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Honorable Warren P. Knowles
Governor

State of Wisconsin

State Capitol

Madison, Wisconsin 53702

Dear Governor Knowles:

Recognizing that one of Wisconsin's greatest problems is that of
meeting the educational needs of the disadvantaged, the Coordinating
Councii for Higher Education directed the Staffi to set up a statewide
conference in an effort to determine what the facts of the situation
are. This was done and the conference entitled "Increasing Human
Potential Through Educational Change" was held on November 21, 22,
and 23. Your participation was significant because you indicated
your awareness of the problems that are before us.

While the culmination of the conference came in the form of a
budget request to you, we believe that the papers prepared for the
conference and the discussion which ensued are valuable in them-~
selves and should help all of us to evaluate new plans, and should
also help us to improve ongoing programs.

Many hours of dedicated hard work have gone into the proceedings
of this conference. We shall make them available on a statewide basis
; where we believe they may be effectively used. Should you have any
] question about the conference or its proceedings, we shall, of course,
] do all in our power to give you a prompt and full response.

Respectfully yours,

Cihﬁipq;algifgﬁtieuuubt/
4 Angus B. Rothwell
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PREFACE

F At its meeting of May 21, 1968, on motion of Philip E. Lerman, the
" Coordinating Council for Higher Zducation voted, "That the CCHE act as
convener of a conference comprising individuals designated by the three
« state systems of higher education and the State Department of Public

A Instruction with an invitation through WAICU to the representatives of
the independent universities (colleges and universities) of our state
dealing with problems of the disadvantaged, including black youth, on
our college campuses. The conference should include those individuals
now working on various projects throughout the systems as well as
administrative personnel and student representatives."

R e AR S r S

The Chairman of the CCHE directed the CCHE Student Affairs Com-

1 mittee to arrange for the conference. Under general guidelines approved
by the Student Affairs Committee, a Planning Committee, with representa-
tives appointed by various Wisconsin institutions and agencies, met
regularly and developed the title of the conference and statements of
major goals, of planning, and of programming for the conference. The
Planning Committee also was deeply involved in the selection of parti--

. cipants for the conference and of persons for the program.

The conference, entitled 'Increasing Human Potential through
Educational Change," was held at The University of Wisconsin Center on
November 21-23, 1968. 1Its primary theme was the education, at all
levels, of the educationally deprived and was developed around the
following major goals:

« « « To consider problems associated with meeting the future
educational needs of the educationally deprived and to
determine desirable directions for public and private
institutions and agencies in meeting those long-range
needs.

« « « To survey and evaluate current approaches to equalizing
educational opportunities of residents of the State of
Wisconsin.

« « « To assess the role of state government and of federal-
state cooperative efforts in providing for the
educational needs of the educationally deprived.

« « « To provide guidance to the CCHE in evaluating public
institutional academic and financial plans for meeting
the needs of the educationally deprived.

« « « To make recommendations for institutional, agency, and
legislative action.




Participation in the conference was on recommendation of an
educational system or state or federal agency and by invitation of
the Coordinating Council for Higher Education.

Each of the following educational institutions or agencies sub-
mitted a position paper on past programs, programming for 1968,
recommended programming for the 1969-71 biennium, and long-range
objectives for the education of the culturally diverse: The University
of Wisconsin, the State Universities, the Vocational-Technical-Adult
system, and the Department of Public Instruction. The Wisconsin Asso-
ciation of Independent Colleges and Universities, the Higher Educational
Aids Board, the Coordirating Council for Higher Education, and the State
Department of Administration each developed an appropriate paper. The
papers were sent to the participants prior to the conference; they are
reproduced in Appendix A of these proceedings.

Many persons contributed substantially to the success of the con-
ference--the CCHE Student Affairs Committee, the Planning Committee,
the Coordinating Council for Higher Education and its staff, persons
on the program, the participants, and the staff of the Wisconsin Center.
These efforts are deeply appreciated.

Special recognition and a special debt of gratitude are due persons
who were intensely involved in the planning and development of the con-
ference.

Philip E. Lerman was General Chairman of the conference; he is
Vice President of the Board of Vocational-Technical-Adult Education and
a member of the Coordinating Council for Higher Education anc the Higher
Educational Aids Board. Thomas M. Cheeks, Chairman of the CCHE Student
Affairs Committee, served as a moderator and Master of Ceremonies for
the conference and, with other members of the CCHE Student Affairs Com-
mittee (W. Roy Kopp, Philip Lerman, Maurice Pasch, Frank Ranney, John
Rice, John Roche, and C. O. Wanvig, Jr.), was responsibie for the
general planning of the conference.

Specific planning of the conference was through the cooperative
efforts of various Wisconsin institutions and agencies each of which
appointed representatives to a Planning Committee. The representatives
were: University of Wisconsin: Samuel D. Proctor and Glen C. Pulver;
State Universities: Kenneth E. Lindner and G. John Stoelting;
Yocational-Technical-Adult Education: E. I. Lehrmann and W. L. Ramsey;
Department of Public Instruction: Donald A. Anderson and John J. Cock;
Wisconsin Association of Independent Colleges and Universities:

Robert H. DeZonia and Frank Zeidler; Higher Educational Aids Board:
Richard Aukema and Richard H. Johnston; and Coordinating Council for
Higher Education: L. Joseph Lins and William E. White. In additicn,
the following contributed sigmificantly to the work of the Planning
Committee: Clauston L. Jenkins, CCHE Assistant Director of Programs
and Studies; Frederick K. Hiestand and Michael Harder, Executive Budget

ii
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3 Officer and Administrative Analyst, respectively, of the State Depart-
ment of Administration; Harold Sahakian, Director of Field Services of
the Vocational-Technical-Adult Board; and Clemens T. Wisch, Assistant
to the Director of the Milwzukee Technical College.

Of inestimable assistance were Miss Edna Hasse and Mrs. Marie Cobb,
of the staff of the CCHE, who performed the secretarial duties, kept
records,; and helped with organization for the conference and who typed
the proceedings.

The efforts of Regent Maurice Pasch and President Fred H. Harrington,
of The University of Wisconsin, in making a grant p0531b1e to partially
support the conference are highly appreciated.

To all of these persons and to all others who worked so diligently
to prepare for and to conduct the conference--~THANKS.

L. Joseph Lins

Chairman
Planning Committee
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INTRODUCTION

L. Joseph Lins
Director of Research
Coordinating Council for Higher Education

The conference, "Increasing Human Potentilal through Educational
Change"--a conference dealing with the educational needs of the educa-
tionally deprived--was held on Movember 21-23, 1968, at the Wisconsia
Center, Madison. The proceedings of the conference, which follow, are
intended to give a larger group of individuals, than those who partici-
pated, an opportunity to share the benefits and results of the
conference. The recording of the speeches delivered and of the
principles, recommendations, and resolutions of the conference make it
possible for greater meaning and use of the efforts of the many persons
who were instrumental in bringing about statements of those principles,
recommendations, and resolutions. It is hoped that the proceedings will
lead to continued thinking about programs for the educationally deprived
and to implementation of responsive and adequate programs.

The Extent of the Froblem

Very few problems in the field of education are as complex as the
problems of educational deprivatiom. An adequate solution to these
educational problems requires dedicated and concentrated efforts of
educational policy~makers, curriculum specialists, teachers, guidance
workers, and administrators. It requires also that governmental and
social agencies recognize the needs and devote additional attention to
the solution of those needs. Social problems bear directly on the
development of the child and adolescent and influence the interaction
between students and the schools.

Included as underprivileged would be youngsters on the nardship
erld of scales on family income, location of home in the community, loca-
tion of the community in the state or nation, and lack of opportunities
to develop to the fullest of their abilities. Various cultural and
racial groups or individuals fall within this definition--the economical-
ly poor and culturally deprived including whites, blacks, Indians, Puerto
Ricans, migrant workers, workers in some service occupations, and persons
in depressed urban and rural areas.

In order that the participants of the conference might have a more
adequate background of the current status of the educationally deprived
and of current programs and anticipated programs for the future, the
Coordinating Council for Higher Education staff developed an "overview"
paper, the public educational systems developed position papers, and
several other state agencies developed appropriate informational papers.
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Conference Attendance

It was intended that the conference be limited to 196 persons invited
by the Coordinating Council for Higher Education on recommendation of the
educational systems and of various state and national agencies. It was
intended aiso that the conference include persons at various levels of
responsibility and representing a wide range of activity with respect to
the educationally deprived.

Nearly 200 (198) persons registered for the conference and attended
some or all of the sessions (See Appendix B for "Conference Participants').
In addition, about 10 University of Wisconsin students were admitted to
hear the Robert Havighurst address, over closed-circuit television, on
Thursday afternoon.

The registrants included persons at many levels of education and
educational responsibility. There were 14 individuals who were members
of educational boards (the University of Wisconsin Board of Regents, the
Board of Regents of the State Universities, the State Board of Vocationai,
Technical and Adult Education, the Coordinating Council for Higher Educa-~
tion, and the Higher Educational Aids Board); some of these individuals
represent two or more boards. Fourteen persons were from the executive,
legislative, or administrative branches of state government. The pre-
collegiate schools were represented by 21 registrants from the State
Department of Public Instructicn and the secondary schools. There were
33 post-secondary faculty members and 54 persons in institutional admin-
istrative positions including seven presidents of the State Universities.
The private colleges had 19 representatives. The 16 students, in con-~
tinuous attendance, represented the four major groups of educationally
deprived in the state--blacks, Indians, Spanish Americans, and rural and
urban ‘poor whites.

Among the registrants were 39 persons who were directly responsible
for educational programs designed in whole or in part for the educational-
ly deprived. Examples of agencies represented were the Educational
Opportunities Center, El Centro Hispano Americano, University of the
Streets, Special Program of Tutorial and Financial Assistance, Federal
Programs, financial aids administrators and staff, guidance directors
and staff, campus ministers, Center for Community Leadership and Deveiop-
ment, Special Learning Program, Program for Culturally Distinct Groups,
Board on Racial and Human Understanding, Human Resource Development, and
Program for High Risk and Disadvantaged Students.

Program of the Conference

The conference on "Increasing Human Potential through Educational
Change" was designed to move forward from the present situation to con-
sideration of needs for the future education of the educationally
deprived. Thus distributed to the participants, prior to the conference,
were the position papers or other appropriate papers developed by the

R s

R R U pe.S




University of Wisconsin system, the State University system, the
Vocational-~Technical-Adult system, the State Department of Public
Instruction, the Wisconsin Association of Independent Colleges and
Universities, the Higher Educational Aids Board, the State Department
of Administration, and the Coordinating Council for Higher Educationj
the papers appear in Appendix A of these proceedings. These papers
were reviewed by a panel of "experts,' representing the black, Indian,
Spanish American, and poor white segments of the population, on the
first day of the conference. Relevant problems of each of the educa-
tionally deprived groups were discussed.

Three keynote speeches were addressed to (1) "The Educationally
Deprived--Who are They and What Factors Contribute to Their Deprivation,"
(2) "The Role of State Government in the Education of the Educationally
Deprived,”" and (3) "Federal-State Relationships in Meeting the Educa-
tional Needs of the Educationally Deprived."

The most important aspect of the conference was the concept of the
conference being a "working" conference designed to bring forth recomn-
mendations and/or alternatives for action in various areas of endeavor
related to the education of the educationally deprived. Thus 10 work-
shops, with panelists from the various educational institutions and from
state agencies, were developed. These were: (1) Curriculum Innovation,
(2) Improvement of College and Community Environment, (3) Admissions and
Retention Problems, (4) Guidance and Counseling, (5) Faculty Sensitivity
to Problems, (6) Compensatory Programs, (7) Financial Aids, (8) Identifi-
cation and Motivation, (9) Teacher Preparatica, and (10) State Fiscal
Implications.

Each workshop had panelists representing a wide r-nge of responsi-
bility and educational agencies. Two evaluators were . signed to each
workshop; these evaluators had the responsibility for su marizing the
workshops and recording the resolutions, recommendations and/or alter-
natives for action of the workshops. These were reported back by five
"reporting evaluators," each summarizing associated workshops, at the
final conference session. For a cepy of the conference program, see
Appendix B.

Use of Proceedings

Many persons will want to read all of the papers prepared prior to
the conference and the papers delivered during the conference. Some
persons will have special interests and will want to devote special
attention to some of the papers of the conference.

From the standpoint of future planning, all individuals having even
minor responsibilities for the education of the educationalily deprived
should study the reports of the evaluators of the session, ''Assessment of
Current Wisconsin Educational Programs in Serving the Culturally Diverse,"
and of each of the workshops (See Table of Contents). Without exception,
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readers of these proceedings should give very careful attention to the
section, "Assessment of Educational Programs, New Directions, and Fiscal
Implications." This section follows the papers of Workshop #10 in these
proceedings; it consists of the workshop summaries, the evaluations of
the workshops, and the principles, resclutions, and recommendations
coming from those workshops.




WELCOME

Angus B. Rothwell
Executive Director
Coordinating Council for Higher Education

As Executive Director of the Coox:dinating Council for Higher
Education, it is my pleasure to welcome you in behalf of the Council
members. It is the belief of the Council that this Conference is
needed if we are to consider an orderly statewide approach to one of
our most pressing problems.

Among those present, there are probably some persons who are not
acquainted with the role of the CCHE in state government. Briefly
stated, the legislation which established and strengthened the opera-
tions of the Council has, as its purpose, provision for the coordination
of 2il public higher education. Seventeen citizens of the state comprise
its membership. Nine are appointed by the Governor from the state at
large, two are members of the Buard of Regents of the University of
Wisconsin, two are members of the State University Board, two are mem-
bers of the Wisconsin Vocational Board, one is recommended by the C ' :ty
Teachers College Board Association, and one is the State Superintendent
of Public Instruction. The primary responsibility of the CCHE is "to
make a continuing study of the state~supported institutions of higher
education under their jurisdiction, and the relation thereto of the
needs of the people of Wisconsin."

We consider one of our primary needs that of increasing human
potential through educational change, and w< believe that there is a
rather substantial segment of our population which has not had an
opportunity to reach its highest potential because that segment has
not had sufficient opportunity to benefit from higher education.

This responsibility is one that is shared with more than the
systems of public higher education. We are therefore very greatly
pleased by the cooperation and participation of several others who
are represented at this conference. We welcome the assistance of
the private colleges and universities of Wisconsin, the members and
staff of the Higher Educational Aids Board, the Department of Public
Instruction, the Governor and the Department of Administration, as
well as that of those legislators who have found it possible to be
present.

The idea of holding a conference was first presented to the Council
in May by Mr. Philip Lerman. Mr. Lerman has bzen known to have had a
deep interest in the problem over a long period of years as has Mrs.
Lerman. Their interest has gone far beyond the talking stage. They
are "activists" in the very best use of the word. Mr. Lerman is Vice
Chairman of the Wisconsin Board of Vocational, Technical and Adult
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Education and is also a member of the Higher Educational Aids Board.
It is most fitting, therefore, that this gentleman should serve as the
Chairman of the Conference. I am now pleased to present to you, Mr.
Philip Lerman.




HIGHER EDUCATION--CHANGE OR PERISH

Philip E. Lerman
General Chairman of Conference
Vice President
State Board of Vocational, Technical and Adult Education

It is my function this afternoon to orientate this audience as it
begins this three-day session. Being a student myself and having been
properly taught to use reference books, I searched out a definition for
the word "orientation," and I should now ask all of you to rise and face
the east at this moment. That is the first definition of the word.
However, I will spare you the motion. We will instead use two other
definitions--possibly more appropriate.

Orientation is (1) "the act of determining one's bearings or set-
tling one’s sense of direction: or, (2) settling of a sense of direction
or relationship in moral and social concerns or in thought and art.”
These two definitions when placed together begin to give meaning to why
we are here today. As students, educators, administrators, policy-
makers, and concerned citizens of this state; we have a responsibility
in moiding an educational policy that will assure to every resident of
this state an equal chance to enrcll in a2 higher educational institu-
tion of his choice, to undertake a course of study that will prepare
him for a life's career or careers, to attain the success in his
career choice studies that will enable him to successfully complete
this course of study, and to make him a useful person to himself and
the society in which he finds himself.

This is a working conference and, though we are requested to
concentrate on planning and concrete evaluation of new ideas in pro-
posed programs, it would seem to me that it is highly necessary for
us to understand where we have been and what we have been doing in
order to make plans for what we wish to do in the future. Wisconsin
is one of those states which has adhered strongly to the tradition of
providing educational opportunities for its state's citizens.

The record in the past speaks for itself. Enrollment figures
released recently by the CCHE reveal that, as of September, 1968,
157,699 students were enrolled in public and private institutions of
higher education in this state. If one were to add the 22,000 students
enrolled in full-time post-high school technical courses in the tech-
nical schools, this would bring the total of post-high school enrollment
in this state to 179,000. This enrollment reflects a 61 percent increase
over the year 1963, when there were 97,000 students enrolled in the in-
stitutions of higher education in this state. Though we are proud of
the record that we have made as far as our state's citizens are concerned,
the record says nothing with reference to those individuals to whom we
are addressing ourselves today. And it would seem to me that this con-
ference should not go on without some other statistics.
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I am certain that the figures which follow are not accurate but,
nevertheless, they reflect to the best of my ability to obtain them,
the record of what has not been domne in our state nor in any other state
for those individuals in our society whom we have come to call either
the high risk, the culturally diverse, the culturally disadvantaged, or
what have you. I am loathe to play a numbers game but, nevertheless, it
seems to me necessary in order to emphasize once again the purpose of
why we are here these three days.

According to Statistical Services, the population breakdown by race
for Wisconsin in 1966 was as follows: total population, 4,182,000, of
which 99,000 are estimated to be Negro or black; and 24,500 are classi-
fied as Indian or Spanish-speaking, for a total of 123,500 in the so-
called total minority category. It would seem to be safe to include an
additional 350,000 tc this total who could be classified as people in
the poverty income level in addition to those above who are also in the
povaerty level; that is, people whose family incomes are below $3,000 per
annum (as used by Federal government). Actually the 1960 census showed
that there were 171,743 families in the state of Wisconsin with an in-
come level below $3,000, which was a total of 17.4 percent of all
families in the state.

