school; and if an administrator is qualified to be an admin-
istrator of one school in a district, he or she should be
able to administer any school of that same level in the dis-
trict. However, in response to related generalizations, the
building administrators expressed indecision as to whether
the race of the principal should necessarily be related to
the racial composition of the student population, while both
groups were indecisive as to whether a school can offer qual-
ity education if the faculty and administrative staff are not
integrated.

A review of opinions concerning desirable racial config-
uration of building administrators indicated that both groups
were more in favor of co-principals (black and non-black)
than any other racial configuration of administrators. They
were strongly against an all-black or all non-black adminis-
tration regardless of the composition of the student popula-
tion, and, for the most part, either disagreed or were
undecided as to whether a black principal and non-black as-
sistant, or the reverse, was warranted simply because of the
racial composition of the student population.

Both groups indicated a belief that following desegre-
gation the black principal had usually been maintained as a
school érincipal, although this belief was not as strong as
expected considering the fact that no black principals were
removed from their positions in Omaha following desegrega-
tion. However, discussions with administrators revealed

that because the question was not interpreted as pertaining
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specifically to Omaha, some responded from a more global
frame of reference. Their responses included a consideration
of the southern experience with school aesegregation. It is
interesting to note that none of the administrators believed
strongly that principals, in the South or elsewhere, were
returned to the classroom as teachers. Only 15 percent of
the total group accepted this as a possible consequence of
desegregation, even though reports from southern and border
states have documented substantially that former black prin-
cipals have suffered this fate.

Responses to the generalizations concerning the oppor-
tunities for black educators to move to higher positions in
the district indicated a significant amount of indecisive-
ness by both groups of respondents. The building administra-
tors were most convinced that the number of black principals
would not increase, that the opportunities for black princi-
pals to move to higher positions would not increase, and that
the opportunities for black assistant principals would nei-
ther increase nor remain the same as before desegregation.

On the other hand, they were not convinced that promotional
opportunities for principals, assistant principals, and
teachers would be decreased following desegregation.

No significant patterns of agreement or disagreement
on any of the items were expressed by the other administra-
tors, and tended to indicate that they, even more than the
building administrators, experienced frustrations when con-

templating avenues of advancement available to themselves
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and other black educators in Omaha.

Previous patterns of upward mobility in the Omaha School
System, and similar systems reported on in this study, sug-
gest that the skepticism relative to upward mobility for
black educators is justified. For example, at the time of
this study, the number of black administrators in Omaha had
not increased at all from the year before desegregation, and
there was only one position above the principalship level,
assistant superintendent for human and community relations,
that was held by a black person. The hope that interviewees
expressed, that changing residential patterns and larger
percentages of black student enrollment would result in more
black administrators in Omaha, is supported by data from
northern and western state school districts previously re-
viewed. Conversely, however, unlike those cities, the per-
centage of black student enrollment in Omaha had increased
only slightly in the five years following desegregation

(20.8 percent in 1975,%7 25.3 percent in 198018

), and had
not provided impetus for realistic hope by black administra-
tors that the percentage and/or numbers of their ranks would
be significantly increased in the next few years.

Both groups were convinced that black administrators
could speak freely about problems concerning race to black
educators, students, and community people. They were widely
divided, however, as to whether they could speak freely to

non-blacks in the school district and community concerning

racial problems. Perhaps those administrators who perceived
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a risk in speaking to non-blacks about racial problems evi-
denced a lack of confidence in their job security, a mis-
trust of white constituencies, and/or a feeling that they
would not be supported by school district officials if a
given comment was construed as being racially biased or in-
sulting to the person or group spoken about.

Both groups reported the greatest difficulty confront-
ing the black building administrator in a desegregated
school to be with non-black parents and non-black faculty
members. No doubt, apprehensions about black administrators
stemming from differences in cultural and social orienta-
tions, as well as substantial amounts of mistrust and preju-

dice, greatly contributed to these circumstances.
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CHAPTER V
SUMMARY AND CONCLUSIONS
Summary

The problem was to examine the 1980 status and percep-
tions of those black persons employed as building adminis-
trators in the Omaha Public School System during the 1980/81
school term and to compare their status and perceptions with
a sample of black persons employed in other administrative
capacities in the Omaha system.

Specifically, information concerning the following was
pursued:

1. How do black building administrators and other black
administrators perceive the roles and status of black school
administrators in comparison to the roles and status of non-
black administrators before and following school desegrega-
tion in Omaha?

2. What do black administrators see as significant bar-
riers, if any (other than financial), which prohibit black
school administrators from organizing and operating the
kinds of schools they want?

3. In what ways do black administrators believe central
office staff can be of more assistance in operating effec-

tive schools for students?
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4., How do black administrators believe their talents can
be better utilized in a school or in the school system?

5. Do black administrators believe that young blacks
should prepare themselves academically to become school ad-
ministrators?

Additionally, responses to six basic assumptions were sought:

1. In a desegregated school system the black building
administrator is more of an asset in foétering effective
human relations than the non-black building administrator.

2. Qualified young black educators should apply for ad-
ministrative positions.

3. Black building administrators are respected by cen-
tral office officials the same as non-black building adminis-
trators.

4. Black building administrators are respected by their
school communities the same as non-black building adminis-
trators.

5. School administrators, teachers, children, parents,
and other citizens expect more from black building adminis-
trators than from non-black building administrators.

6. Black administrators encounter more problems than
non-black administrators from sources other than teacher/
student classroom situations.

The procedure used involved: (a) identification of the
black administrators in the Omaha system; (b) development of
an instrument, and (c) gathering of the data. The 1980/81

Omaha Public Schools Department of Staff Personnel Bulletin
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was used to determine the identity and location of black edu-
cators holding administrative positions in the Omaha school
system. The principal means of collecting the data was by
questionnaire. Personal interviews were used to record some
of the data and to clarify some responses. The questionnaire
was returned by 40 administrators, 25 principals and assis-
tant principals (building administrators), and 15 "other"
administrators (central office, special services, and other
support personnel). Analysis of the data was descriptive in
nature, and the results were presented in tabular and writ-
ten form.

Generally, the comparisons of the two respondent groups
showed marked similarities in personal and professional
backgrounds. The statistical data (Chapter III) and the
discussion of this data (Chapter IV) point out these simi-
larities quite extensively. In summary, then, it would
appear that as far as the background data we examined is
concerned, individual members of the two respondent groups
would be interchangeable, and their origins, training, and
professional experience were not major variables in the role
responsibilities they have been accorded in the Omaha Public
Schools.

Generally, the building administrators felt that the
role of the black principals had been changed to a greater
degree than that of their non-black counterparts. They
perceived that since desegregation the black principal

could no longer give as much attention to his primary role
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before desegregation, instructional leadership, while the
non-black principal's primary function was still instruction- -
al leadership. They believed that new constraints occasioned
by the shift from administering schools that were comprised of
nearly all black students to those that were predominantly
white, or which had a larger percentage of white students en-
rolled, had increased the black principal's need to attend to
human relations matters much more than his non-black counter-
part's.

The other administrators shared the view that the black
principal's human relations functions were much more preva-
lent since desegregation than his non-black counterpart's;
however, they believed that neither group of principals
could devote as much time and effort to instructional lead-
ership as before desegregation.

The building administrators, generally, believed that
black principals were not accorded the level of respect from
school system officials enjoyed by non-black principals, and
perceived this as the most significant barrier to their oper-
ation of their schools, a hindrance that did not have to be
overcome by non-black principals. They also perceived that
the best way central office personnel can assist them is to
consult them on policy decisions.

The other administrators believed that black principals
received less respect from school district officials than
their non-black counterparts, but did not consider this a

significant barrier to their operation of their schools.
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They, too, felt that central office staff should consult the

principals on policy decisions.

General agreement was noted between the two respondent

groups in regard to the following items:

1.

if an administrator is qualified to be an administra-
tor of one school in a district, he should be able to
administer any school of that same level in the dis~
trict;

the ability to understand and relate to people should
be an important criterion in selecting a school ad-
ministrator;

a school faculty and administration should reflect
the ethnic or racial composition of the school;

black principals are usually maintained as principals
following desegregation;

the greatest difficulties confronting the black
building administrator result from problems with non-
black parents and non-black faculty members; and
black educators should prepare for and seek adminis-
trative positions in midwestern city school systems
after making necessary contacts with the formal and

informal power structures of the district.