It is possible that I am understating by a large percentage the
total number of people in the "below poverty level,” but would prefer
for this orientation to understate--to do otherwise would make our
plight even worse. For that year I have, by combining these figures,
arrived at a total of about 475,000 people in the state of Wisconsin
who could be placed, for our argument's sake at least, into the cate-
gory of either being in the poverty level or being counted as the
racial mincrities with whom we are concerned. This represents roughly
11 percent of the population of this state. If we were to take 11 per-
cent of the 179,000 students enrolled in public and private higher
education in the state of Wisconsin, we'd come up with a figure of
19,690 students who, if we were to use a quota system, should be repre-
sented in higher education institutions.

I would be surprised if upon totaling all black students, Spanish-
speaking (Mexican, Puerto Rican, etc.), and Indians, and including those
white students whom we would consider coming from the poverty level in
rural and urban areas of this state, that there would be actually 1,500
of these students enrolled in higher educaticn in the state of Wisconsin.
The question, then, that confronts us is where have we failed; more im-
portantly, why have we failed? What is there that we must do, as we
discuss our program the next three days, to correct the errors of the
past and to make possible now, as we look tc the future, to give to all
individuals an opportunity for higher education--whether it be vocational,
technical, community college, seminarian, four-year college, or graduate
education in this state?,




There was once a day in this state when we prided ourselves,
particularly at the university level, in the type of services that we
offered the citizens of the state of Wisconsin. It is no accident that
The University was the great pioneer in agricultural exteusion and at
the turn of the century offered to the farmers of our state a type of
educational service which permitted Wisconsin agriculture to grow into
one of the great economic forces of this state and the nation. It is
also no accident that The University, through its extension division,
and its diverse programs, gave birth tc educational programs which per-
mitted this stiate to boast of its great diversity of services to
business, industry, agriculture, and labor. Yet, in the process of
this growth, we seem to have neglected those elements in our society
who at this moment are knocking at the door asking for entry into the
oppertunity which education offers. The econcmic and technological
revolution which has overtaken our country has alsc overtaken Wisconsin.
Today we live in a society of affluence in which, we can roughly say,
80 percent of the population are the "haves" and 20 percent of our
population are the "have-nots." It seems to me we now have a responsi-
bility, as we once did in the past, to address ourselves to the needs
of the "have-nots" in our society, without playing the "'Great White
Father" role.

We are further faced in our society with the fact that most of us
live in an urban setting and that what we are not able to cope with are
the problems that arise out of urban poverty. Urban poverty must be
looked at as a condition of urban life style--a life style which is
totally impoverished and not necessarily limited by race, a life style
which is fixed in part by bare technical conditions, in part by legal
arrangements, and not in the least by ideas. Ve have, in the process
of moving forward in our technological revolution, built institutions,
particularly institutions of higher education, which are so arranged
as to really accommodate the life style of those who do not live in
poverty, not to accommodate those who are, further, in the sense, af-
flicted by the additional poverty brought about by the racial notions
which exist in our society. Those of us who constitute the 80 percent
of our society, who in the jargon of today have "made it," now have a
responsibility to approach the matter of institutional change with an
: open mind, as well as with an open heart. We must be prepared to re-
examine our institutional structure to determine what is inherent in
this institutional structure which limits the opportunities of the 20
percent who have not made it, to try to understand that which is rele-
vant in the society of today as it looks to tomorrow, and not to think
in terms of yesterday. We have to look at individuals as well as
society and we must be prepared to make the institutional changes neces-
sary to allow for the self-realization of each individual in our society.
We have been more successful in business and industry--the so-called
private sector--in securing change than in education.
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It is our t.rk to examine our programs as Well as our institutions;
to ascertain and change those rules that limit the use of our programs
and our institutions; to re-assess cur parsonnel and educational policies
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that limit individual growth--too often ready to condemn individuals to
a kind of purgatory because of the limited narrowness of the evaluator's
point of view. We must be certain that each system, public or private,
will place top priority on the recommendations that flow from our meet-
ing; and that each administrator, chaccellor, university or college
president, and each technical school director, when he pledges coopera-
tion, will really do so by placing the programs under his direction and
by assigning a competent and empathetic adwministrator directly under
him. We must be sure that programs, when initiated, will not neglect
the social need of those to whom they are addressed.

We must, if we are to be successful upon completion of this
conference, be prepared to answer the needs of all the citizens of this
state and to make "Educational Opportunity"” a work which is a reality
open to all, regardless of their station in life, regardless of their
color, regardless of their level of income, and regardless of their
ethnic origin or language barriers; and we must dedicate ourselves to
the task of building educational institutions which are not barren from
a human point of view.
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GREETINGS OF THE GOVERNOR

Governor Warren P. Knowles

Greetings . . .

I know that each of you have already recognized the real valde of
this Conference. A quick glance at the program would give any observer
an indication of the top-notch program that has been put together for
your benefit and for the benefit of our State.

I do want to take this opportunity to make a few remarks regarding
Wisconsin's work in providing opportunities for the educationally de-
prived. Wisconsin has adopted a progressive approach toward dealing
with the disadvantaged. Children unequipped to handle the regular
school program because of emotional disturbances, physical handicaps,
or poverty are receiving the attention and assistance they deserve.

Let me outline some of Wisconsin's efforts in this area.

Our Department of Public Instruction has advanced a program (under
the National Elementary and Secondary Education Act) for aiding the
children of migrant workers while they are in the State for summer
seasonal work. In 1967-68 the program was fully funded and covered
nine school districts . . . 588 migrant children were enrolled.

We've become recognized as a national leader in the education of
the handicapped. Almost 55,000 handicapped youth in Wisconsin are now
receiving special services in over 1,700 special programs. The State
is guaranteeing local school districts 70 percent of the approved in-~
structicnal costs of educating handicapped children.

The State Division of Instructional Services is cffering to the
disadvantaged child an extensive well-trained professional staff. The
staff aids Indian ..chools, state schools for the blind and deaf, the
Bureau of Crlppled Children, and local agencies with recommendations,
evaluation, and consultation.

Complimenting the state effort has been the Naticnal Elementary and
Secondary Education Act. Since August of 1965 .ederal funds, administered
by state and local school systems, have been made available to support
assistance projects for the disadvantaged. In 1967, more than 146,000
Wisconsin children in both public and private schools were involved in
ESEA Title I programs.

Those are some of the things we are already doing to assist the

educationally disadvantaged. This Conference is evidence of the State's
concern and interest in doing &'l that is possible in the future.

11
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THE EDUCATIONALLY DEPRIVED--WHO THEY ARE AND WHAT
FACTORS CONTRIBUTE TO THEIR DEPRIVATIGN

Robert J. Havighurst
Professor of Education and Human Development
The University of Chicago

In all of our big cities, and in many smaller cities and rurai
counties, educators are trying to find better ways of teaching a group
of children and youth who are variously called "culturally deprived,"
"educationally deprived," or "socially disadvantaged.” This is a major
movement, which enlists a large amount of money and time of skilled
teachers, and also a considerable amount of research effort.

There is consensus that this group of children and thejr families
present a great social problem, perhaps the greatest of our domestic
social problems. It is important that the problem be seen clearly.

Different writers and differeant workers in this area have defined
the target group somewhat differently. The group is sometimes (and fre-
quently enough to cause confusion in the minds of readers) descrited as
all children of manual workers. But few if any educators care to call
this large working-class group, over half of the child population,
"socially disadvantaged."”

The socially disadvantaged may be described in three ways: in
terms of certain family characteristics relating directly to the child;
in terms of their personal characteristics; or in terms of the social
group characteristics of their families.

Family Characteristics

Compared with other children whose families give them average or
better advantages for getting started in modern urban life, the socially
disadvantaged child lacks several of the following:

1. A family conversation which (a) answers his questions and
encourages him to ask questions; (b) extends his vocabulary
with new words and with adjectives and adverbs; (c) gives
him a right and a need to stand up for and to explain his
point of view on the world.

2. A family environment which (a) sets an example of reading;
(b) provides a variety of toys and play materials with
colors, sizes, and objects that challenge his ingenuity
with his hands and his mind.

3. Two parents who (a) read a gooc dezal; (b) read to him;

(c) show him that they believe in the value of education;
(d) reward him for good school achievement.

13
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Bernstein! has studied the language behavior of families that relate
to the intellectual development of their children. He distinguishes be~
tween two formg or types of language. (These language types are statis-
tically related to social class, as will be pointed out later.) One form
of language is called restricted and the other form is called elaborated.

A family which employs restricted language gives a child a language
environment characterized by:

1. Short, grammatically simple, often unfinished sentences with
a poor synizctical form stressing the active voice. .

2. Simple and repetitive use of conjunctions (so, then, because).

3. Little use of subordinate clauses to break down the initial
categories of the dominant subject.

4, Inability to hold a formal subject through a speech sequence;
thus a dislocated informational content is facilitated.

5. Rigid and limited use of adjectives and adverbs.

6. Constraint on the self-reference pronoun; frequent use of
personal promnoun. .

7. Frequent use of statements where the reason and conclusion
are confounded to produce a categoric statement.

8. A large number.of statements/phrases which signal a require-
ment for the previous speech sequence to be reinforced:
"ouldn't it? You see? You know?" etc. This process is

termed "sympathetic circularity.”

9. TIndividual selection from a group of idicmatic phrases or
sequences will frequently occur.

10. The individual qualification is implicit in the sentence
organization; it is a language of implicit meaning.

on the other hand, a family which employs an elaborated language
gives the child a ls:zuage environment characterized by:

1. Accurate grammatical order and syutax regulate what is said.

1pasil Bernstein. "Language and Sc:‘al Class," British Journal of
Soeiology, 11:271-276, 1960; aiso Basil Bernstein. "Social Class and

Linguistic Development. A Theory of Social Learning," in A. H. Halsey,
J. Floud, and C. A. Anderson (Eds.), Economy, Education, and Society

(New York: The Free Press of Glencoe, 1961), pp. 288 ff.
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2. Logical modifications and stress are mediated through a
grammatically complex sentence construction, especially
through the use of a range of conjunctions and subordinate (
clauses.

3. Frequent use of prepositions which indicate logical rela-
tionships as well as prepositions which indicate temporai

and spatial contiguity.
4., TFrequent use of the personal promnoun "I."

5. A discriminative selection from a range of adjectives and
adverbs.

6. Individual qualification is verbally mediated thrcugh the 3
structure and relationships within and between sentence.

7. Expressive symbolism discriminates between meanings within
speech sequences rather than reinforcing dominant words or
phrases, or accompanying the sequence in a diffuse, gener-
alized manner.

8. A language use which points to the possibilities inherent
in a complex conceptual hierarchy for the organizing of
experience.

A child who has learned a restricted language at home is likely to
have difficulty in school, where an elaborate language is used and taught
by the teacher; and the difficulty of the child is likely to increase as
he goes further in school, unless he learns the elaborate language that
is expected in the school. On the other hand, the child who has had ex-
perience with an elaborate language from his earliest years has a
relatively easy time in school, because he must simply go on developing
the kind of language and related thinking which he has already started.

Personal Characteristics

The family envivonment with the restricted language just cited
tends to produce children with certain personal deficits. Hess and
Shipman2 have summed up the results of a number of studies as follows:

Children from deprived backgrounds score well below middle-
class children on standard individual and group measures of
intelligence (a gap that increases with age); they .ome to
school without the skills necessary for coping with first

2pobert D. Hess and Virginia C. Shipman. "Early Experience and the
Socialization of Cognitive Modes in Children," Child Development,
36:869-886, 1965.
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grade curricula; their language development, both written and
spoken, is relatively poor; auditory and visual discrimination
skills are not well developed; in scholastic achievement they
are retarded an average of two years by grade six and almost
three years by grade eight; they are more likely to drop out
of school before completing a secondary education; and even
when they have adequate ability, are less likely to go to
college.

Social Group Characteristics

The social group characteristics of educationally disadvantaged
children are discussed last so as to avoid giving the impression that
there is a hard-and-fast relation between socioeconomic status, or some
other group characteristic, and social disadvantage for the child.
While there are statistical relations and very important ones between
socioeconomic status and social disadvantages of children, there are
so many individual exceptions to the statistical generalizations that
any educational policy aimed at identifying socially disadvantaged
children should avoid reliance upon general socioeconomic character=~
istics as the decisive criteria.

Above all, it is important to avoid the error of saying that all
children of working-class families are socially disadvantaged. Approx-
imately 55 percent of the children of this country are living in
working-class homes. That is, their fathers or mothers do manual work
for a living. The great majority of these families give their children
a fairly good start for life in an urban industrial democratic society.
Their children are adequately fed and clothed. They are loved and pro-
tected by their parents. They learn to respect, teachers and to like
schooi. They do fairly well or better than that in school.

While working-class children as a group are somewhat different
from the children of white-collar workers, it would not be reasonable
to say that the working-class children are socially disadvantaged or
culturally deprived. Working-class children as a group score slightly
below children of white-collar families in intelligence tests; they
fall slightly below on tests of school achievement; they attain some-
what less formal education. But the differences are relatively small,
and become even smaller when the socially disadvantaged children are
removed and the majority of working-class youth who remain are compared
with while-collar children.

Most working-class families participate fully in the American mass
or core culture. This is certainly not a culture of deprivation. While
the differences between the upper working class and the lower middle
class are real and they are interesting, these differences should not
be described in terms of social advantage or social disadvantage. The
great amount of movement of people across the boundary between these
two classes as they grow up is evidence that the differences between
these two classes are not fundamental ones.
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Who,

then, are the socially disadvantaged when we attempt to des-

cribe them in terms of observable social groups? They are groups with
the following characteristics:

1.

2.

3.

They are at the bottom of the American society in terms of
income.

They have a rural background, if we go back as far as two
generations.

They suffer from social and economic discrimination at the
hands of the majority of the society.

They are widely distributed in the United States. While
they are most visible in the big cities, they are present
ir all except the very high income communities. There are
many of them in rural areas, especially in the southern
and southwestern states.

In racial and ethric terms, these groups are about evenly divided
between whites and nonwhites. They consist mainly of the following:

1.

2.

6.

Poverty

The
child is
children
poorly.

Negroes from the rural south many of whom have migrated
recently to the northern industrial cities.

Whites from the rural south and the southern mountains
many of whom have migrated recently to the northern
industrial cities.

Puerto Ricans who have migrated to a few northern indus-
trial cities.

Mexicans with a rural background who have migrated into
the west and middle west. Also rural Spanish Americans
in the southwestern states.

American Indians.

European immigrants with a rural background, from eastern
and southern Eurcpe.

most general siugle mark of the educationally disadvantaged
the poverty of his family. Even though at least half of the
of poor families do quite well in school, another half do
There is no other general social characteristic which predicts

low school achievement quite as surely as the socioeconomic status of
the family.
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Consequently it is useful to examine the facts on the numbers and
the location of children of poor families. For this, there are some
good recent data, based on the Census of Family Incomes made in 1959.3
In 1963, 22 percent of the population aged 5-19, or 12.5 million children
and youth, lived in families below the "poverty line." They were dis-
tributed as follows:

The Children of the Poor

1965--22 percent of persons 5-19 inclusive
or 12,5 million

Percent Miliion

Urban vs. Rural

Urban 60 7.5 20% of urban children

Rural 40 5.0 28% of rural children
Ethnic Groups

White 69 8.5 18% of white children

Black 25 3.1 447 of Negro children

Spanish American of S.W. 4 0.5 357

Puerto Rican 1.2 0.15 507%

Indian 1.1 0.14 65%

100 12.5

Poverty in Wisconsin

The state of Wisconsin is well above average in material standard
of living, and well above average in educational status. Therefore a
tabulation of children of poor families for Wisconsin would be quite
different from the national distribution shown above. The principal
differences would be:

34 "poor" family was defined as a nonfarm family of four with an inceme
of less than $3,130; for farm families, the dividing line of income
was slightly lower (See references below).

Mollie Orshansky. "Counting the Poor: Another Look at the Poverty
Profile," Social Security Bulletin, Vol. 28, January 1965.

U.S. Census. Family Income, 1959.
Alan R. Bird. Poverty in Rural Areas in the Uniied States

(Washington, D. C.: U.S. Department of Agriculture, Agricultural
Economics Report #63, November 1965).
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1. The proportion of Negro poor would be greatly reduced.
They would appear only as urban dwellers, and mainly in
Milwaukee and the other industrial cities of the socuth-
eastern part of the state.

2. There would be a considerable group of rural and urban
poor whites. This group would be largely native to the
state, and relatively smaller than in most states.

3. There would be a relatively large group of Indian poor,
though small in comparison with the white and Negro group.

4. There would be a small group of Spanish Americans, located
mainly in the industrial cities.

Poverty and Educational Deprivation

If we accept the proposition that Wisconsin has a lower proportion
of poor families than the average for the nation, we might assume that
15 percent of the children and youth of school age in Wisconsin come
from poor families. Of this group, no more than half are severely edu~
cationally deprived. That is, no more than half of the poor families
give their children the kind of barren environment from mental develop-
ment that we have described above. Bloom's study“ of the relations

between environment and measured intelligence sums up the situation of
these children:

A conservative estimate of the effect of extreme environments
on intelligence is about 20 IQ points. This could mean the
difference between a life in an institution for the feeble-
minded or a productive life in society. It could mean the
difference between a professional career and an occupation
which is at the semi-skilled or unskilled level. . . . The
implications for public education and social policy are fairly
clear. Where significantly lower intelligence can be clearly
attributed to the effects of envircnmental deprivations, steps
must be taken to ameliorate thess conditinns as early in the
individual's developmen:i as education and other social feorces
can be utilized.