Major areas of indecisiveness, or frustration, were as

follows:

1.

Both groups were indecisive as to whether a school can

offer quality education if the faculty and administrative

staffs are not integrated.
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2. The building administrators were indecisive as to
whether the race of the principal should necessarily be rela-
ted to the racial composition of the school, while the otﬁer
administrators mildly agreed that this factor should be a
consideration in the selection of a principal.

3. Both groups seemed to be somewhat unable to predict
whether promotional opportunities for black teachers and ad-
ministrators would increase, decrease, Or remain the same as
before desegregation. However, the other administrators
seemed considerably more frustrated concerning promotional
opportunities than the building administrators.

4. Both groups were convinced that a black administrator
can speak freely about racial concerns to black educators and
the black constituency, but indicated considerable skepticism
as to whether they can speak freely to non-black educators
and community people regarding racial concerns.

5. Both groups favored co-principals (black and non-
black) over any single administrative configuration, and
either disagreed or were undecided as to whether any single
administrative configuration (black principal and white as-
sistant, or the reverse) was warranted solely on the basis

of the racial composition of the school.
Conclusions

The conclusions reached in this study are based solely
on the perceptions of the sample of black administrative per-

sonnel in the Omaha Public Schools who responded to this
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- investigation, and are applicable only for those individuals.
Only those responses that received a consensus of agreement
between both respondent groups are listed below as viable
conclusions regarding perceptions held.

1. Black administrators in Omaha believe that they are
needed, but are undecided as to the extent black administra-
tors will be used by the district as desegregation proceeds.

2. Black administrators want to be an integral part of
the decision-making process of the school district.

3. Qualified black educators should prepare to become ad-
ministrators, and should apply for administrative positions.

4. Black educators must identify school district and com-
munity power structures, and involve themselves in the politi-
cal processes in order to become integral parts of the
policy-making body of the school system.

5. Black administrators do not receive the same level of
trust and respect from school system officials as their non-
black counterparts, and feel a significant amount of frustra-
tion and insecurity as a result.

6. More is expected of black administrators by school
system officials and community people than from their non-
black counterparts.

7. Since school desegregation, black principals are
expected to play a larger role in maintaining good human rela-
tions between black and non-black students and staff members
than their non-black counterparts.

8. Teachers are not adequately prepared to meet the
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challenge of today's school.

9. Black school administrators encounter more problems
from non-black parents and teachers than from other segments
of the school and community.

10. Parents and community people are not adequately in-~

volved in the school's program.

Recommendations

Recommendations for Practice

1. School administrators should be recruited, selected,
placed, and promoted on the basis of qualifications and cap-
abilities for performing administrative responsibilities.

2. Roles of black administrators should be clearly de-
fined, and they should be trusted and supported in their ef-
forts to fulfill their roles.

3. Workshops and inservice training should involve admin-
istrators and teachers in innovative and worthwhile activities
that will enhance their abilities to work effectively with
multicultural, multi-ethnic students and community populations.

4. Parents and teachers should be involved in planning
for students.

5. Lines of communication between black administrators
and their superiors should be strengthened to avoid frustra-
tions concerning role expectations and job performance.

6. Black administrators should participate actively in
non-school organizations that include persons from all seg-

ments of the school community.
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7. Black principals must organize and implement school
programs and activities that demonstrate effective and inno-
vative leadership to their superiors and to the school com-

munity.

Recommendations for Further Research

1. A study similar to this one should be conducted to
determine the status and perceptions of white administrators
and to compare them with those of black administrators.

2. Similar studies should be conducted with black school
administrators in other midwestern cities to compare their
status and perceptions with those of the black administrators
in Omaha.

3. A study of black teachers in regard to their percep-.
tions of the roles and status of black school administrators
should be conducted to gain another perspective on the con-
cerns and challenges that black administrators must address
themselves to.