Two Levels of Educational Deprivaticn

In the discussion thus far, we have been deaiing with "severe"
educational deprivation, the kind that sets an upper limit of about 95
to the measured IQ of children raised in a severely disadvantaged
family. The consensus of students of the problem of educational depri-
vation is that youth who come to high school age with this level of

“Benjamin Bloom. Stability and Change in Human Characteristics
(New York: Wiley Book Co., 1964).
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academic achievement have very little chance of improving enough to
graduate from high school. They are generally some two to three years
retarded in reading level when they reach high school age, and they
have had so much failure in school that they have extremely negative
attitudes toward school and what it can do for them.

Consequently, the best social policy is to work with these young
people before they reach high school age--and preferably in their pre-
school years and in the early primary grades. It is now regarded as
likely that the numbers of children who are severely retarded (as much
as two or three years) educationally by the time they reach age 13 or
14 can be cut in two by systematic and well-organized compensatory
education.

For the purposes of a group who wish to expand educational oppor-
tunity at the high school and college levels for educationally deprived
voutk, another level of deprivation is more important. This is stili
educstional deprivation, but not as severe as the one just described,
or at least not as severe in its effects on school achievement and
ability to learn school material.

This "partially deprived" group shows a measured IQ of about 95 to
110, and succeeds in getting average school grades if its members are
motivated to succeed in school. Many of these are not motivated for
school success, and drop out without completing high school.

This is an extremely important group, from the point of view of
its potential contribution to the health and productivity of our society.
It is the group from whom are recruited the Upward Bound students, and
the students who are in the various projects for high school dropouts-—-
the store-front academies, and some of the Job Corps members.

The size of this group is hard to estimate, since its members
generally tend to be lost in the mass of pupils, and they tend to be
fairly well adjusted to school and community. The writer would esti-
mate that some 15 percent of an age group fall into this 'partially
deprived" category. They could graduate from high school if they
wished to and had skillful teaching, and most of them could do adequate
work in the first two years of college.

Usually the members of this group can be discovered with the help
of teachers, who pick them out as having more potential ability than
their mediocre record in school suggests. They show superior initiative,
or they do very good work in an area of special iacerest for them. For
example, the Kansas City Metropolitan Area Talent Searcn has been work-
ing with such young people for several years. They are gelectad in theix
9th or 10th grade, and they and their parents are given special attention
from counselors. The pupils are given special summar school opportuni-
ties, including an intensive six-week college orientation course
immediately after graduation from high school. Most of these young
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people need financial assigtance to go to college since they generally
come from homes with limited financial means.

The record of this and other similar projects is that about half
of these ccllege entrants finish a four-year course, which is about the
same as the general college-completion rate of college entrants in this
country.

The learning ability of this group of "partially deprived' young
people is adequate for high school graduation and junior college work.
Their measured IQ of 95 to 110 is at least 10 points below what it would
have been if they had been brought up in families that provided a stim-
ulating environment for intellectual development., Their potential
learning level therefore is at the 105 to 120 IQ level. They can learn
at this level if they have adequate stimulative assistance.

The Central Problem is Motivation

The problem with this group of young people is lack of motivation
rather than lack of ability. If they want to succeed in school or col-
lege, they will try to learn. Some boys who do not learn in school
nevertheless learn to play basketball, and girls who do not learn in
school nevertheless learn to dance very well. Both accomplishments
require practice, as well as bodily coordination. These boys and girls
spend hours practicing what they want to learn.

Examplies of Motivating Situations. Small, informal schools and
classes are springing up in the inner city that appear to be accomplish-
ing more than the conventional schools with disadvantaged youth., For
example, the "street academies' of New York City appear to be working
successfully with some dropouts and failing students from the high
schools. These are described in an article by Chris Tree in The Urban
Review for February, 1968, and are now a part of the Urban League's
Education and Youth Inventives Program. Herbert Kohl taught a sixth
grade class in Harlem with a kind of freedom and spontaneity that seems
to have motivated many of his pupils to care about their school work.
Perhaps it is significant that he did relatively little drilling, and
did not bother to correct spelling and grammar. In fact, he drew
criticism from his supervisors because he did not emphasize the mental
skills in the usual way. And Jonathan Kozol, in Boston, made friends
with his pupils, took them on trips with him, visited their homes, but
did not seem to stress the conventional training.

A recent experiment in tutoring seems to have succeeded through
its motivational value, in spite of the fact that the wave of tutoring
projects of a few years back has been a disappointment. The conven-
tional tutoring project puts college students or middle-class adults
in the rcle of tutor to inner-city pupils. But the experiment under-
taken by Robert Cloward of Rhode Island University used tutors only a
little bit older and more skilled than the pupils being tutored. He




used 1lth graders of below average reading ability in slum areas as
tutors to middle-grade pupils in slum schools. Both tutees and tutors
gained in reading achievement more than their controls did in a care-
fully designed experiment. These results can best be understood in
terms of a "will to learn" that was increased in this situation. Cer-
tainly it was not a matter of superior methods of teaching used by these
untutored tutors.

Herbert Thelen® has recently brought together 40 pecple who have
had experience with tutoring and small group projects in which young
people learn by teaching others. The explanation of the phencmenon of
young people learning things themselves when they try to teach others
less skilled than themselves must involve motivation.

Social psychologists have under way some important researches on
academic motivatic~ which are beginning to suggest that most children
of the lower working class can be taught more effectively by somewhat
different methods of setting lessons, giving approval, and correcting
children's work than the methods that work best with middle-class
children. It should be possible soon to show teachers of disadvantaged
children how they can best teach, with methods no more difficult than
the methods that are best used with middle-class children.®

Assuming that we can and will learn more effective methods of
teaching disadvantaged children through research on motivation, what
chance is there that these methods will be quickly and widely adopted?
Here we meet the obstacle of bureaucratic resistance to change which
we have already discussed.

Accepting the fact that innovations meet resistance in city school
systems, some of the activists are now working on ways to overcome this
kind of resistance. An example is the Consortium School in Utica, New
York. After a successful experience with Upward Bound summer programs,
the principal people working in this program resolved to try to put
their methods to work in the regular school program. Five colleges in
the neighborhood of Utica joined the Utica School Board in a Consortium
School Board Agreement, by which the colleges help to staff an experi-
mental secondary school within the school system, supported by ESEA

SHerbert A. Thelen, Editor. Learning By Teaching. Mimeographed,
University of Chicago, Department of Education, 1968.

6Lrwin Xatz. "The Socialization of Academic Motivation in Minority
Group Children," in Nebraska Symposium on Motivation, 1967, edited by
David Levine (Lincoln, Nebraska: University of Nebraska Press, 1967),
pp. 133-190.
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Title III funds. The plan provides for continuity between high school
and college through a combined high school-college staff.’

Conclusion

The distinction between the ''partially deprived" and the "severely
deprived" boy or girl is an important one for people who are engaged in
attempts to expand educational opportunity for voung people of high
school and college age. There is a substantial, though poorly defined,
group of partially deprived young people who can be helped toward high
school completion and college entrance. Probably 15 percent of an age
group fall into this group. They tend to come from families in the
lower half of the income distribution. They also tend to come from
mirority group families. Systematic work organized on a statewide
basis can probably succeed in discovering and assisting a considerable

number of these young people.

73, C. Doremus. "Upward Bound in Transition,"” in Educational Opportunity
Forum (Albanv, New York: The State Education Department, Division of
Higher Educa’ .on, Vol. 1, No. 2, 1968), pp. 51-61.




THE ROLE OF STATE GOVERNMENT
FOR THE EDUCATION OF THE EDUCATIONALLY DEPRIVED

John D. Millett
Chancellor, Chio Board of Regents

It is one of the paradoxes of our time that university officials
and faculties should encounter demends completely contradictory in pur-
pose and process. On the one hand, we hear that higher education 1is
irrelevant to the needs of students, that higher education serves a
disreputable and immoral establishment, that higher education is dehuman-
izing it~ students. On the other hand, we hear that higher education is
actually not free and open in access, that only a certain class of
families is able to send its sons and daughters to college, that higher
education guarantees the best positions in society to a select few.

Perhaps the two sets of propositions are not quite so contradictory
as they may appear. Perhaps we are debating the same concerns of society:
the dual concerns to provide the educated talent needed to operate a
highly complex, highly technical society and to offer this opportunity
for educational preparation to the best available talent. If there are
critics, and there are plenty of them, they may be voicing concerns
about access to higher education every bit as much as concerns about
the purpose of higher education.

This is not the place to devote extensive consideration to the
objectives of higher education. I shall submit a few general state-
ments as background or foundation for the comments which follow.
Obviously, these statements may be challenged by some and rejected by
others. But it is impossible to undertake any meaningful discussion
of any aspect of higher education without a clear or explicit under-
standing of the assumptions or propositions from which that discussion
proceeds.

The university is the capstone of a formalized process of education
which is divided into certain more or less well defined stages: pre-
school, elementary, intermediate, secondary, and higher. Although the
university is concerned with the final stage in this sequence, it neces-
sarily has important interrelations with the whole process. The
students who present themselves to the university are the product of
the educational endeavor which has preceded higher education. Moreover,
the university is the institution for preparing the teachers who parti-
cipate in, guide, and stimulate the learning which precedes higher
education. The various phases of the educational process have somewhat
different purposes, but the university cannot isolate itself from this
entire process.
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The university is a social institution developed and supported by
society to meet a major social need. This need is to prepare indivi-
duals to perform certain para-professional and professional tasks in
society. As I shall observe more fully in a later comment, ours is
increasingly a society of technicians and professional practitioners.
This society has a continuing and expanding demand for individuals of
greater and greater competence to locate and extract raw materials and
food, to design .nd operate the productive process which translates
materials into articles, to organize and perform the process of distri-
bution, to create and build structures, to transport people and things,
to maintain the health of the populace, to ensure our national security,
to provide the management capacity to keep economy and society sound
and progressive, and to finance the whole of this gigantic endeavoer.

To be sure, higher education has a purpose beyond or in addition
to professional education. That role is to conserve the intellectual
tradition and heritage of western culture. For lack of a better term,
we refer to this purpose as the mission of general education. In this
mission, we in higher education seek to encourage in our students some
understanding of the place of knowledge as one of man's drives and
achievements and to perpetuate some devotion £r commitment to the
values of the educated and tolerant man. In this process, we emphasize
that learning is skeptical of conventional wisdom and question accepted
social attitudes, but we also assert that this criticism arises within
the context of intellectual procedures and within the process of an
open society agreeable to orderly change.

Let me add parenthetically my own personal conviction gained from
35 years of experience in higher education since graduation from col-
lege. This conviction is that we in higher education do a great deal
of talking about general education, always express lip service to its
importance, and in practice have done very little in this country toc
promote or accomplish general education. And this criticism is appli-
cable equally to humanists and social scientists as it is to professors
of the physical and biological sciences, agriculture, architecture,
engineering, teacher education, business administration, law, medicine,
dentistr;, nursing, and public administration.

I suppose I should acknowledge certain other purposes or objectives
in higher education besides professional and general education. There
is research to advance knowledge; there is development to apply new
knowledge to current and stubborn problems from poverty and poilution
to population. There is public service in the form of continuing pro--
fessional education; there is public service in the form of consultative
and other services in which the professor practices his profession.
These research, development, and public service purposes of higher
education are vital and have been demanding more time and attention by
our universities as the revolution of knowledge has gained momentum in
our society.
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To conclude these introductory or background observations, I must
call attention to the meaning of education itself. Fducation is a
social process providing opportunity for learning. Learning is an
individual process. It is the individual person who learns, who values
learning, and who uses learning. It is one of the ironies of education
that we know so little about learning. Learning seeks to expand a
person's cognitive capacity: his ability to reason, to store knowledge
and knowledge of process, and to make use of knowledge in teaching,
debate, or practice. We know that cognitive capacity differs among
individuals. We know that cognitive capacity grows and develops with-
in a person. We know that cognitive capacity can be discouraged,
diminished, and destroyed. But we know little indeed about the social
circumstances or the biological undergirding of this cognitive capacity.
And we know very little about why or how an individual discovers and
develops this capacity for cognition. We do know that only individuals
as individuals learn.

With these generalizations borne in mind, let us turn to our major
concerns here. These concerns in order of emphasis are the educationally
deprived, education, and state government. It is no simple matter to
define the educationally deprived. It is significant of the issues in-
volved that we sometimes prefer to use another term, the "culturally
disadvantaged." Just as the phrase "school and society" places in con-
junction a vital linkage, so the phrase "education and culture" brings
together correlative concepts. If we define culture, in this context,
as a pattern of social beuavior for an identifiable group of persons,
we may ask whether or not a particular culture encourages education.

In general, and overiooking many qualifications, we may speculate
that educational deprivation may arise from one of two possible condi-
tions. An individual may ve disadvantaged educationally because of his
cultural environmment. Or an individual may be disadvantaged education-
ally because society provides him an inferior school. And, of course,
it is possible to have both circumstances in existence in varying
degrees of combination.

We now understand that apart from any genetic differences among
individuals in their cognitive capacity--there are such genetic dif-
ferences, we believe, but we know very little about them--family
tradition and ethnic culture have a great deal to do with an indivi-
dual's attitude toward learning. If the family and ethnic culture
stress the importance of education, then the individual, at a very
early age and long before pre-school, begins to develop certain interests
in and responses to learning situations. Indeed, even after the formal
process of e¢ducation begins, individuals continue to be influenced sub-
stantially by family and neighborhood attitudes toward education. We
should remember that out of 16 hours of activity per day for most indi-
viduals, pre~sckool education may occupy only three or four hours,
<iementary education may occupy only six or seven hours, and secondary
educa*ion may occupy from five to seven hours.
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Culture is unquestionably influenced by economics, but we know
that the most wealthy persons in society are not necessarily the best
educated or those with the most respect for education. There 1is
probably no occupational group in our society more committed to educa-
tion than ministers of religion, and yet these are not the most affluent.
Similarly, teachers, professors, and academic administrators comprise
another group much interested in education. These may not be the best
remunerated persons in a community. Nonetheless, economic deprivation
may reinforce cultural deficiencies, and educational encouragement un-
doubtedly lags in families and neighborhoods where the prevailing
sultural patterns and the prevailing levels of income do not provide

»ositive inducements to learning.

Tt has also been said that neighborhoods with poor families in
economic terms tend to be neighborhoods with poor schools in terms of
per pupil expenditures. I doubt whether any empirical evidence will
sustain this hypothesis in many cities, especially our large cities in
the north. New school construction may lag in poor neighborhoods, and
school teachers of highest quality may prefer to teach in bet.ter neigh-
borhoods. Some suburbs may and do vote more money for school support
than some cities do. Some cities and areas have more taxable wealth
with which to support their school system than do others. But with
all these acknowledged differences, it is my impression that school
administrators generally try to equalize the distribution of available
funds among the various schools within their respective jurisdictions.

The problem is that the school in a neighborhood of families whose
culture and economic status gives little encouragement to education has
a greater education task to perform than the school in a neighborhood
where families reinforce in various positive ways the formal educational
process. The school in the poor neighborhood needs more teachers and a
lower student-teacher ratio. The school in the poor neighborhood needs
more educational materials to make up for the lack of books and other
items at home. The school in the poor neighborhood probably ought to
be open 10 or even 12 hours a day instead of six or seven hours. All
of this additional effort would cost additional money, and this addi-
tional money often is simply not available.

Let us pause here for a few statistics. The United States today
is approxiuately 75 percent affluent. That is, approximately three-
quarters of our families have incomes of $5,000 a year or more. The
incidence of young people with educational disadvantages of a family
and cultural origin is likely to coincide with the number of economical-
ly disadvantaged families in our country. At the same time, we must
note that the number of economically disadvantaged families in our
country does not coincide with the number of black families. Around
25 percent of our families have incomes below $5,000 a year, but only
12 percent of our population is black. And, of course, not all black
families are poor families.
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I think there is sufficient evidence from varinwA survey studies
to substantiate the existence in our soclety of & grcup of young people
who are educationally deprived. The disadvantage appears to arise pri-
marily from cultural and family economic circumstances, with the
possibility of some element of racial discrimination added to the
circumstances of many black children. The school which seeks to assist
the educdtion of youth disadvantaged by cuitural and ecomomic citcum-
stances needs to provide compensatory or additional education. If the
school does not provide such compensatory education, then educational
progress for such youth must necessarily be expected to be less than
the progress of other children who enjoy a cultural and economic
reinforcement of their learning efforts.

We must recognize that in long run social terms the only abiding
remedy for a group of young people experiencing cultural amnd economic
disadvantages in the educational process is to alter the circumstances
of such deprivation. This means primarily the availability of jobs,
with corresponding improvements in the housing situation, family cir~
cumstances, and the ethnic culture.

Let us turn then to the matter of educational program. Obviously,
my interest and I trust my competence based upon education and experience
are directed toward higher education. But we must not forget that higher
education is available only to the secondary school graduate. The drop-
out from intermediate or secondary school is a complete loss insofar as
higher education is concerned. Furthermore, higher education demands
from every student a certain cognitive capacity. While the definition
of this capacity is varied, and the identification and measurement of
this capacity somewhat inexact, we are all aware that this capacity is
a prerequisite for higher education. And it is this capacity which
should have been developed by the formal process of education preceding
higher education, reinforced by cultural and economic experiences.

If we acknowledge that there is a group of individuals whose educa-
tional opportunity has been disadvantageous, the problem for higher
education is whether there do exist, within this group, persons of cog-
nitive capacity who can and should be recruited for higher education.
The immediate task is to find and identify such individuals in the
secondary schools which they are attending. This amounts to a 'talent
search" among students who may fall in the category of the educationally
deprived.

There 1s evidence from experience which suggests that such persons
do exist and can be identified. A number of efforts of this sort have
been made in various states and in various school districts. We have
made such efforts in Ohio, and officials of our colleges and universities
report that they have been able to find "hidden" talent and have been
able to encourage certain individuals to think in terms of college en-
rollment. It is too early to determine the eventual academic fate of
these individuals identified as potential college students, but there
is fragmentary evidence that some of these persons can and do succeed
in college study.
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I have also encountered testimony to the effect that the mere
presence of talent searchers in a secondary school where few if any
individuals have gone to college makes a great deal of difference to
the entire school. Some young people in disadvantaged circumstances
come to believe that because of their family, ethnic, or economic back-
ground they are effectively barred from higher education regardless of
individual interest or ability. Any tangible evidence to the contrary
may create a wholly changed attitude on the part of students toward
their secondary education, regardless of whether many of these students
actually enroll in college.

The second concern in this problem of the deprived is the education
which is appropriate to those young people who may fall in this category.
Here I would like to be emphatic and positive, even at the risk of being
thought unsympathetic to the educational problems of disadvantaged youth
in general and black youth in particular. There is so much nonsense be-
ing spoken and written about education these days that a few clear and
forthright statements about purpose and process are badly needed.

Higher education is not and should not be the goal of every secon-
dary school student. The ills of secondary and of intermediate educatinn
will not be cured for the disadvantaged or for advantaged young people
simply by trying to broaden the access to higher education. We in higher
education are interested in finding and encouraging more talented youth
to go to college, but the emphasis must be on talent, not just upon
youth.

It is estimated today that about half of all high school graduates
in this country, or about 37 or 38 percent of all 18 year olds, enroll
in a formal program of highar education. There are other high school
graduates no doubt who enroll in proprietary schools of various kinds,
from electronics and data processing to secretarial and office manage-
ment programs. Of the high school graduates who go to college as such,
less than one-half obtain a bachelor's degree. Some of these high
school graduates start out with the intention of completing only a two-
year program. Others find that their motivation or ability for college
study is less than they anticipated.

It happens that the demand for educated talent in this country has
continually outrun the available supply. This fortunate circumstance
results from the changing composition of the American labor force. At
the beginning of this century only about 18 percent of the labor force
was employed in professional, managerial, clerical, and sales jobs where
educational preparation beyond high school was expected for a consider-
able proportion of those holding these positions. Today, these same
jobs constitute about 45 percent of the labor force. Professional and
managerial positions, which comprised 10 percent of the labor force in
1900, constitute 23 percent of the labor force today and will amount to
over 25 percent of the labor force in 1975. It is virtually impossible
to occupy any of these positions today without a baccalaureate, and in
many instances graduate or graduate-professional education is required.
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Furthermore, it is reasonable to expect that among clerical, sales,
farm management, skilled, and service jobs=--which now require about 50
percent of all jobs--more and more of the individuals who f£ill these
positions will be expected to have at least two years of educational
preparation. There is a great need for an expansion of technical edu-
cation of two vears' duration after high school in preparing young
people to fill many of these jobs. In consequence, we have the fortu-
nate situation where our labor force continues to demand increased
educational preparation on the part of job seekers.

The counterpart is that our society 1s providing fewer and fewer
job opportunities for those who lack educational qualifications. In
1900 nearly one-third of all jobs in the American labor market were
filled by unskilled farm workers and laborers. The absolute number and
the proportion of these jobs has steadily declined, until today less
than 10 percent of our labor force is needed as farm labor and as un-
skilled labor. Sometime in the 1970's the proportion will decline to
five percent. One reason, indeed the major reason, why we: have an urban
ghetto problem and an educationally deprived problem today is the decline
in the need for farm labor and for unskilled labor. As demand for farm
labor disappeared, we had one of the great migrations of all history
from the farms of the south and from the Appalachian areas of the middle
and southern states into the great industrial centers of the north and
west. But this migration occurred at a time when the number of laborer
positions in business, industry, government, and domestic service was
declining.

We are experiencing, however, an increase in the demand for so-
called white-collar and blue-collar employment. The proportion of
craftsmen and operatives in our labor force is rising slowly, while
the educational requirements are also expanding. More and more such
craftsmen and operatives are expected to have at least a high school
education. Here we confront another educational problem which higher
education can meet only indirectly. It has been over 40 years since
we discovered that the role of the secondary school in America was not
primarily that of preparing youth for higher education. Yet, in that
same period of time we have largely failed to define adequately or
perform properly an alternative mission for the secondary school. Too
many persons have talked too glibly about "life adjustment" education
without defining terms or giving specific content to their concept,
whatever it was.

Today, it seems clear that vocational education should be the
principal other purpose for the secondary school. But this means
vocational education quite different from that which has passed as
vocational education in recent years. Vocational education should not
be a dumping ground for slow learners and problem cases. Vocational
education should not be a second~class education. Vocational education
should not bar a student from further education. On the contrary,
vocational education should be preparation for jobs needed in the com-
munity. Vocational education should be recognized as multiple~skills
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education, requiring job competence and intellectual competence. Voca-
tional education should be recognized as preparation for both employment
and further education. We shall have tc devise a third track, a general
or single skiil track, for those who need remedial and other education.

At the level of higher education, let us forget any nonsense about
education for some unspecified, future new American scciety. The task -
of higher education is to prepare individuals to perform the vork re-
quired in our present society, and in our evolving society. If this
society fails, it will be overthrown and those who seize power from
revolution or anarchy will doubtless comnstruct an educational system
appropriate to the new society and to the new power structure. Until
that day, which if we are intelligent and purposeful can well be
avoided, we have no choice in higher education except to serve the
society which provides our present support and our present purpose.

In practical terms then, the problem of higher education in rela-
tion to the educationally deprived is to undertake such supplementary
or compensatory effort as may permit some youth to compete satisfactorily
within the existing educational system. In practical terms I would pro-
pose that, when potential talent is identified among educationally
disadvantaged youth, we undertake to provide a limited program of sup-
plementary education. I believe this can be provided in the summer
quarter following the junior year of secondary education and again
following the senior year of secondary education. This supplementary
education should concentrate upon English and mathematics as the key
elements in cognitive capacity. In addition, during the freshman year
of college study, the college student from a disadvantaged background
ought to be assisted with special tutorial instruction. This assistance
would seek to help the student acquire the background understanding
which college study presumes to exist.

I am disposed to believe that this kind of effort at supplementary
education should be confined within time limits, as between the eleventh
grade of secondary education and the sophomore year of higher education.
In this period, the student from a disadvantaged background would have
some extra attention. At the end of this period, the student would be
expected to achieve and to compete successfully with all other students.
If the student cannot do so, then there is no choice except to say that
our original identification of potential talent was mistaken or that
our supplementary education was inadequate to achieve its purpose.

Finally, there is the question of the role of state government in
the organization and financing of any educational program for the edu-
cationally disadvantaged. This question is complicated, of course, by
the roles of local school districts and of the federal government in
this field of concern. There seems to me to be little profit for any-
one in jurisdictional arguments. The needs are too great and the
problem too urgent to justify any conflicts about management and
finance. Moreover, it seems to me that patterns which are now develop~
ing promise some accomplishment.
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The federal government has now entered into partnership with state
and local governments under Title I of the Elementary and Secondary
Education Act to provide supplementary funds to strengtiien educational
activity for youth from disadvantaged family and cultural circumstances.
The federal government is also assisting the expansion of pre-school
activity. It seems to me that this partnershilp needs to be strengthened
and that we may reasonably expect the federal government to meet the
expense of supplementary education at the pre-school, elementary,
intermediate, and secondary level.

The question then arises whether the federal government should
finance some such program of supplementary instruction in the college
preparatory curriculum as I have outlined here, including the program
of tutorial imstruction in the freshman year. Personally, I believe
that state government should undertake this action. Our states are
still important parts of the educational enterprise in this country,
and I see no good reason why they cannot undertake the kind of supple-
mentary college preparatory instruction proposed here. Moreover,
since the instruction function in public higher education is almost
entirely financed by state governments, I believe it is appropriate
to consider this supplementary instruction simply as an outreach of
the regular instructional activity.

The most important single financial problem in providing education
for the educationally disadvantaged is that of personal income for the
student. For some time, economists have been reminding us that the
greatest single expense of higher education is the income lost or fore-
gone by the student during the process of higher education. To be
sure, this reminder assumes that there is employvment in the labor
market available to the high school graduate who does not go to col-
lege. To some extent, such employment is available. Whether such
employment would be available for all high school graduates if higher
education were abandoned, no one can fairly say.

The economic justification for higher education from an individual's
point of view is that, by foregoing any employment during the process of
higher education, he prepares himself for higher remuneration after his
college graduation because of more productive services rendered to
gociety. Furthermore, in an affluent society, parents are willing to
provide tbhe costs of higher education to their soms and daughters as
another kind of family contribution tc their offspring.

The difficulty is that neither the economic theory nor the family
contribution practice is applicable for the student who is by definition
disadvantaged because of family economic circumstances. The education-
ally disadvantaged student is hampered by poverty, and unless some
positive action is taken the bitter cycle of poverty based upon inade~
quate educational preparation is simply perpetuated by another genera-
tion of inadequate education.
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In Ohio, we have found from experience this year that in one of
our public institutions of higher education it has required on the
average $1,400 per student for three quarters simply to enable the
disadvantaged student to enroll and support himself. Where are we in
public higher education going to find this $1,400 per student, or even
larger amounts in succeeding years, to enable the student to meet the
very minimum personal costs of going to college?

The only answer I have to this question is to suggest that the
federal government educational opportunity grants will have to be
adequate in amount to meet these requirements. I see no other way to
provide the necessary funds on an adequate basis. In Ohio, we have one
or two private foundations which are doing an admirable job of raising
money for this purpose. Some of our public universities have raised
funds through their own university united appeal or community chest for
this purpose. These efforts are laudable; they should be applauded and
encouraged. But I doubt if these efforts alone can be adequate to the
job which must be done.

It seems evident that there exists, in our society, groups of
youth whose family and ethnic circumstances are educationally disadvan-
tageous, If doors of equal educational opportunity are to be opened to
these youth, and if educational opportunity is to succeed in breaking
the bonds of poverty, then supplementary education must be provided.
The gap is too great tcday co be bridged by family effort alone, as
was so frequently accomplished in many ethnic groups between 1900 and
1960.

It seems clear that higher education may appropriately participate
in any systematic effort at supplementary education, especially in seek-
ing out talent aud helping to prepare such talent for college study.
Since, in this country, public higher education is state-sponsored and
state—financed, such activity by higher education must necessarily in-
volve state government. The federal government can and should also help.
Together, higher education, state government, and federal government can
open new doors of educacional opportunity to the educationally deprived.
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FEDERAL-STATE RELATIONS IN MEETING THE EDUCATIONAL
NEEDS OF THE EDUCATIONALLY DEPRIVED

Regina Goff
Assistant Commissiomer
Office of Programs for the Disadvantaged

U.S. O0ffice of Education

John Stuart Mill, in a discourse on "The Spirit of the Age,"
declared that mankind is divided into those who are still what they
were and those who have changed--into the men of the present age and
the men of the past. Current Federal concerns in education are issues
specific to the "here and now" in American life. Yet, Federal aid to
f education is not without historical precedent. Over 100 years ago,

: Justin Morrill proposed the use of six million acres of Federal lands

' to States and territories for education in agriculture and the mechanic
arts. In relatively recent years, the Executive Branch of government
and the Congress have whole-heartedly pushed creative legislation in
education. In 1958, the National Defense Education Act was passed; in
1963, the Higher Education Facilities Act and the Vocational Education
Act were passed; and in 1965, the monumental Elementary Secondary Edu-
cation Act was passed.
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Federal concern has evolved from significant trends and pressures
in American life. Congressman John Brademus of Indiana speaks of the
politics of education as an outgrowth of four specific social forces:
, urbanization, poverty, the Civil Rights movement, and the Ecumenical
3 movement.,
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The wave of in-migration from rural to urban areas, with attendant
social problems and the suburban direction of industry with resultant
renoval of the tax bases necessary for increased services, created im-
balances between resources and need. Acute unemployment in urban areas,
§ heavy welfare loads, increases in health problems, and a myriad of social
problems inclusive of delinquency and crime, sharply attuned the welfare
worker, the economist, aud the educator to the true havocs of poverty.
The Civil Rights and the Ecumenical movements succeeded in bringing to-
gether religious leaders of different faiths and the poor of different
ethnic groups--all pressing for equality of educational opportunity.

As a consequence of these factors, Congress enacted during the past
five years 40 laws supportive of education from pre-school through the
post-graduate level. Appropriations have reached roughly $12 billion
annually.
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That the political system is present in education cannot be
denied. It is noted in the Supreme Court ruling which declared as un-
constitutional segregated schools because of their inherent inequities.
It is noted in the declaration, of the President and of the Congress,
of a war on poverty wherever poverty is found. It is noted in the
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active press of the pour for participation in pelicy-making roles in

the educational enterprise. We are, pragmatically, in the throes of

an urban crisis with national political and local administrative in-
volvements. At all levels of government, there is a need for integrated
long-term planning if eventual solution of urban problems is to be
achieved.

At one time, States were hesitant, even reluctant, to accept
Federal aid in education--equating it with possible Federal control.
Today that question is less crucial than the one of who should be the
decision-maker with reference to how funds should be spent. Federal-
State relations would be eased considerably if, nationally, there were
commonalities in prioritles. ™ = categorical aid programs highlighted

Federal emphasis. However, . aingly today, States are asking that
bloc grants supersede categ . lesignations in view of the fact that
States are better able to ¢ local needs and priorities. In
addition, they state that ‘... .ontrol of education is minimized
when the States make determin .3 of their own. Arguments are pre-

sented on both sides. The government thus far has attempted to bring
aid to areas of glaring insufficiency. Institutes for the Training of
Teachers of Disadvantaged Youth, Guidance and Counseling Institutes,
Reading Institutes, the improvement of library facilities, the
strengthening of smaller and weak college settings, and elementary
school curriculum enrichment are among the areas considered in need

of attentionm.

A critical issue in support of such aid has been the lack of
response of some rural dominated legislatures to the needs of major
metropolitan area schools. Allied to this problem has been the ten-
dency in some States to block the use of public funds for parochial
schools. Currently, there is scme apprehension that bloc grants might
mean a reversion to long-discussed comtroversies in education with
resultant interferences to continued progress in equal educational
opportunities for all. A plausible suggestion is that bloc grants or
general aid, if granted, should be supplemented by specific categorical
programs directed toward prcblems still of major importance in educa~-
tion.

Whatever emcrges by way of Federal grants, there remains a neces-
sity of Federal-State programmatic ccoperation. This implies 4 need
for a new look at management philosophy. Such a philosophy points up
the need for implementation of Federal intent as presented in the
legislation a3 well as the need for creative endeavors at State and
community levels. A salient factor in this cooperative management
effort is the widening of perspectives in education on the part of
program managers, as well as increased awareness of necessary inter-
action among the many agencies dealing with the same problems of the
same population--the deprived. Any significant impact requires con-
tinued cooperative effort between State agencies and Federal euterprise.
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Much has teen written recently about methods whereby this impact
might be mad~ more viable among the States themselves. For example,
Dr. James B. Conant has suggested that State compacts in education
should be developed by the States, approved by the Congress, and par-
ticipated in by Federal offic’als acting in an ex-officic capacity.
Inter-State cooperation appears necessary if radical changes are to
be achieved in significant areas such as bigher education, vocational
education, and che education of special groups such as migrant chil-
dren. Conceivably, growing out of this kind of interaction, naiion-
wide policies might develop adequate to meat the mew challenges of the
new age in which we live. A national joli:y on urban education might
well give direction to coorerative efforc ‘and help answer scme ques-
tions which arise relative to State formules in allocation of funds,
means of adverting disparities where funds are needed, and means of
offsetting fragmentation of effort and dispersion of the yet meager
funds which are available for needed services.

Some interesting points of view have been projected relative to
strengthening the financial potential of States to meet the urban
crisis. One presented by Walter Heller, former Chairman of the Cecuncil
of Economic Advisors, suggests that each year a certain percentage,
perhaps one percent to berin with, of Federal income tax revenues
should be set asidz for State distribution. The plan suggests that
trust funds should be turned over to the States with little or no
strings attached. It is believed tt .t a tax-sharing plan would help
the poor States somewhat more than the richer ones. The funds would
be distributed on a per capita basis to a great extent. Some, however,
would be reserved--perhaps as much as 25 percent--for the exclusive use
of the poorer States. Another creative plan involves the private sector
and envisions competition among schools as a factor in improving the
quality of urban education. To achieve high quality, sums of money
given by industry would be allocated directly to children--the amount
per child being based on family income. This weuld mean that schools,
in highly concentrated impoverished areas, could receive sizable in-
crements in revenue for teaching and cuxricular improvement.

Aside from the consideration of economists and educators, the
problems in education of the poor identified by the poor themselves
are significant in Federal-State relations. As a consequence of the
presentations of leaders of the Poor Peoples Campaigi of last summer
in Washington, the Office of Programs for the Disadvantaged was desig-
nated as a central area for the receipt of complaints from this popula-
tion. In brief summary, many complaints grow out of the inability of
local citizens, the poor, to participate in plans for the use of
Federal monies. Many mothers complain of the hidden cost of education.
Poor families are seldom able to provide adequate clothing for school.
Too, they are seldom able to provide the amount of high quality nutri-
tional food that is necessary for growing children. The absence of
opportunity for participation in program planning for use of funds is
at the root of many problems. Other complaints have dealt with possible
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racial discrimination in the distribution of ESEA funds within a3 school
system, and with the lack of adequate representation of Negro history
and culture in the curriculum of the school system. Many of the com=-
plaints have been referrals from the White House.

At the invitation of Commissiorner Howe, represcntatives of the
poor met Office of Education officlals for the purpose of gaining first-
hand insight into problems attending wse of Fedeval monies in education.
One reaction was that money, as presencly used, simply enforces the
status quo-~that, if greater control over use of funds could not be
exerted by those truly sympathetic with the puor and capable of under-
sianding their ecucational needs, then Federxzl aid should be eliminated.
"Tell us what che hang-up is. If you don't have the powe>, who does?"