4. Depth studies should be conducted in order to deter-
mine what activities are needed to help black administrators
develop more positive perspectives toward their work and

their non-black peers.

This investigation examined but a few of the dynamics
that impact upon the school desegregation process. The anal-

ysis of the data indicates that black educational administra-
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tors in the Omaha system question their opportunities to
utilize fully their talents within the school system, and are
frustrated by perceived obstacles to their efforts to become
successful, effective administrators.

Undoubtedly the demands on the administrators have
changed radically since desegregation and their perceptions
of their roles and status are directly related to the deseg-
regation process. Therefore, it seems obvious that, if
desegregation in the Omaha Public Schools is to be a complete
success, activities and experiences for individuals which en-
hance their chances for success as school administrators in a
desegregated school and/or school district should be consid-
ered before race. Also, it is recommended that research ef-
forts should be increased and directed toward determination
of the newer roles and needs of black administrators in to-
day's educational system, and in-service programs should be
implemented to provide for retraining and support for ail
administrators in meeting the new challenges arising from
school desegregation.

Finally, it may be that greater communication between
black administrators and their superiors could be enhanced
through informal avenues that provide more personal contact
between black administrators and their superiors. Non-
school and unofficial activities that involve members of
those segments of the school district could increase black
administrators' feelings that they are trusted and respected

and have input in the district's decision-making process,
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LETTER TO RESPONDENTS

Dear :

Presently, I am a graduate student matriculating at Oklahoma State
University. I am a graduate of Grambling State University and the Uni-
versity of Nebraska at Omaha. I have worked in the Omaha Public School
System as a Teacher Corps intern and as a junior high mathematics teach-
er.

Over the past two decades, many studies have been conducted on the
impact of school desegregation on black educators in Southern, Border,
Northeastern and West Coast school systems. Very little has been done
to elicit the responses of black educators in midwestern systems as to
their perception of their roles and status in desegregated schools.
Under the supervision of the Department of Educational Administration
at Oklahoma State University, I have designed the enclosed questionnaire
to elicit the perceptions of black administrators in Omaha of their roles
and status in the Omaha Public School System.

I know that you have many demands on your time. However, I would
appreciate your taking a few minutes to complete the questionnaire, and
returning it to me in the stamped, self addressed envelope that has been
enclosed for your convenience. An early reply will be appreciated.

Information obtained in this study will be completely confidential.
No names will be, or can be, identified in reporting the results of this
study.

Thank you very much for your cooperation in this study.
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FOLLOW-UP LETTER TO RESPONDENTS

Dear :

Recently I mailed a questionnaire to your home address and asked
that you complete it and return it in the enclosed self addressed en-
velope. If you have been able to complete the questionnaire and have
returned it to me, please accept my sincerest appreciation for your co-
operation.

If, however, you have not received a copy of the questionnaire,
or have misplaced it, I would appreciate your taking a few minutes to
complete the enclosed copy and returning it in the accompanying self
addressed envelope. Your responses are very critical to the success
and accuracy of this study and will be of immense value in helping to
ascertain the impact of school desegregation on black school adminis-
trators in Omaha.

Information obtained in this study will be completely confiden-
tial. No names will be, or can be, identified in reporting the results
of this study.

Thank you very much for your cooperation in this study.
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THE STATUS AND PERCEPTIONS OF BLACK
SCHOOL ADMINISTRATORS IN OMAHA, NEBRASKA

BACKGROUND INFORMATION:

1) Sex: M ___F 2) AGE: 20-30; 31-40; 41-50; 51-60; 61 & over
3) Name of state where you resided longest prior to becoming an administrator in

Omaha

4) Marital Status: Single, Married, Separated, ____Divorced 5) Location of High

8

9

10

11

12

13

14

)

~

)

~

-

)

School Attended:

ceived your High School diploma:
300-399 400.

COLLEGES OR UNIVERSITIES ATTENDED:

A) Bachelors Degree:

Type of Institution: _____Predominantly black

even black-white student population.

Name of State where located: Major:

B) Masters Degree:

Type of Institution: —_Predominantly black

even black-white student population.