To the suggestion that reviced guidelines emphasize involvement of
representatives of the poor on lccal advisory committees, the reaction
was: "That sounds too much like the OEQ guidelines for community in-
volvement which really haver't worked. If the mayor and the power
structure don't want to cooperate, you won't get results . . . . Most
local school boards won't or can't help solve the problems."

In relation to problems in learning, one mother declared:

"411 day long you give miseducation and then in the afternoon you
give the same teachers money to patch up this miseducation. If you'd
just start at the bottom and teach these youngsters how to read and
understand what they're reading, then maybe they could move ahead and
learn something else."

Concern for research was stated as follows by one participant:

"Is there any possibility that the minorities might do research on
the people who are researching us? I think we should do it. I had a
call at my house from a young lady that was doing her master's degree
on the culturally deprived. She wanted me to talk to her about Puerto
Ricans. I told her it was the wrong group because we do have a culture.
I suggested that she research herself and see how her culture was pre-
venting her from being effective with people who speak Spanish. Of
ccurse, I never heard from her again, and I've been wondering ever since
if maybe we shouldn't research the researchers."

When people speak of their problems and make complaints, the
reality of situations can be unsettling. However, it is no longer
possible to engage in nonresponse. Cooperation between Federal-State
and local officials is essential.

From this discussion, several basic considerations emerge. In
keeping with American democratic thought, freedom is cf concern at all
levels of government. But freedom tolerates the pull for power priority
in relationships. Who should be the decision~makers in education? How
can participation in the decision~making process be made effective at
all levels of government?
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Clearly, educationel leadership rests with local communities.
Yet, the complex, interdependent ordering of society requires the
pooling of thought and resources at every level of government. Federal
funds are intended to supplement not supplant State and local r»esources;
Federal initiative is intended to stimulate not dampen local responsive-
ness. Keen responsibilities remaia with State Departments of Education,
local school boards, and administrators.

In terms of contemporary fact, we must be amenable to new philos-
ophies and new patterns even to the point of taking new risks in educa-
tion. An age of reason requires judgmeni for action based on experi-
mentation when tradition no longer survives the test of new times.
Mutual goals, as in the instance of educatiua of the deprived, can be
achieved if there is mutuality of commitment--if local schools,
administrators, and State education ovfficials determine to discharge
the responsibility of develuping the potential of every individual
wherever he might be found. Twenty years ago we would have said this
is a sacred responsibility. Today, we must add, it is a remaining hope
for the achievement of a nation united. The future resides in the
present.,
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ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS

OPENING REMARKS OF PANEL MODERATOR
Robert H. DeZonia
Executive Director
Wisconsin Association of Independent Colleges and Universities

This panel serves as somewhat of a stage—setter for the workshops
of tomorrow. It was structured by the Planning Committee to provide in
broad brush strokes a general '"Assessment of Current Wisconsin Educa-
tional Programs in Serving the Culturally Diverse." Because of lack of

time, the panelists will have to be intensive as opposed to extensive
in their remarks.

We have structured the panel along these lines: four speakers-—-
10 minutes each with about 15 minutes for interaction of panelists and
of panelists with conference participants. This latter interactien is,
or should be, a significant factor in energizing the sessions of tomor-
row. Your questions will be solicited--they, and the hoped for answers,
should be brief and to the point. An answer may not be fully developead

today; if not, carry the question into your workshep and explore it more
fully.

This early in the conference, I believe it appropriate t~ stress
that the problems are not only problems of the black, nor ar. hey
colely concentrated at the post-secondary level, nor do they exist
solely in urban settings--as several of our panelists will illustrate
in their remarks--though in these two spheres the problems are perhaps
more joltingly apparent. Which leads me to say that the Department of
Public Instruction and local school people have made a substantial in-
put to this conference; their concern and early action in attacking the
problems are vital to improving the ability of the young people to take
advantage of the programs this conference hopes to identify or support
as sensitive and responsive to the needs of the culturally diverse.

A final word of assessment which serves as a prelude to the panel's
work--it probably is fair to say that until recently Wisconsin's response
to the needs of the urban and rural poor, to racial and ethnic minorities,
and to the culturally and socially distinct in the main has been about as
sluggish as that of other states.

2 Hopefully, this sluggishness is more due to a lack of awareness
than to overt negation of the problem (as in some states) or of indif-
ference. I sometimes think many of us in "'wonderful Wisconsin'' may be
living in a land of illusion with respect to these problem concerns,
because in many geographic areas the problems are neither clearly mani-
, fested nor discerned. This is illustrated in such a progressive com-

: munity as Madison where recently the Buard of Education had the question
' put to it, "Do we really need a Directcr of Human Relations?"
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and also where a acuestion was raised in the City Council as to the reed
for the city's Equal Opportunities Commission.

To aid in energizing you and, in effect, the outcomes of this con-
ference, the members of the panel will bring you their insights both
specific and general:

Sam Proctor will speak to you with particular reference to
the concerns of black peopie in higher education.

Bishop Jerome Hastrich will concentrate on the Spanish-
speaking migrant.

Bob Powless will concentrate on the Wisconsin Indian.

Jay Johnson's area of primary concern will be the rural poor.

We hope to be of assistance in motivating you to motivate this
state and its many agencies, public and private, to develop and enhance

solutions to the problems which cry out not only for moral and humane,
but reasonable and rational, programmatic actioms.




ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS
WITH RESPECT TO BLACK STUDENTS

Samuel D. Proctor
Dean for Special Projects
University of Wisconsin

; The prepared position papers provide a description of the types of

programs and their magnitude at the University of Wisconsin. This brief
E discussion will deal with certain broad principles that remain as inex- )
3 orable axioms against which efforts for the "disadvantaged'--especially 3
1 the Aisadvantaged of the Afro-American community--must be assessed: E -

‘2 1. The cultural insularity of the black community in the 2
urban centers. b

2. The identity crisis that peryades the minority-majority
relationship.

3. The need for massive resources ¢of persons and money to ?
redress the effects of discriminatory treatment for a 3
period of over three centuries.

I. The cultural insularity of the black community is created first by *
the demography of the cities——the concentration of low-income &
groups in a given locus where the perpetuation of in-group mores,

a born and developed in the rural South and transplanted to the

’% urban North in a rapid migration, is guaranteed. The concomitant

- to this process is an ethnic wall that builds itself around this
locus. This wall is built both physically and socially. It is
often sharply demarcated by some specific boundary like a main
street or a railroad track. Most people know where the line lies.
Social factors also build the wall. White rejection and black
withdrawal alco constitute the wall. It manifests itself in
housing and job patterns and in club memberships. It is there
in every city and town.

The first consequence of the wall, in terms of education, is the
dwarfing of aspiration on the part of the young black. Where stu-
dents believe that they control their destiny, they do better
according to the widely received Coleman Report. Experiments have
shown that where teachers expect more, students deliver. But in
these black ghettos, students are led to believe that their

/5 destiny is shaped by what surrounds them and their teachers meet
them at this low plateau of expectation.
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The next consequence 1s that the program offered in the schools
- appears foreign to them. It is drawn from a social experience un-
known to the ghetto dwellers. It seeks to prepare them to live in
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a world unknown to them. The illustrations, the words, the
metaphors are from another milieu.

Then, the real damage is done wnen the student repels, revolts,
drops out, or becomes traumatized by his estrangement. The tools
of scholarship for further endeavor are iost or dulled. His
deficit condition is humiliating and debilitating. He finds it
hard to go on.

For years this was taken for granted and looked upon as the lot
of the "colored." The black population accepted it and settled
down as waiters, porters, shoeshine boys, charwomen, maids, and
sweepers and looked in on the white world.

There developed a system of rewards in this environment that en-
couraged crime and violence. It was a system ocutside of the
accepted norms. This caused many young blacks to grow up really
unaware of what the world outside of the ghetto was going to
demand of them. They could not appreciate either what the job
market would ask of them.

Today, as the black approaches college and university education
that once was open only to a fraction of blacks who escaped the
cycle of despair, he theorizes that something awful has been done
to him. He has read Malcolm X and heard Martin Luther King. He
has seen the demonstrations on TV and has participated in some
himself. He %nows that.a system has operated against him and he
has contempt for it.

Thus, in one bold stroke he sets out to affirm himself as a
full human and not as the product of that system. This takes
many forms, some violent, but it is understood ian the context
of a demand to be and to be authentically.

This brings us to a crossroads in education. How do we begin
with this reality and go forward?

1. First we must resol-’e to do more than work with the winners,
tl. ~e who have survived the process. We must do more than
open our doors and give them a fair chance to fail. Our
first move must be affirmative to resolve that the issue
must be dealt with because the whole society must bear the
blame for this legacy.

2. We must permit these students to search for a valid ideatity,
allow them to reject those elements of the culture that they
regard as vestiges of an unhappy past. But we must work with
them in the acquisition of those skills and competencies that
will mean jobs and capability to change their communities.
The culture is already pluralistic and they deserve a chance
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to be different. But in our programs, while we respect
this need, we must find ways to meet them at their point
of need with new instructional techniques, sensitive
teachers, and good tutors along with financial aid and
flexible admissions. These all must go together.

Finally, our programs are timid and tokenlike. A broader
commitment must be made in persons and dolliars to get us
over this present moment of crisis. With a sufficient
investment we can reverse the entire process, alter the
ghetto educational pattern, change the hiring habits, open
the housing market, and break this lock-step in American
history that marches toward chaos. A new chain of events
can be created that will lead to a new image of the black
man in our society.
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ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS
WITH RESPECT TO SPANISH AMERICAN STUDENTS

Bishop Jerome Hastrich
Diocese of Madison

I don't know whether I can do as good a job as Sam did, but I hope
to give you some idea of the problems of the Mexican migrant. I don't
think the problems are quite as great for the Spanish~-speaking ia our
cities--those that are permanently located there--as for the blacks.

As you probably know, there are more Puerto Ricans in New York than
there are in San Juan, Puerto Rico. We are getting more and more cf 3
these Spanish-speaking migrants coming to our northern states and stay- E

ing here.

I happen to be on the Bishop's Committee for the Spanish-speaking;
in fact, I am the Vice Chairman. We have an office in Lansing,
Michigan, just established last year, making us realize the importance {?‘
of the problem in the eight northern states here in the midwest. For- ‘
merly we didn't realize that there were this many Spanish-speaking
people here.

Our government has had a program, during the past three years, to
relocate migrants. It is the hope, within the next 10 years, to have
everybody--all the Spanish-speaking and the Jamaican migrants and every-
one who has entered this country as a migrant and has become a citizen--
relocated in permanent jobs. This is a big task.

The Wisconsin Council of Churches, the Episcopalian Diocese of
Milwaukee, the Archdiocese of Milwaukee, and the Madison Diocese have
formed a corporation called UMOS--United Migrant Opportunities Service--
to receive government funds to relocate people who come here during the
summer months. During the last year, for example, we relocated about
400 families. We are relocating another 200 in Milwaukee this year.
Last year, for the first time in Madison, we relocated some 30 families.
I think we have changed the attitude in Madison. When we first sug-
gested relocation, we were told that there was no room for these people
in Madison, there was no housing, the housing was needed for the curremt
residents, and there was no room for them in any industry--all of the
jobs were needed for the local citizens. In other words, the general
attitude, I think, of the community had been that this is a "lily-white"
cormunity and the residents were going to keep it that way.

I had another experiepce along that line; I have been Director of
the St. Martin House apd the St. Péter Claver House in Beloit since
their foypdation. About a year ago, I believe, I made some comment on
some of the riots that are going on in other cities. I know it aroused
a lot of appesition becatse I suggested EQE possibility of something
11ke that here. They thought I was a rabble-rouser like some other
pesple might be considered.
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We have to face the facts. We have colored people in ¥adison who
are very restless about the injustices of our community to the colored
people. They know, as Sam just told us, from television and radio that
they do not have equal opportunities; our teen-agers. &specially are
very restless. And so, too, the migrants and Spanish-speaking generally
are just becoming alert to the fact that they dv not have equal oppor-
tunities. One thing we lack among the Spanish-speaking people is
leadership. The colored have developed leadership over the years, but
we are just beginning to develop it. You see Chavez in California, and
Salas here; maybe we don't agree with everything they are doing. I don't
hold any brief for what they are doing; but at least we are developing
some leadership and these people realize that they do not have to take
a second place in the community ard that they kave a right to the var-
ious benefits of education and so on that anyone else in the ccmmunity
has. I hope we are going to be able to give them the opportunities
they need.

What is their difficulty? Well, these are migrants who actually
come up here during the summer--about 10,000 of them come up here to
work in our fields. They leave Texas in perhaps February and follow
the sun and come here. Some of them stay in Wisconsin until October
and some until November. They go back to Texas with their children
and their children are in school there from November until February.
Some of them stay there longer, but there isn't employment for them
there; this is the reason for our effort to keep them here. To show
the tremendous need of this, in one of the towns in Texas among the
Anglos-~the white children--there is about a three percent dropout in
high school but there is an 85 percent dropout of the Spanish-speaking.
Why? Because they do not know the fundamentals and now the U.S. govern-
ment is developing a program of English as a second language.

These youngsters are being taught the fundamentals in the lower
grades in a language they don't understand. Their difficulty is this--
the father and mother 4o not know how to read and write and so the only
language they learn at home is Spanish. It is the only language they
understand. In school they are taught English. For a long time,
Spanish was forbidden in the schools. They were nct supposed to talk
in Spanish and they were not to answer the teacher in Spanish. Conse-
quently, they didn't understand the tools with which to educate them-
selves or with which to receive the education that was given to them.
This, I think, basically is still their difficulty. They have two
different cultures, you see. If you were to go to Endeavor, Wisconsin,
you would find the same situation as that which exists in San Antonio.
The youngsters in the school--in the classroom--will be taught with
English books; they will be taught to read English, but as s-on as they
are out of the classroom they speak Spanish among themselves--they go
home and they talk Spanish. So the education they are receiving is not
related to the life they are living; this is the big difficulty. I
think our education has to be practical.

"l
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There is another reason why they don't make the progress they
should. They don't have the relatiomship that the white yocungsters
have and the English terms do not have the emotional overtones that a
Spanish term would have. They haven't heard these words used by the
people that love them. So it's a very complicated type of problem.

I thirk we are on the right track if we try to use the language they
urderstand and then gradually give them the English as a secend lan-
guage so that by the time they get into high school they can understand
both languages. I think, too, that another thing Wisconsin could do is
emphasize Spanish as a second ianguage for the Anglo communities.
California already has done this and hzs insisted upon Spanish being
taught in California., The same is being done in Texas. It is being
made available to the youngsters if they want to learn it. If there

is one single second language in the United States which is important,
and of course when you go to other countries vou find that everyone
learns several languages, I do think it is Spanish, when you consider
the number of people of Spanish origin who are still speaking Spanish.
In some areas of Texas you would think that no Englich was taught; you
think you are in a foreign country. These people are coming to
Wisconsin; they are locating permanently here.

Just last evening, a family came to me--a family with 10 children,
Well, whit are we doing for them? We bhave provided a special class for
these youngsters so that they can learn some English this first year;
they are going to be occupied just learning English so they can get
into another class. I perscnally think--I know this sounds like heresy
as far as aducation is concerned--but I personally think that if we kept
these youngsters togetner for a time and didn't try to force them into
the regular school system, that is, kept them in our schools but in a
separate class until they knew what they were doing, it would be much
ecasier for them. I have a number of youngsters of Spanish origin at
St. Raphael's Cathedral School. I have them in a class myself; it's
very discouraging for them because they can't make the progress that
the others are making and they find it hard to pronounce the words as
they read them. I personally think it would be much better if we could
gather them together and have a special class for them, emphasizing
things like the pronunciation of words, reading, and so on. We do this
during the summer with Mr. Clem Baime and his Title I program. UMOS
formerly had more funds for this purpose; the funds, however, were cut
from $900,000 the year before last to $600,000 last year so we are not
able to do as much along this line during the summer. I emphasize
though that the remedial reading classes we have conducted during the
summer are a tremendous advantage.




ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS
WITH RESPECT TO AMERICAN INDIAN STUDEMTS

Robert E. Powless
Director of Student Affairs
Wisconsin State University--Medford Branch Campus

SEARCHING

What can I do but cry

Like a fawn without a mother.

I lived through agony day and night
Though it seemed, I wasn't loved.

I roamed the land in search of love,
But only got as far as hate.
Everywhere I went I faced neglect.

I still kept on, hoping for the best,
But still my time will come.

I shall wait until that time

But now I still search for love.

--Poem by an Upward Bound High School
Student (Winnebago Tribe), Summer, 1968

The position papers prepared by the various large educational
entities point up once again the difficulties inherent in evaluating
what is happening in these kinds of programs on a statewide basis.
Unless I looked at these papers through too jaundiced an eye, a fair
evaluation would seem to be that very little is actually being donz
to meet the needs of the culturally diverse in Wisconsin, that there
is some question as to what their needs actually are, and that there
seems to be no factual evaluation available of the success {or lack
of it) of the small number of programs attempting to meet those needs.
These points are particularly valid when applied to programs involving
the American Indian population.

The main problem hindering the culturally diverse student is a
conceptual one. The position papers would seem to indicate that this
fact is not known or, if known, is ignored in practice by the educa-
tional agencies involved. If an American Indian youth's concepts of
"school," of being an Indian in a white society, and of himself can be
guided from the negative toward the positive, he will then be able to
begin to utilize his individual academic potential in the educaticnal
programs made available to him. Since concepts can only be changed
through new experiences that belie the old, the relationship that the
person in the "helping" program establishes with the youth is the key
to the success or failure of the program. Interc:tingly enough, then,
a large number of people involved in this ccnference are really not the
"key" people in serving the culturally diverse, since many are relatively
far removed from actual involvement with youth.
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After this somewhat lengthy introduction, let me stiess three key
points:

1. Make Haste Carefully. Wisconsin Iadians, in particular, have
had their fill of ill-conceived programs and well-meaning, but inept,
personnel in these programs. While it is imperative that new services
be conceived and implemented soon, there must be a constant emphasis
on realistic planning, careful screening of staff, and contiruous eval-
uation. "Will they work?" and "Are they working?" must be questions
asked often in the establishment of our programs.
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2. Coordinate and Inform. As 1 talked and corresponded with

: people about current educational programs, the terms '"fragmented,"
B "disjointed," "need for cooperation between units," and "a sense of
< o exclusiveness by management of a program" constantly came up. To

; immediately alleviate some fears, I am not talking about central
control. There is, however, obvious need for arranging for a contin-
uous flow of information between all agencies and programs dealing
with the culturally diverse. We must focus all of our ideas aad in-
sights on the goal if we are to be successful. It seems ludicrous to
- be competing for the ''souls" of people who not very long ago were

E being virtually ignored. Hopefully, the ecumenical mov~ment trend

will extend into our areas of operation.