Name of State where located: Major:

6) Size of the graduating class from which you re-
under 50 50-100 100-199 _200-299

Predominantly white __Even or nearly

Predominantly white ___Even or nearly

If you have worked in Omaha as a Teacher, indicate the approximate number of years.
1-5 years 6-10 years 11-15 years . 16-20 years

Indicate the approximate length of time you have worked in the Omaha Public School System as
an Administrator.
1-5 years

6-10 years 11-15 years 16-20 years

If you have worked in another school system as a Teacher, indicate the number of years.
1-5 years . 6-10 years 11-15 years 16-20 years

If you have worked in another school system as an Administrator, indicate the number of years.
1-3 years 6-10 years , 11-15 years , 16-20 years

If you are currently serving as a Principal or Assistant Principal, give the racial composition of
your school:

STUDENTS:  Black % White % Hispanic % Other %
FACULTY: Black % White % Hispanic %  Other %

Identify anv non-school organizations you have helped to organize:

Are any of the community organizations in which you participate equal to, or nearly equal to, the
racial composition of vour school population?

Yes
If ves. give the names of these organizations below:

No

a. d.

b. e

9



16) Below is a list of supervisory positions. Circle the title of your present position (or last position if
retired). If the title of your present, or last, position is missing, please add the complete title in the
blank space and circle it. Then rank all of the positions according to your belief about the degree
of importance of each in meeting the educational needs of students in your school system. Use a
scale of one (1) to nine (9).

Highest: 1,23 .................... 9: Lowest

Assistant Superintendent

Central Office Supervisory Staff

Elementary Principal

Junior High or Middle School Principal

Senior High Principal

Assistant Principal (Elementary)

Assistant Principal (Junior High or Middle School)
Assistant Principal (Senior High)

Other

SPECIFIC QUESTIONS

The following questions contain listings of role responsibilities and observations by black adminis-
trators in one southern state. These questions are presented to elicit a comparison of your perceptions
of the responsibilities that black and non-black principals have been required to attend to most before
and after school desegregation, and your preceptions of the importance of other considerations to
black principals in Omaha.

Rank Items in the next five (5) questions in the order that you perceive them to be important,
according to your experiences as an administrator. If you don't feel an item is important, cross it out
(X), and do not include it in your ranking. If there are role responsibilities or considerations that vou
feel are important, that are not included, write those in the spaces beside “‘other”. Then rank all of the
important items according to the following scale:

Most Important: 1, 2, 3, ...... e 10: Least Important

17) Rank the following role responsibilities according to vour perception of those that required more
of a principal’s time and effort before school desegregation, and after school desegregation.

BEFORE SCHOOL DESEGREGATION AFTER SCHOOL DESEGREGATION
Black Non-Black Black Non-Black
Principals Principals Principals Principals

Instructional leadership
Building supervision
Disciplining students
Community liaison for

the district —_

Instructional leadership
Building supervision
Disciplining students
Community liaison for

the district -

Fostering human relations
within the school
Preparation of reports and
other paper work
Other
Other

Fostering human relations
within the school
Preparation of reports and
other paper work
Other
Other

T

18) Excluding money, are there major barriers that prohibit principals from organizing and running
the kinds of schools they want?

Yes No

If ves. rank the following items according to vour perceptions of the barriers that impact upon

black and non-black principals the most.
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Black Principals

|

Non-Black
Principals

Lack of support and respect from superiors

Unwillingness of teachers to cooperate with the
principal

Inadequate facilities and supplies
Lack of administrative help (time)

Students not feeling a part of the school

ll

Teachers not prepared for today’s schools

Lack of involvement of parents and community in
school

Interference from outside organizations
Other
Other

19) Rank the following items according to your perception of the most important ways that Central
Office personnel can be of more assistance to black principals in operating effective schools.

iR

Trusting and supporting their judgement
Consulting them concerning the development of policies and regulations

Providing workshops to aid teachers in understanding cultural differences of
children

Providing more administrative help with curriculum matters
Holding fewer meetings

Eliminating duplication of written work

Encouraging more parental support of schools

Allowing them to select their teachers

Reducing teacher-pupil ratio

Other
Other

20) Rank the following items according to your perception of ways in which the talents of black
principals can be better utilized by the system.

l

Principals have more freedom to work with teachers’ curriculum needs
Principals roles are clearly defined

Principals are trusted to fulfill their roles

Principals do not present a threat to superiors

Principals are involved in the policv-making ot the school svstem
Principals are congratulated when warranted

Principals are criticized when warranted

Other

Other
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21) Rank the following items according to your perception of factors that would encourage other
black educators to prepare themselves academically to become principals.