3. Involve Local Communities and Individuals. Occasionally,
agencies establishing programs will ask if the Tribal Council, for
instance, is interested in supporting the program they plan on setting
up for Indians. If the response is not immediate, the Council is often
ignored since there is obviously ''no initiative and leadership among
Indiaas." If we believe that leadership is a growth experience, it
seems fairly obvicus that Indian leadership will never develop given
these kinds of circumstances. With some patience, we can involve
local groups and individuals in the planning and operation of numerous
programs. What better source of information regarding the real needs
“ of people in an area could we want? With some federal programs includ-
- ing checks on too much local participation, Wisconsin has an opportunity
to show the value of considerable local involvement.

I can only trust that this conference's evaluation of current
: Wisconsin educational programs serving the culturally diverse will not
" 3 be as unrealistic and "rose-colored" as the following reported by Peter
Farb in his new book: "At the very moment that these people (the
Cherckee) were dying in droves, Presideat Van Buren reported to Congress
N that the government's handling of the Indian problem had been 'just and
friendly throughout; its efforts for their civilization constant, and
% directed by the best feelings of humanity; its watchfulness in protect-
3 ing them from individual frauds unremitting.'"!

lpeter Farb. Man's Rise to Civilization as Shown by the Indians of
Nerth America from Primeval Times to the Coming of the Industrial
State (New York: E. P. Dutton & Co., Inc., 1968), p. 253.




ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS
WITH RESPECT TO RURAL AND URBAN POOR WHITES

Jay S. Johnson
Assistant Professcr of Rural Sociology
University of Wisconsin, Madison Campus

Wisconsin's serious problem with disadvantaged whites at present

is not improving. In 1930, 20 percent of the lowest income of disad-
vantaged Americans were getting 12.5 percent of the national income.
In 1960, the lowest 20 percent were getting 4.6 percent of the national
income. One-sixth of Wisconsin's families received less than $3,000 in
income in 1960. Sixty-one percent of the family heads among the disad-
vantaged, according to Dr. Robert J. Lampman, Professor of Economics at
the University of Wisconsin, have less than eight years of education.

Wisconsin's disadvantaged have an even lower educational level than
does the average in the United States. Nationally, white heads—of-
family over 25 have an average education of 9.9 years. Yet Wisconsin's
rural average foi the head. of the family is 8.8 years. Disadvantaged
whites in Wisconsin, as elsewhere, comprise an education problem runuing
from age three right up through 65 years of age.

It is important that we maintain a perspective upon the present
situation. Mass education in the United States is a phenomena basically
of only the last two generations. Imn 1930, 50 percent of the 14-17 year
olds were in school. In 1960, 90 percent were in school.

A majority of the educationally and occupationally disadvantaged
in Wisceonsin originate in the rural areas. Fifty-seven percent are
rural disadvantaged. (I will not comment upon the black migrants into
Milwaukee who have streamed in predominantly from rural southern counties
or upon Spanish Americans who have also originated in nonmetropolitan
areas.) Not all are whites, but seven .d>unties have over 40 percent of
their population with an income under $3,000. These counties--Adams,
Burnett, Jackson, Sawyer, Taylor, Vernon, and Waushara--are joined by
another 22 counties which have more chan 30 percent under $3,00C. In
short, 29 of our 70 counties have a population of more than 30 percent
with an income under $3,000. Eighty-three percent live outside greater
Milwaukee.

More than half of these are nonfarm. They are not farm people who
through some manipulation of statistics car have farm products to eat.
Research on Head Start and other educational programs indicates clearly
that the disadvantaged confront health problems arising out of neglect
and financial inability, which affect educational efforts and put their
children at a disadvantage to middle class American citizens. They soon
suffer from disadvantages in health, in cultural experiences, in eco-
nomic resources, in education, and in conceptual abilities.
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A high correlation exists between a low SES, a low educational
level, and a low level of aspiratior. Dr. Archibald O. Haller, Prcfes-
sor of Rural Sociology at the University of Wisconsin, has reported
significant research findings showing that a low level of educational
aspiration leads to a low level of educational attajament, ond a low
level of educational attainment leads to a low level of occupational
aspiration. Thus low aspirations are highly correlated with the occu~
pational attainment and SE's of the parents. Thus (1) low family
attainment and (2) the certain reference groups respected by youth can
and often do lead to low aspirations on the part of the youth, to low
educational attainments, and to a cycle of recurring or "permanent"
poverty.

Thus overall significant progress in education for culturally
diverse white citizens is more than offset by the accelerating problem
of technolegy and failure. This accelerating problem clearly implies
an expensive waste of human resources.

Disadvantaged youth get farther behind each year that they remain
in school. The difference in their level of attainment is less at the
first grade than it is at any advancing grade. Some evidence exists
that present educational programs still are not lessening the gap, but
year by year allow it to increase. Let us turn specifically ncw to
aspects of an assessment of our educational programs as viewed in a
sociologica. analysis:

Educational Effectiveness. Today, let me view the objective as
an increase in the educational aspirations of the culturally diverse.
"Potential" exists within our Wisconsin voutli. The instrument to
achieve the potential is educational programs. Youth's increase in
aspirations, combined with a situation offering a broad range of op-
portunities, can be expected to lead toward increased educational
attainment and occupational aspirations. The measure of effectiveness
will be the degree to wiw .ch the educational aspiration and attainment
are achieved. What variables influence this objective of higher educa-
tional aspiration?

The first main factor is the person or child himself--that is,
from the age of three on through continuing educaticn of an adult.
Cantril, a sociologist who worked many years doing comparative studies
of people in more than 14 cultures, concludes that there is a universal
human need for hope--"hope" within the environmental circumstances which
says to a person, "I can succeed; the future can improve." The feeling
of the culturally diverse that nothing that he does can affect the
future is a key cognition which must be changed. Even while within the
set of reference groups and individuals which influence the youth, he
must feel he tastes success and has some hope! Thus, pilot projects
must plan to undergird the hopes of the youth for his future and for
his progress. Such objectives imply that the educational centers must
be svailable and inviting, that skilled counselors focus upon the family
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reference individuals, and that "neighborhood workers" develop communi-
cation with the parents encouraging their involvement and thelr feeling
that their child has hope for success in his educational activities.

Let us assess the curvent cluster of programg--existing and
'projected--using a systems analysie approach. (I will focus upon the
rural and upon primary and secondary educaticnal levels. You may
transfer these criteria to college or to urban situations.) What are
the primary characteristics of a "living system” which effectively
produces a planned output--"aspirations'?

1. 4 living system is open. It maintains continuous exchange
with its environment. Our educational institutions at
present have tragically little envircnmental exchange and
dialogue both with disadvantaged families and with other
agencies or subsystems that interact with and influence
the disadvantaged. The only viable exchange tends to be
with the middle-class establishment. .

2. A living system is self-regulating. Through its constant
exchange, it wants to keep flexible and adapt so that both
its internal state and its environment may maintain stable
posture. The regulatory processes are complex because,
by the time we respcnd, the environment asks new things.
Yet, the educational programs today usually remain quite
rigid, and unresponsive to implications of the objective
which was verbalized. I would suggest that the objective
calls for resources (state funds) and that these can not
be concentrated in one agency, nor scattered without co-
ordination. Further, I would suggest that action research
measuring the processes and products is essential to a
living system that develops these characteristics.

3. A living system is made up of interdependent processes.

All seek to guarantee dynamics of moving equilibrium.
Yet our average m’ddle-class teacher does not understand
any culture but her own; many counselors, board members,
and administrators lack ability tu empathize with striking
blacks or silent Indians. There is no hope of our educa-
tional system building bridges across subcultures to
develop higher and realistic aspirations if we do not
understand those other subcultures. We do not now have
teachers who understand culturally diverse. Teaching

- this system objective calls for a coordinated approach
by the community, the employment service, the colleges,
the churches, the citizens, the public school system, and
the vocational system--varying situation to situation.
In this case; any one institution can not achieve the
objective without cooperating agencies to join in a
common task.
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4. A living system tends toward specialization (speciali.zed
functioning of parts) and toward centralization of .
strategic decisions and controls to integrate the various
behaviors.

Development of aspirations and hope on the part of dis-
advantaged youth requires, it seems; the end of monolithic
public school programs. Instead, even in rural Wisconsin,
a broad range of offerings, larger school units, and com-
prehensive intermediate administrative units all seem
necessary to effact the desired product. The lack of
specialized personnel implies that-we can only at the
present time undertake pilot projects.

Thus, in our cities, in working with the culturally disadvantaged
educational programs, the actors that are vital in producing the product
include the parents, the administrators, the community, the teachers,
2ad the students. Ways must be found to increase the involvement of
parents in the policy-making decisions. The commitment of parents to
an organization decision is highly correlated with the degree of invoive-
ment which tbey have in that decision-making process. Allowing contin-
uation of the gap or the gulf, which sets the parents on the outside of
the policy-making decisions about educational programs, can not be
justified in the organizational science.

On the other hand, ir the rural areas, the choice of an objective,
that prepares youthful citizens for either urban or rural occupations
and citizenship, is not realistic unless the resources are available to
produce that product regardless of the sparsity of people or the distance
or the lack of an adequate tax base. Resources must be provided if we
are to make a dent in the educational aspirations and attainments of the
youth. This means intermediate servicing units-—administrative units
where gridance, facilities, and specialists are available for the use
of local school districts-~become essential. Though the number of
school districts has dropped in the United States to less than cne-
sixth of what it was in 1930, there are still many districts in which
there are 40 teachers or less, in which the number of students is con-
siderably under 3,000, and in which the facilities can be greatly
improved by the use c¢f intermediate administrative units to provide
resources which the local district can not afford. The preceding
point about the involvement of parents in the decision-making of edu-
cational programs is as relevant in the rural areas as it is in the
urban.

If the goal were as we have stated, then it is vital that the
school ~ystem view itself as an agent cf change. Accelerated change
in the world, both rural and urban, as viewed on TV and in the widen-
ing reference groups of youth, means that the schools must teach life
as it is expected to be 10 years from now. This will enable the student
to search for and disccver new norms for his own and for group beh:vior
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based upon expectations 10 years from now, and not upon the traditional
orientation of tine past isolated village-centered generation.

If the objective requires complex organizational and interagency
cooperation, I strorgly recommend that the fragmented approach now
existing be discouraged by state governmeni. Further, shouldn't state
funding be contiungent upon and linked to a coordinating task force
perhaps set up at two or threse levels (state, district, and local) with
authority to review requests for financial grants from the state? This
task force could operate similar to the Title I higher education act
committees, That is, "carrots" can be dangled in front of local boards,
or individual agencies; the task force can insist upon cross—agency
planning, and can strongly discourage projects which may blatantly
ignore some elements influencing an effective product. A district
~oordinative task force can backstop a local planned project that
encounters middie~class parental backlash.

Conclusion. Educational programs for the culturally diverse assume
a goal of facilitating full development of pluralistic behaviors, i.e.,
helping blacks be black, Indians be Indian, etc. This is a top priority
task to which all educational leaders are called to respond as a "task
force." System analysis suggests few alternatives. Our present struc-
tures prcbably can not achieve what we desire with systematic analysis

and some change. But using a system design, with, possibly, coordinating

councils, and with pilot projects aimed at increasing our knowledge of
the alternative action plans, Wisconsin can make considerable progress
toward the objective.




ASSESSMENT OF CURRENT WISCONSIN EDUCATIONAL PROGRAMS.
REPORT OF EVALUATORS

Hareld Sahakian
3 Supervisor, Field Services P
- 4 State Board of Vocatioanazl, Technical and Adult Education .

- 4 Clauston L. Jenkins
Assistant Director, Programs and Studies
Wisconsin Coordinating Council for Higher Education

The panel assessing current efforts in Wisconsin to aid the educa-
tionally deprived briught out some problems which the workshop
participants could carry to their meetings on the following day. The
: panel recognized that the Wisconsin response to the problem of the cul-

- 3 turally diverse is sluggish ard suggested that the reason is a lack of
g awareness rather than indifference.

Some problems wirich were identified included:

. 1. There is very little being done tc meet the needs of the
2 culturally divearse,

N
-

There is a lack of knowledge of what the needs actually
are or what should be done.

3. There is no factual evaluation or method of evaluation.

. e I '? "r -

3 4., The present system of organization cannot achieve what
needs to be done and should be replaced by an "open,
living, system" which provides a continuing exchange
with the environment.

. I
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3. Self-identification or self-concept is vital for the
S individual.

i\ 6. A necessary component is the need for the existence of
& hope and aspiration.

; 7. Language can be a barrier, and bilingual programs are
necessary.

0.4 8. Multiple cultures should be viewed as potentials for the
‘ enrichment of society,

Y 9. More human and financial resources are needed in order to
8 cope with the problems. We need to mzke haste carefully,
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10.

110

12.

Interagency and intrastatz articulation, communication, aad
cooperation need to be improved and coordinated,

Local communities a:d people must be extensively involved.

The teachers' lack of empathy or sensitivity indicates gaps
in educational preparation for the teaching profession.
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CURRICULUM INNOVATION
OPENING REMARKS OF MODERATOR

Thomas M. Cheeks
Relationships Specialist
Milwaukee Public Schools

We have gathered here today to discuss one of America's greatest
procblems--that of providing educational experience to people that are
considered "educationally deprived,” "culturally distinct" or "disad-
vantaged."

We are here to discuss ways of communicating with a new genera-
tion--""the TV generation."

Curriculum is a hot topic--most people in education assume there
are inherently true and virtuous subject matters which any decent
student had better learn. Those who preach and practice this approach
forget that curriculum, whatever it includes, is good or bad depending
on what it does to or for the student.

In selecting or choosing the curriculum, the most important
question is, "What do we want students to become?" There are other
operational questions to be answered, such as, "What do we want the
students to come to value and to be able to see, touch, hear and
smell?" To understand about themselves, the world, and the nature of
man, "How do we want them to behave toward others? To what do we want
them tec be inclined to commit themselves? What skills should they
cultivate?" When we have some idea of the answer to these questions,
then we can ask what is needed in the way of instructor behavior,
student behavior, materials, and experiences.

Schools are structured and conducted from K-12-freshmen-graduate
school so that students are processed through sets of preconceived
drills, exercises, lectures and examinations, which must be either
passed or failed.

Fagssed or failed what? Are subjects, or experiences, or materials
to be passed or failed--or should these three be felt, sensed and
absorbed to the extent possible--assuming they are worthwhile in the
first place?

In the notion of passing or failing, there is a clear—cut impli-
cation that the school is a competitive race between different kinds

of students and that some, maybe many, will fail. Should we not ask
ourselves what are students supposed to be competing for?
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The Indiana University student body president said last summer:
"The issue here is the meaning of education. I do not mean to imply
that professors commonly fail to show up fer their classes or , . .
perform their assigned duties; however, we students are asking for more
than that~-the four years that you will be an undergraduate are crucial,
less because you will be taught or not taught how to think. Facts alone
are useless, but the ability to think is a priceless tool for a meaning-
ful life, and that is the real mark of an educated man. Education is
not a process of gathering information; that kind cf education can be
obtained without either a university or a teacherx.

"Institutions of higher learning have demonstrated a remarkable
ability to divorce what is taught in the classroom from what is going
on in the outside world, principally in the world of the student
himself.

"Student concern centers essentially on two areas: concern for
regulations affecting our personal lives and for matters of course
content, and curriculum."

The following statements were made at the State Superintendent's
annual fall conference in Madison, Wisconsin. John Chadwell, Assistant
to the Director of Personnel Relations, Owens—Illinois Corporation,
said, It is imperative that there be curriculum changes, teacher
attitude changes toward the expectations of their pupils, drastic
changes in teacher training programs, upgrading of black schools, and
an exploration of every avenue to achieve a United Community approach
to the solution of the urban problems."

Recently, Dr. Ernmest 0. Melby said, "Rather slowly but surely, even
we educators have been forced to reach the conclusion that our present
educational system is a stark failure with the poor, with the inner
city, and with the black people and other minority groups. An even
darker cloud is on the horizon, and that is the growing realization
that in a large measure the whole system is obsolete."

What curriculum inncvations should we make? How do we meet the
needs of this generation? What should the content of the new curriculum
be? Where do we go from here?
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CURRICULUM INNOVATION

Dwight Teel
Deputy Superintendent
Milwaukes Public Schools

My presentation is from the viewpoint cf one who works in a public
school system, more particularly a large urban schoel system. Many of
the educationally disadvantaged pupils about whom I will be speaking
will never be in college, of course, but some of them will and more
could be. But while I will be speaking from the perspective of a school
system, the principles are the same, it seems to me, as those which
apply at the college level.

Curriculum innovation geared to increasing the potential of the
educationally disadvantaged should be derived from the best possible
identification of needs. With respect to the needs of the disadvan-
taged as a population group, a list could range widely frem adequate
housing to better health facilities to rreedom from segregation. The
list would be extensive. Not the least among such a list would be
better communication skills, an improved self-image, and increased
motivation.

We know that, as a population group, deprived children enter school

‘without adequate facility in standard English, without knowing rudimen-

tary time and quantity symbols, and without basic skills and knowledges
that the prevailing dominant culture values. At the moment a deprived
child enters schoocl, he is already "behind" others his age. 1If he is
to catch up, the child must achieve at a faster than nermal ra

his subcuiture has not prepared him to do so, and, in fact, has left
him unable to progress at even a normal rate cf expectancy. As the
student grows older, this discrepancy between his achievement and the
achievement of those coming from the prevailing dominant culture grows
even greater.

-~ ) M
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The result, generally speaking, is that the disadvantaged child
acquires a feeling that the curriculum is operating against him. Al-
though such a student seems unable to verbalize his feelings to school
personnel, he makes them known through negative reactions to the
curriculum. He seems unable to be motivated by those things which
don't relate to his immediate needs. It is not surprising that the
child becomes apathetic or rebellious.
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what I have just sald is well known to those who work with the
educationally disadvantaged. It characterizes the population group.
Unfortunately, it is on such group characteristics that many curriculum
innovations are planned. If curriculum innovations are to meet the
challenge, the identification of needs must be much more particularized
and comprehensive--particularly in terms of specific students and
specific needs, comprehensive in terms of the total person and the
interdependent aspects of his learning and development.

One school system has attempted to do a better job of identifying
needs through combining results of city-wide test data and utilizing
a locally developed personal characteristics inventory.

The Personal Characteristics Inventory. developed by our staff,
contains six major categories which, in turn, contain 13 subcategories.
Each subcategory has a number of specific behaviors or difficulties
enumerated. The categories range from learning skills through moti-
vation, experiential background, social skills, physical health, voca-
tional direction, and school attendance.

The Personal Characteristics Inventory was used as an instrument
in making a student needs survey in which teachers ranked the three
greatest needs of individual students. The survey was accomplished by
means of data processing cards on which a list of needs was given.
Teachers selected only the three greatest needs at this point. The
survey results were compiled and analyzed school by school, age level
by age level.

The results of the survey were useful at both the school system
ievel and at the individual school level. Let me share with you sofie
findings which became quite significant for program planning:

1. In grades K-8, there are over 3,000 stucents whose greatest
need is reading improvement. Well over 2,000 need the most
improvement in oral expression. It is estimated that more than
1,000 students need improvement in self-concept, work and
study habits, motivation to achieve, or emotional stability.

2. 1In grades 7-9, reading improvement is again the greatest need.
There appear to be some 2,000 students who need help in this
area. Over 1,000 students need improvement in self-concept,
motivation to achieve, attendance, and oral expression. Work
and study habits continue to be major areas for improvement.

s M e e i A S i

A 3. In the high schools (grades 9-12), attendance is the most

; pressing need of over 2,000 students. Over 2,000 still have
reading improvement as the most basic need at this level also.
Other areas which figure high in terms of improvement needed
are work and study habits, oral expression, self-concept, and
motivation to achieve.
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By charting the results of the survey, the extent of certain needs
and the age levels at which new needs are manifested becomes easily
interpreted.

At the school system level, the survey findings were quite helpful,
particularly in setting priorities for utilizing the resources of avail-
able money and for deploying personnel. There is a shortage of both
money and qualified staff, and priorities must be decided upon in both
areas. A careful analysis of identified needs is helpful in determining
systemwide priorities.

At the individual level, the survey results are helpful as a
beginning, but individual school planning has to deal with detailed
needs of individual pupils. Each school is called upon to tailor its
program to the identified needs of its pupils, to call upon diagnostic
and special treatment services as needed, and to monitor the progress of
individual pupils. Each school, of course, participates in setting
systemwide priorities and in school system assessment efforts. A major
concern at the individual school level, however, is to know the indivi-
dual and to program for him within available resources to serve all his
needs and to monitor his progress and replan as necessary.

To conclude this section of my presentation, the use of test data
and the Personal Characteristics Inventory provides one valuable source
of information for determining needs as a basis for curriculum planning.

It seems important that colleges know what is being done at the
precollegiate level if they are to do most meaningful planning. We,
school system and college personnel, should explore ways in which
colleges can tie-in to data available in school systems and information
as to what has been done for students through the twelfth grade.

Having emphasized the importance of identifying needs as a basis
for program planning and having suggested--although somewhat super-
ficially--something of a means of identifying needs, let me turn to
some of the bases for curriculum planning as I see them.

There is another valuable source of data useful in program
planning--feedback and suggestions from students themselves. We are
just beginning to learn how to utilize this means at the high school
level. University students, I am sure, can offer many meaningful
suggestions. In fact, I know of one university project in which many
of the provisions are those suggested by students who had previously
dropped out of the program.




Work with parents seems vitally important as one facet of any
program. In fact, we might accomplish the most if we could work with
parents from the time their children are infants. A program in Peru,
South America, for example, was built upon educational work done Wwith
Indian mothers of infants, getting the mothers to provide verbal
stimulation to the infants. The results in the development of the
children bear study by educators and community planners. Parent in-
volvement in programs for school-age pupils appears equally necessary
if optimal results are to be achieved. In teacher education programs,
parents can make a significant contribution. At the college level,
one program about which I know will require that the students live on
campus during the first year. A basic concern is to get the students
out of their homes for a period of time to enable the university to
attempt to develop some behavioral changes. What does this say about
the need for the universities to be concerned about the home and
neighborhood environment of college students?

Moving to another point, having the right teachers to work with the
disadvantaged is really a key matter--teachers who understand the stu-
dent and his characteristics; teachers who are expert in curriculum
adaptation and approaches; teachers who relate well to people. Reference
has been made to the cognitive deficiency of the disadvantaged; we could
also refer to the cognitive style of the disadvantaged as we consider
the need for selecting teachers for the job they are to do.

Since it is virtually impossible to achieve results fast enough in
improving the quality of teaching on an institutionwide basis in order
to have any guarantee of success with the disadvantaged on the part of
many teachers, and since it is so difficult, if indeed possible at all,
to adjust schedules and regulations on an institutionwide basis, one of
the promising approaches for learning better how to work with the dis-
advantaged seems to be the development of the satellite school. If, for
example, a group of students is removed from the "establishment" and
placed in a school separated from the regular school, several conditions
can obtain which promise better chances for success.

1. The teaching staff can be selected and can work relatively
independently of the regular program. They work together,
plan together, decide on changes needed, team as they decide,
etc, They can utilize areas of student ability and success
and build students up in other areas before placing them in
regular courses. The quality of teaching is assured, wherein
it cannot be if total school or school system faculties are
involved.
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2. Schedules and programs can be freed from institutional patterns.
There is better opportunity for treating total people. Multi-
faceted programs can be worked out as needed to deal with the
multiple needs of students. Somecimes a program fails, not
because it isn't good as far as it goes, but because of the
absence of needed ccmplementary aspects of the program to give
a wholeness of program which would treat all the crucial needs
of the learner. Progress by the learner in some aspects of his
development often depend on the status or progress in other
dimensions of his total being.

3. Individual student follow-up, guidance, and programming are
facilitated. '

4. Community agencies can be involved more adequately because the
satellite school is less complex—-the relationship and involve~
ment can be managed. Such school-community joint efforts as
work-experience for the students can be handled more intensively.

Such a satellite school approximates in certain ways the small
private school. On a larger scale, the concept leads to a subsystem
arrangement., But the long-range pay-off, and this is a real justifica-
tion for a satellite or subsystem approach, is that what is learned and
demonstrated can be fed back into the whole institution to raise the
level of effectiveness of the total institution.

In one school system, this approach is being used in some programs
already and is being proposed in another. It is recommended at the
collegiate level by at least one university professor, in whom I have
much confidence; because the professor sees no way of improving the
quality of teaching as it needs to be on an institutionwide basis by
attacking the matter directly on a broad front.

Another approach is the summer program where regular academic year
circumstances do not limit opportunities. Here, if integration of
lower class with middle or upper class is a need or if racial integration
is a need, students can be brought together for an integrated environ-
ment, Among other things, it should help prepare them for the social
living and class work that face them during the regular year, and, for
high school students, when they get into college. Summer programs will
offer one of our easier opportunities to move ahead on a broken front.

In summary, I have spoken to the following concerns with respect to
curriculum innovations:

1. Making a determination of needs in more depth than on the basis
of group characteristics. Precision of diagnosis and prescrip-
tion teaching are required to educate the disadvantaged.




Having colleges recognize what is done at precollege level and
tieing-in to what is done with and knows about pupils in the
school system through the twelfth grade.

Having programs which serve total persons and closely moanitor-
ing the person's development as he is involved in the programs.

Recognizing the vital role of parents and the out-of-school
environment of students.

Giving needed attention to teacher selection, teacher education,
and institutional structure. Sometimes this means the estab-
lishment of a subunit such as the satellite schonl which is
manageable in terms of the teaching effectiveness and institu-
tional structure. It can provide one means, through feecding
its results back into the institution, of raising the
effectiveness of the whole institution.




CURRICULUM INNOVATION

James R. Bowditch
Associate Professor of English
Ripon College

: Usually the ciallenge posed by the admission of "disadvantaged"
){‘ students to liberal arts colleges is defined this way: 'How can we

E prepare them to survive the system until they graduate? What kind of
v special programs, special courses, or special treatment should we
provide?" This is a practical objective~--graduation--and special
L programs of some kind seem called for, since as we all know only a small
{;, percentage of those admitted in the past have survived.

" g Yet I submit that this objective and this response are not only
very limited but ultimately self-defeating. As long as we see these
students and their '"problem" as special and their graduation as our

-3 primary goal, we leave unchallenged the very institutional attitudes

- 3 and practices which have for so long contributed to these students'
failure. I take very seriously the idea that many so~called drop-outs
are in fact push-outs.

I also take seriousliy the idea that graduation is not synonymous
with a liberal education. Education is not just training for a pro-
fession; it is not a possession, a thing one gets and keeps, but a
process which by its very nature does not or ought not, end. An

o education trains a man to respect and exercise his mind, and to respect
oy the exercise of other minds; it encourages a creative awareness of his
" 4 own and other cultures, past and present. It liberates, for a man cut

5: off by ignorance from the best and worst that man has thought and done,
; is trapped.

So the real challenge is not to get the 'disadvantaged" student a
B.A., negotiable and suitable for framing, but to allow him to get an
educaticn, to free him.

However, many of these and other students are trapped, not liber-
ated, by much of the curricular structure--by the courses and by the
academic mind set they encounter in college. Since it is hard to
function well in a2 trap, many don't; they either fail or do what an
intelligent person would do, run.

One trap is the system itself, a system which essentially requires
the student to do all or most of the adjusting. He must adjust to a
set speed--he is given four years to graduate, two years to choose a
3 major; he has one day to read a chapter, three days to write a paper,
: one hour to finish the examination. He must adjust to a fixed
- schedule~-so many courses a given semester; read a prescribed list of
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books, write a set number of papers, and take the same examinations on
the same days as everyone in the class. He must schedule his academic
problems to coincide with his professor's office hours. He must con-
tinue to allow himself to be labazled into one of five categories--A, B,
C, D, F--categories which few of his professors can honestly define or
defend, He must adjust to the idea that all tor often examinations are
designed to label him rather than teach him.

3 In my gloomier moments I get the haunting feeling that we are
3 programming robots instead cf educating persons.

The second trar is the irrelevance and imbalance of much of the

* curriculum. Recent student protests, the rise of "free universities"
: on campuses across the country, and increased faculty interest in
Y innovation indicate a widespread dissatisfaction with much of the

current curriculum. The dissatisfaction is intensifiad in the "disad-
vantaged" student. He, more easily than his white middle class counter-
part, is turned off and pushed out by courses which have little comnnec-
; tion with what he is and what he knows, for he often does not have the

’ same faith (thank heaven!) in the infallibility of the curriculum
designer who, like God "in his wisdom created the fly, and then forgot
to tell us why." The student is far more likely to encountexr, in the
class room, Jonatuan Swift than Dick Gregory, Athens than Spanish Harlem,
the Protestant Reformation than the electronic revolution. He may well
be required to study tha U.S. Senate or the cultures of affluence; he

4 rarely gets a chance to study the tribal council or the cultures of

3 poverty. He will concentrate on things which have happened in the past
4 rather than on things happening.

I am not surprised to discover that many of these students feel
that when they enter the college's ivy coverzd (or snow clogged) gate,
they must leave their "bag" outside and with it a good part of them—
selves. They look in the academic mirror and see very little or nothing
of themselves reflected there,

The third trap is perhaps the subtlest and most deeply entrenched
of all--the mind set which establishes narrow and at times narrowly
complacent limits on what is academically respectablie and what is not.
If I may be allowed the license to exaggerate a bit, let me set the
trap. The college curriculum is respectable if it meets the standard
Lt. Scheisskopf in Heller's Catch-22 used to evaluate his parades; if
a sufficient number of marchers faint and fall out, the enterprise is
a success. A course is respectable if it has been in the catalog long
enough or if it allows the professor to draw on the research he did for
his Ph.D. thesis, and if the amount of work required is sufficiently
massive to insure no time for the student to think. Remedial courses
(that is, courses no one wants to teach) are clearly not respectable;
if they must be tolerated at all, they must obviously be noncredit.
Courses in what is happening now or in the cultures of the 'deprived"
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(l1ike Africans or the American Indians) are suspect and are to be

admitted to the curriculum only if there is room. A student is respect-~
able academically if he is good at cramming, is proficient at test taking,
and can respond, like Pavlov's dog, on command.

The liberation cf these students from these traps is both simple and
difficult, for it amounts to humanizing the system by reminding our-
selves that the system is there for the student, not the student for tha
system. An inability or reluctance to conform to the established pattern
does not automatically indicate intellectual incompetence.

If we can demechanize our curricular structures so that they are
flexible enough to allow for individual differences in spsed, tempera-
ment, interests, and background without feeling that this is necessary
only for "special" students and without feeling that in the process we
must necessarily compromise academic standards, then perhaps we can be
more successful liberators.




CURRICULUM INNOVATION

Russell C. Mosely
Coordinator of Curriculum, Development, and Implementation
State Department of Public Instruction

As important as individualized instruction, creative staff deploy-
ment, modular scheduling, use of new technical media, etc., are to in-
novative practices, this presentation will not treat primariiy with
them. After all these are means rat..er than beginnings and ends; both
the promptings and what the program helps students accomplish are of
greater consequence than what the program possesses.

First I would like to identify several growing convictions which
seem to be coming into their own as new programs grow in depth:

1. Human abilities may have their own best time; if that time is
missed, much, but not all, is lost. This reemphasizes the
value of the developmental as contrasted with the remedial
approach.

2. Attempts to identify talent, to predict success, and tc assess
intelligence have been too narrow in both concept and practice.
Witness the school failure who achieves ''success" after leaving
a formal program, or consider the absurd phenomenon of the over-
achiever.

3. The school may be preventing significant change in children
because society m~y be deliberately or inadvertentlv requiring
such intervention.

4, There is a danger in naively assuming that in the school alone
lies the answer to every social issue or threat.

5. While the educational system cannot, per se, assure us of wise
men and women, it can enhance each child's understanding of
his experiences, of self, and prompt him to refiect upon all of
this in such a way as to make him wiser than he would otherwise
be. Thus, the primary object of liberalizing education for all
may not be to make each young person, for example, into a
scientist, or a technician, or a minister, but rather it is to
help him encounter and reflect upon what everyone ought to
know about science, engineering, or theology.

6. The idea-centered, interdisciplinary, inquiry approach to
teaching aond learning holds great promise for the so-called
reluctant learner, as well as the gifted. It is well to
ponder the New England maxim, "He who cuts his own wood is
warmed twice."
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7. The right~answer, single~-text, and pass—failure syndrcme inust
be both relentlessly and objectively challenged.

8. Current knowledge and successful practice point to some prin-
ciples of learning which merit concerted application and
continuing evaluaticn. Among these are such positions as:

a. Learning is governed by the readiness of the learner.
b. Intept to learn is necessary for erfective learning.

c. A person believes according to how he perceives a
situation.

d. Learning goals must be clearly in mind and accepted by the
lesrner if adequate learning is to take place.

e. Learning is retained and grows in usefulness if early
application to new situations is encouraged; this is par-
ticularly true in problematic situations where alternative
solutions are identified, a choice is made, and conse-
querces are felt.

f. Learning varies with the individual; it is highly
personalized.

As an example of the compelling nature of these corsiderations,
allow me to enlarge upon just one, "a person believes rding to how
he perceives." To acquire a better sense of a student's tehavior, the
teacher must perceive the learner's sensing of the world about him. For
example, the strength of the individual depends upon the strength of
the ego ideal relationships with others, especially parents. Adult or
parental teachings of a middle class home are much different from those
taught in a culturally deprived home.

The following show how the attitudes of those coming from different
backgrounds may differ:

Teacher with Middle Class Parent Pupil with Lower Class Parent

1. Connections are important. 1. 1It's just luck.

2. Be competitive; work hard. 2. No use; don't try.

3. There is no easy way. 3. It's a racket.

4, Take a chance. 4. Don't try; you'll get -
stuck.

5. Do something challenging. 5. Work just to get by.

6. Have a purpose. 6. There are no aims or goals

to achieve or to strive
for.
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A positive superego is more easily developed in the environment of
a middle class family., When love is present, the middle class child is
disciplined for the wrong he has done. The child learns inner control;
he gains a knowledge of guilt; and he develops a rational authority.
This leads to confidence and to a strong self-identification. The dis-
ciplining cf the middle class child is psychologically subtle with
tangible rewards. 'An interpersonal relationship is preseant in this kind
of environment,

In a lower class family, there may be lack of concern for the child.
The child is disciplined by external control. This leads to irrational
authority. Violence in handling, as well as the lack of attention,
produce a low value of one's seif. Language is restricted. The people
of the lower class are disorganized, are impulse ridden, and they live
most of their lives in an environment of failure. This produces a
negative superego.