They are recommended by black administrators in the system

||

The following statements are presented to represent opinions rather than facts. As opinions, they are
neither right nor wrong, and the responses should be determined largely in terms of personal experi-
ences. Place an (X) in the appropriate column that indicates your attitude toward the following

and during training

Other

They aspire to other administrative positions
They have certification in more than one field

They have a high degree of tolerance for frustration
They have contacts within the formal and informal power structures before

They are recommended by non-black administrators in the system

Other

statements.

STATEMENTS

Strongly
Agree

Agree

Undecided

Disagree

Strongly

Disagree

22) In desegregated schools, black school administrators

play a larger role in facilitating harmonious relations
between black and non-black teachers and students
than do white school administrators.

N

3) Qualified young black educators should apply for ad-

ministrative positions in Midwestern city school sys-
tems.

Black and non-black administrators have about the
same level of respect from school svstem officials.

Black and non-black administrators have about the
same level of respect from their school communities.

More is expected of black administrators than non-
black administrators from (answer for each below):

a) school admuinistrators

b) teachers

c) students

d

other citizens

e) parents

19

)

Black administrators encounter more problems than
non-black administrators from sources other than
teacher:student classroom situations (i.e., communitv
groups, central office statf. parents. support personnel).
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Strongly
Agree

Agree

Undecided

Disagree

Strongly
Disagree

28) If a school administrator is qualified to be an adminis-
trator of a school in a district, his/her qualifications
should be such that one could administer any school of
the same level in that district.

29

-~

Most black administrators can speak freely about edu-
cational problems conceming race to (answer for each
below):

a) black teachers

b) non-black teachers

c) other black administrators

d) non-black administrators

e) black students

f ) non-black students

g) school board members

h) black citizens of the community

i ) non-black citizens of the community

30) The ability to understand and relate to people is an
important criterion which should be included in
selecting a school administrator.

31

-

A school faculty and administration should reflect the
ethnic or racial composition of the school.

32) A school cannot offer qualitv education if the faculty
and administrative staff are not integrated.

33

-~

In the selection of a principal. the race of the individual
should have no relationship to the racial composition of
the student population.

34

=

Following desegregation the black principal is usually
(answer for each):

a) demoted

b) displaced
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Strongly
Agree

Agree

Undecided

Disagree

Strongly
Disagree

c) promoted to central office

d) returned to classroom

e) made assistant to a white principal

f) given a new assignment with no specific responsi-
bilitv and given a salarv increase as appeasement

g) given responsibility commensurate with his/her
training and experience

h) maintained as a school principal

35)

A school which has been desegregated and is predomi-
nantly white should have (answer for each below):

a) non-black principal and black assistant

b) black principal and black assistant

c) all black administration

d) all non-black administration

e) co-principals (black and non-black)

36)

A school which has been desegregated and is predomi-
nantly black should have (answer for each below):

a) non-black principal and black assistant

b) black principal and black assistant

c) all black administration

d) all non-black administration

e) co-principal black and non-black)

37)

As desegregation progresses, the number of black prin-
cipals (answer for each):

a) decreases

b) increases

¢)_remains the same as before desegregation

In a desegregated school the greatest difficulties a black
school administrator will encounter will be with (an-
swer for each below):

a) black children

b) non-biack childen
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Strongly
Agree

Agree

Undecided

Disagree

Strongly
Disagree

c) black parents

d) non-black parents

e) non-black faculty members

d) black faculty members

39

-

Following desegregation the opportunity for a black
principal to move to a higher position is (answer for
each below):

a) increased

b) decreased

c) the same as before desegregation

40

=

Following desegregation the opportunity for a black as-
sistant principal to move to a higher position is (answer
for each below):

a) increased

b) decreased

C) the same as before desegregation

41

-

Following desegregation the opportunity for a black
teacher to move to an administrative position is tan-
swer for each below):

a) increased

b) decreased

<) the same as betore desegregation
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APPENDIX C

RACIAL COMPOSITION OF STUDENT POPULATION
IN THE OMAHA PUBLIC SCHOOLS

1975 AND 1980
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PLANNING, COMMUNITY RELATIONS,
RESEARCH, AND EVALUATION COMMITTEE MEETING
Wednesday, December 9, 1981

HIGH SCHOOL DESEGREGATION PLAN REVIEW
Introduction

Annually, effects on school enroliments, as a result of implementing the court-ordered desegregation plan,are studied and
reviewed. A monitoring report is discussed with the Board of Education and filed with the Federal District Court, the
Legal Intervenors, and the Justice Department. This report reveals the enrollment trends of all six years the plan has
been implemented for the eight high schools. As a result of these trends, possible adjustments to the high school plan
are being proposed by staff for Board of Education consideration.

High school enrollment effects for years 1976-77 through 1981-82 are described on the following table.

“ Pre First Year Second Year Third Year Fourth Year Fifth Year Sixth Year
Desegregation of Plan of Plan of Plan of Plan of Plan of Plan
1975-76 1976-77 1977-78 1978-79 1979-80 1980-81 1981-82

% % % % % % 4
School |{ Black] Enroll. Jl Black | Enroll. § Black Enro]]ul Black | Enrol1.] Black | Enroll.Jl Black | Enroll) Black Enroll.

Benson 22.9 1,520 | 24.2 1,352 }f22.8 1,190 || 23.5 1,187 | 24.6 1,117 27.0 1,104 25,6 1,095

Bryan 2.1 1,231 6.6 1,221 8.9 1,250 10.9 | 1,219§ 12.5 1,213 § 12.2 1,215 15.3 1,014
Burke 2.2 2,137 |1 12.8 2,346 §10.9 2,136 {1 10.7 1,900 10.8 1,762 8.5 1,674 9.0 1,632
Central 31.8 2,201* 1 26.7 1,674 || 24.6 1,441 24.2 1,427 1§ 26.9 1,409 | 28.5 1,482 26.9 1,430
North 35.0 1,756% |1 29.4 1,314 }35.2 1,379 |f 42.9 1,341) 41.8 1,251 41.8 1,238 44.6 1,201
Northwest]} 7.5 1,601 |} 18.9 1,716 || 22.8 1,735 || 26.2 1,638 28.0 1,600 29.3 1,570 )| 34.7 1,536
Sauth 3.3 2,325* | 4.5 1,950 4.5 1,762 6.2 1,636 6.4 1,554 7.3 1,545 5.6 1,416
Technical|| 81.9 581 | 42.2 1,078 § 34.3 1,491 | 31.6 1,631 32.5 1,380 35.2 1,170 | 35.6 1,029

TOTAL || 18.6 | 13,352 [f19.1 | 12,651 }f19.7 | 12,384} 21.5 | 11,879 22.3 | 11,286 22.9 | 10,998 24.0 10,353

*Includes the Ninth Grade

Possible High School
Desegregation Plan Options

The staff considered individual school enrollments, racial percentages, residential trends, and future plan implications
before the decision was reached to suggest the options. Options are being presented for Board consideration as a part of
the continued implementation of the court-ordered high school voluntary plan.
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ANALYSIS OF EFFECTS OF DESEGREGATION PLAN FOR ELEMENTARY SCHOOLS

CLUSTER, PAIRED AND EXEMPT SCHOOLS

SUMMARY .
#irst Year of Plan Second Year of Plan Third Year of Plan Fourth Year of Plan Fifth Year of Plan
Oct. 1976-77 Oct. 1977-78 Oct. 1978-79 Oct. 1979-80 Oct. 1980-81
SUMMARY # % | # Non # % | # Non # % | # Non # % | 4 Non H % | # Non
Black {Black Black | Total [Black {Blac Black | Total {Black [BlacK Black| Total {|Black [BlacH Black| Total jBlack{Blackj Black| Total
Cluster 1 544 21.2 | 2,024 2,568 531 21.3] 1,967 2,498 467 119.0} 1,992 - 2,459 432{19.1] 1,824| 2,256 324115.4 11,776 2,100
Cluster 11 465 |17.4] 2,208| 2,673 408 [16.7 | 2,042 2,450 406 |17.6 1,895 2,301 382(18.0( 1,738 2,120 41419.9 11,669 2,083
Cluster III 624 24.6 | 1,913 | 2,537 589 [25.7 | 1,704 | 2,293 587126.7| 1,613 2,200 586 {28.4 1,476 | 2,062 648(31.2 | 1,430f 2,078
Cluster 1V 589 120.4 | 2,304 2,893 592 121.7| 2,133| 2,725 5471{20.71 2,100| 2,647 466 (19.91 1,880| 2,346 461120.2 1,816 2,277
Cluster V 637 [16.2 | 3,284 3,921 643117.2| 3,086} 3,729 593116.9} 2,914 3,507 559117.8} 2,578 | 3,137 524116.3 12,684 3,208
Cluster VI 694 |20.41 2,705 3,399 683 120.5| 2,646 | 3,329 675121.0( 2,537| 3,212 647(20.7 | 2,481 3,128 632{22.01 2,245 2,877
Cluster VII 321116.411,637} 1,958 289 116.1| 1,506| 1,795 30417.21 1,462 1,766 258115.91 1,366 1,624 299118.411,330| 1,629
Paired Schools 935132.1} 1,981| 2,916 987 134.6{ 1,863| 2,850 958134.91 1,785| 2,743 945138.1| 1,535| 2,480 930439.2 | 1,443 2,373
Exempt Schools 1,330 28.4| 3,359 4,689 [[1,402130.2] 3,247 4,649 |1,470|32.9} 2,992| 4,462 [|1,502|34.7| 2,822] 4,324 ||1,577{37.0|2,683] 4,260
{ Monmouth Park/ . '
Franklin 380 {82.8 79 459 366 {83.4 73 439 || 380}83.9 73 453 333164.9 59 392 33153.4 66 397
TOTAL 6,519 |23.3 121,494 | 28,013 116,490 |24.3 120,267 | 26,757 116,387 /24.8 19,363 25,750 16,110]25.6{17,7591 23,869 6,140]26.4 h7,142 23,282
Pre-Desegregation OPS Students Residing y
Oct. 1975-76 in Attend. Area Oct. 1980 | Observations ‘
SUMMARY # % | # Non it % | # Non
Black [BlacH Black| Total IBlack |BlacK Black| Total - B]gcg%enrollment has decreased from 6,519 to 6,140 (-379)
Cluster 1 a70{16.6| 2,354 | 2,824 | 2a5h2.2|1,770| 2,015 | - Nor(nhaék'?nm]-wment has decreased from 21,494 to 17,142
-4,352) 20.2%.
Cluster II 416 [13.7] 2,619 3,035 37117.9] 1,707 2,078 - Percent of black students in Cluster I has decreased. This
Cluster III 600(22.9] 2,020 2,620 638130.7] 1,439 2,077 gecrease may be due to the North Expressway progress.
| Cluster 1v 490 16.3| 2,524| 3,014 | 328[14.8] 1,887| 2,215 ° 11 other groupings of schools have increased.
Cluster V 454110.8] 3,753| 4,207 2671 9.8| 2,460 2,727
.{ Cluster VI 753120.2 2,977 3,730 550(18.3| 2,463 3,013
Cluster_VII . 384117.41 1,829 2,213 277117.74 1,286 1,563
Paired Schools 927 128.8] 2,287 3,214 938138.81 1,479 2,417
Exempt Schools 1,176 {25.41 3,459 4,635 |1,532(36.2 | 2,703| 4,235
Monmouth Park/ I :
Franklin__ 1,041 (81.9 2301 1,271 854 (82.1 186| 1,040
- TOTAL 6,7]1 21.8124,052] 30,763 16,000}25,7117,380] 23,380
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