With the differences in these backgrounds in mind, the teacher is
better equipped to handle the individual's needs. This is a conviction
that has characterized our successful classroom practices relative to
the culturally diverse.#*

In summary at this point, I would like to suggest that in some
small wiy or in some relatively major thrust, successful new programs
for boch those with and without so-called cultural disadvantage seem to
be marked by a concern for what I would like to term the maturing

individual. They are coming through to me with the following declara-
tion:

THE INDZVIDUAL AND SELF

When the question of self-concept arises, substantial agreement
seems to point toward the development of a mature individual who is
moving toward coming to terms with himself. He has been encouraged to
ask himself, "Who am I?" He has been assisted in looking both at his
talents and his weaknesses. When his potentialities have been iden-
tified, they shape up as what he is~-not as what he would prefer himself
to be. Thus, realistic aspirations are established to spur his continu-
ing growth. But this is never entirely related to self. Self-acceptance
is vital to one's relationships with others. Only through positive self-
concepts can one react positively to others--can one see integrity and
worth in others. 1In fact, it may be one of the surest routes away from
prejudice because it provides the necessary perspective to deal with
differences in interests, beliefs, norms, and customs.

*This illustration was taken from Handbook on Teaching the Culturally
Disadvantaged, by the Education 313W Workshop, Wisconsin State Uni-
versity - Eau Claire, June, 1968,
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The effective individual needs a consistent value system. However,
consistent must not be thought of as synonomous with inflexible. Rather,
the mature person constantly attempts to analyze and respect the values
of others in order to reflect upon his own position, modifying it when
reflection upon the convictions of others and review of one’s philoso-
phical foundations prompt such action. He also has the courage of these
convictions and holds his parsonal integrity as most dear, fully realiz-
ing the significance of his values as a unifying force in a purposeful
life. Thus, the essential habit of concinual reevaluation of those
things cierished becomes operative. In other words, the maturing indi-
vidual grows in his appreciation that there is value in valuing.

The maturing individual has also ccme to realize that seif~-fulfill-~
ment should be a continuous, never—ending goal. Such a conviction
contributes to his sense of personal worth and security as he meets
adversity and renewed effort is demanded. .

THE INDIVIDUAL AND OTHERS

The sensitive individual is imbued with the conviction that there
is inherent dignity in all individuals. He possesses a capacity for
empathy and, thus, respects the needs and potentialities of others.
Thus, he is able to work cooperatively with others but is not demoralized
if support is not always forthcoming. In the final analysis he is un-
swerving in his defense of the rights of others to think creatively and
act independently for the common good.,

This concerned individual readily admits his responsibility for
the welfare of others and he acts as prompted by this sense of involve-
ment. He is sensitive to the social consequences of his and others'
actions and failures to act. Life is fullest for him when he works
with others to improve the "good life" for all.

THE INDIVIDUAL AND CEANGE

The complete individual is challenged rather than discouraged by
the doubts and tension of a rapidly changing world. He is convinced
that adaptability and creativity both may be and must be, cultivated in
all. While he realizes that change is necessary and inevitable, he also
is most willing to assume his share of the responsibility for shaping
changes.

The inquiring individual has a deep compulsion to explore and to
broaden his perspectives. He strives to determine why things are what
they are and why people behave as they do. He is particularly sensitive
to all aspects of life about him--its problems and defects as well as
aesthetic and spiritual qualities. He is completely dedicated to per-
fecting his ability to deal with ideas regardless of their apparent
revolutionary or subversive nature.
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The thinking individual faces problems systematically; he can
identify, define, and clarify problematic situations. He isolates
significant factors, develops hypotheses, searches out and organizes
pertinent evidence, and weighs it carefully before reaching a tentative
conclusion. He is never satisfied with the trite or the obvious, rather
he seeks new interpretations while taking into account the role of
assumptions, feelings, and values in problem solving, Truth is regarded
as tentative and experimental rather than absoclute. But despite his full
realization as to the wisdom of suspended judgment, he is willing to act
upon the best solution, then apparent, and accept the consequences.

The maturing individual in the final analysis actively seeks a
productive, meaningful place in society. This means that he uses his

talents not only to lead a full personal life but also to help in the
identification of the "good life" for all.

It would seem to me that these ave most worthy corsiderations for
continuing behavioral changes in eurriculum planners, teachers and
parents, as well as in our youthful charges.

Now let me cite some of the successes and some of the promising
proposals in dealing with the disadvantaged. I believe these examples
will tend to support in some degree what many of you will term my lofty
convictions. First, I would like to quote from Two Years of Title I,
Wisconsin Department of Public Instruction, 1968.

1. Extended reading services and individualized instruction:
a. '"Reading Mothers" for four-year-olds.

b. Older underachievers tutored younger chil. en both to help
younger child and improve self-concept of older.

2. Restructuring program to correspond to need felt by students:

a. Rented downtown office space for work-study programs for
potential dropouts.

b. Revised Engiish offerings to assure relevancy for terminal
high school students.

C. Paired one-to-one junior high students resigned to failure
and branded incorrigible with concerned college students.,

d. Extended social studies to identify loecal problems, gather
data, analyze situation, organize ideas, determine alter-
nitives, and test proposed solutions.

e. Committed parents of disadvantaged to parallel learning
experiences while encouraging them to voice opinions as to
needs.
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f. Transposed students from passive to active participation
by allowing personal choice and depth studies in a "living"
biology program.

Other proposals and programs which have elicited both interest and
exception have been: (1) experiments with token reinforcement in re-
medial classrooms; (2) behavior theory models for follow-through pro-
grams; (3) carefully structured introduction of movement on the part of
young learner from concrete to abstract as prompted by Piaget psychol-
ogy. In conclusion, I would like to mention some more or less "massive"
proposals for creative work with the alienated learner:

1.

The Senesh Washington, D.C., Project which purports to "orches-
trate" political science, sociology, economics, and anthropolegy
in a K-12 organic approach which emphasizes the analytical.

A comprehensive effort on the part of education-industry-busi-
ness—-community, to involve the alienated secondary student in a
program which integrates a paid work-study program characterized
by elective subjects, educationally significant work, and depth
guidance in a nontraditional classroom setting.

A proposed organic secondary school curriculum which includes
personal development and social awareness along with attain-
ments needed for entry into a variety of post-high school
activities. It is to be self-paced with possibilities of
success without sacrificing relatively rigorous levels and
content, and it is to feature a conscious blending of the so-
called academic and vocational thrusts. It is learner-oriented
rather than process or subject-centered.

The Community Apprentice Program at Howard University took high
school dropouts living in the most economically disadvantaged
conditions and created possible jobs for them in research, child
care, and recreation. Carefully structured learning tasks were
devised appropriate to job needs. Tolerably deviant behavior,
policy-making involvement, curriculum relevancy, immediate
delayed gratification scale, and career implications were
features of the program. (Success has been astounding.)

The "Commitment" series was established by the Department of
Public Instruction to involve a "mix" of representative pro-
fessionals and laymen in the consideration of the treatment of
minorities in courses of study, locally developed materials,
and published instructional materials, as well as--the con-
comitant—-exclusion from the curriculum. In addition, styles
of teaching and counseling which may aid or hamper wholesome

child growth are primary concerns of this ongoing series of
workshops.




CURRICULUM INNOVATION

Wilson B. Thiede
Professor ot Curriculum and Instruction
University of Wisconsin, Madison Campus

The Problem of Goals

The Kerner report states, “This divergence of goals (bestweeu the
dominant class and ghetto youth) makes schools irrelevant for the youth
of the slum. It removes knowledge as a tool for groups who are deviant
to the ethics of the dominant society. It tends to destroy the sense
of self-worth of minority background children. It breeds apatby, power-
lessness, and low self-esteem. The majority of ghetto youth would prefer
to forego the acquisition of knowledge if it is at that cost. Cne can~
not understand the alienation of mcdern ghetto youth except in the
context of this conflict of goals.”

This fact creates most difficult problems for the teacher trying
to develop meaningful curricula and appropriate learning experiences for
the disadvantaged. The great majority of American youth are middle
class, since ours is essentially a middle class society, and for this
group our schools have been effective; but middle class teachers, with
middle class goals and middle class learning experiences, cannot reach
the disadvantaged child or adult.

The Problem of Relevance

Students in the universities, colleges, and high schools are asking
us today, ''Where are courses in Race Relations, Family Relations, Drug
Abuse, Sex Education, International Morality and other areas which deal
with problems which confront us and the rest of society?" The schools
in general have been satisfied to leave instruction in these areas to
home, church, or experience, primarily because society preferred them to
avoid "controversial' topics, and students were 1ot pressing this
demand because they were accustomed to having to defer gratification
of their current needs.

The Problem of Knowledge

To deal with meaningful goals and the problem of relevance requires
two kinds of knowledge:

First, it is necessary to understand these individuals--their
interests and experiences—-in short, what kinds of persons they are.
1f understanding individual differences ever had significance for
schools, it is with these persons. When the middle class teacher looks
at the middle class child, he can and does make assumptions--assumptions
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about all kinds of things from what the child had for breakfast to what
he does for play. Most of the time the assumptions will not be too
divergent from the facts. But when he looks at the disadvantaged child,
almost all assumptions based on middle class experience will be wrong.

The second kind of knowledge relates to our ability to present
solutions to society's ills. Unfortunately, we do not know as much as
we should. If a new brown spot hits the potatoc crop, you cen bet that
within weeks it will be under study with some solution likely in months
or a few years. The human person is somewhat more complex than the
potato but in addition we have not in the past been, and are still not
now, putting the resources necessary into Studying and solving human
problems.

But there is one other aspect of knowledge that relates to the
timidity of the educational institution. Only very recently, spurred
unfortunately by demands from students and occasionally by parents,
have the schools begun to focus what we do know on the tough, trouble-
laden problems of the scciety.

This brief summary has not dealt, except by inference, with
possible solutions to the problem. Perhaps the discussion can focus on
these.

N




CURRICULUM INNOVATION

P, L. Kellenberger
Dean of General Education
Milwaukee Technical College

Curricular innovations develop more freely, and are tailored more
precisely to the needs being served, when several underlying conditions
exist, There are three of particular significance.

gt

1. Essential to really serving the culturally diverse is a com—
mitment of the entire institution, This means especially the
top adwministration~-chancellors, presidents, directors, and
their boards. Without such a favorable climate, so developed,
the dedicated few now working so valiantly in this field will
remain small enclaves in a much larger unknowing, unthinking,
and uncaring educational community. That the importance cf
this task may receive wider acceptance, every device must be :
used to make it more prestigious. To this end, the whole- |
hearted and aggressive support of top administration is
essential.

Enlightened educational leadership and political leadership is
already resulting in increasing amounts of money dedicated to
the purpose of increasing human potential through educational /
change. Such commitment of money provides a prestigious ¥
quality of its own. -

2., A second innovation might be the active encouragement of edu- A
cational change through consciously charging a high level E
administrator witn the task of fostering such change, en- 4
couraging such change, and aiding the process of such change. ‘
This is essential, if the normal institutional roadblocks to E
change are to be breached. The stabilizing, but inhibitory, :
bonds of normal bureaucracy must be broken if we are to fully
foster the freedom to innovate. Such unfettering will be but
halting and sporadic unless the e¢ncouragement of change is
planned and pushed to overcome the static resistance of meager
minds and time-entrenched procedures.

3. A third innovation, if I may call so simple an idea an "inno-
vation," is the need to harness the multiple resources for

research to our massive nzed to know:

-- how adults best learn; how the culturzlly diverse can best
learn.

-- how best to enunoble individuals through the processes of

education.
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-- how best to meet varying individual's needs for learning.

-- how best to separate that which is truly relevant to today
and tomorrow from that which is perhaps merely "nice to
know."

—~- how to measure some of those intangible qualities of the
human spirit whose development is at orce one of the finest
fruits of true education - yet one of the hardest to quantify.

Just as research on cancer yielded but bits and pieces until a more
coordinated plan was produced, so might a Coordinating Committee on
Educational Research mount a more effective use of the research monies
available and of the magnificent multiple resources of our fine uni-
versities, Then might our knowledge learned become more commensurate
with our need to know.

SUMMARY

The deliberate development of all the paraphernalia of prestige,
the active encouragement of appropriate educational change, and the
coordinated development of research and its planned usage will crcate
that climate, that educational ecology, in which will flourish those
educational changes which will best increase the unique human potential
of each of us.

In such a climate, innovations will flow naturally, evolving from
the needs of those we serve and our own amalgam of the resources, the
equipment, and the technology we make available tc meet these human
needs.

ADDENDUM
Following is a simple cataloguing of some "curriculum ipnovations"
to serve some of the needs of vocational-~technical-adult a@ducation.
Most are not truly new; rather, the "innovation" is likely to derive
from the extent and intensity of their usage.
1. "Open-lab" type learning facilities
—- to make completely flexible time scheduling possible.

-~ to make individualized instruction possible.

2. Reading workshops with a wide variety of programmed materials
(both hardware and software) for individualized instruction.

3. Language workshops similarly equipped, staffed by a professional
and a technician, and designed to be supplemented by para-
professionals.
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ll.

12.

13.

14.

15’

16.
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Excensive planned use of community resources for direct learning
experiences.

Deliberate use of visual communication methods and devices to
the maximum extent possible.

Active involvement of the learner himself as an aid to deter-
mining his goals and how best to achieve them.

Constant availability of someone to turn to for help---coun-
selors, teachers, paraprofessionals, and aides.

Use of tests primarily for learning reenforcement.

Location of learning centers as close to the individuals or
groups being served as possible.

Facilities planned for high degree of informality and minimum
"institutionalization.,"

Deliberate bypassing of normal preentry hurdles.

Granting credit on basis of achievement, rather than minimum
achievement plus "time served."

Provision for retroactive credit.

Allocation of a much larger share of the educational dollar for
outreach, finding and recruiting, personal counseling, instant
follow-up on absence or illness, placement, and follow-up after
placement.

Provision of a wide range of financial aids.

Provision for a "showcase' for the cultural differences in
order to enhance them.




CURRICULUM INNOVATION

Mandrake Conner
Student
University of Wisconsin, Madison Campus

The first thing that should be emphasized is that curriculum in-
novation must go hand in hand with curriculum motivation. The main
purpose of this is that, if one is attempting to communicate with the

‘lower class or educationally deprived, he must first be able to talk

like or understand the perscn. Ir othex words, the communicator must
have something in common with tile subject because, somewhere along the
line, some important factor will be missed. This factor of great
importance might be overlooked because the communicator is unaware of
the values of this subject. As a middle class white attempting to
relate to an Indian, this misunderstanding is more than possible.

This is where the white coummunity has failed to communicate
effectively with the minority community. Sure, blacks, Indians, Puerto
Ricans, and other minority groups are familiar with white values. How
can we help but be familiar; we see them on the TV screen, in the news-
papers and magazines, and even on billboards. However, the recent
emergence of racial pride has developed due to the painful process of
equal integration into white America's social stream., No longer are
minority groups going to stand at the doorstep as humble servants
accepting handouts while waiting to be accepted into the social scene.
The time of pleading has passed for minority groups; therefore, white
society must now be willing to accept the fact that minority groups do
have values and it must begin to recognize these values.

If you, as white America, are unwilling to acknowledge this fact,
then there would be very little reason to think about changes in curric-
ulum for the educationally deprived. The educationally deprived will be
comprised more or less of minority grocups. In order for these changes
to be effective, they must involve the minority groups in some way.

This will mean placing blacks and Indians into the relevant and proper
roles they played in shaping this country. Even beyond this, changes
mean showing the educationally deprived how an education can reinforce
any of their ideologies--whether these ideologies be planting trees,
playing billiards, partying, or robbing a bank. The important part of
mzking curriculum innovation effective is motivation, and there are no
rules as to how one can motivate a student.

Remember, in this policy change, ycu are not out to appease white
America or interject your own feelings; instead, you are trying to re-
late to and motivate the educationally deprived. If you remember this
one quality, you will be more than half way to your goal.
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CURRICULUM INNOVATION

Robert G. Trauba
Dean, School of Education
Wisconsin State University - Superior

The preparation of teachers to meet the needs of disadvantaged
children and youth requires several radical departures from the
traditional teacher education curriculum now in vogue. Such a program
should be based on developing areas of understanding and competency in
the special problems of the disadvantaged child rather than the arti-
ficial concept of fixed courses and knowiedge typical of present curri-
cula in teacher education.

A program of this nature needs to be preceded by a recruitment and
screening process to select candidates with certain characteristics
that would seem to indicate success in this area of preparation. Typical
traits for such trainees would include the following:

1. High interest in children.

2. High interest in problems of the disadvantaged.
3. Warm, outgoing personality.

4. Good emotional control.

5. Experience in working with children.

6. Adaptivity and accommodativeness.

Classroom experiences need to be complemented by field experiences
in disadvantaged environments. Such a program, with varied contacts
with children, should include both school situations and out-of-school
situations. These programs should start early in the program, probably
at the freshman level, and develop in depth and intensity through the
student teaching experience. These experiences should provide con-
tinuous and successful contacts with disadvantaged children and in dis-
advantaged environments. The culmination of such euperience should be
at least one full semester of student teaching in the disadvantaged
school situation; "internship" student teaching experience needs to be
provided in areas with high concentrations of disadvantagement. (It
may be necessary for students from Superior, Eau Claire, Stevens Point,
etc. *o work in places like Chicago, Watts, Detroit, Milwaukee, etc.)
Out-of-classroom experiences should include wolk with the various
community agencies dealing with problems of disadvantaged children-—
agencies such as public health, law enforcement, social work, adult
education, etc.
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Curriculum areas to be emphasized include interdisciplinary work

in sociology, psychology, work with community agencies, etc. in order

to have complete exposure to people with background and experience vital
to such work. Iinterdisciplinary seminars and courses should include a
.strong bacnground in sociology of poverty and minority groups, psychology
of learning and learning theory, learning problems of disadvantaged
children, language development and usage, linguistic analysis, and the
teaching of reading.

There is a strong need for special work for administrators as well
as teachers in dealing with programs for the disadvantaged. This should
include knowledge of special learning problems of disadvantaged children,
knowledge of the sociology of poverty, and knowledge and experience in
community work and relationships with the disadvantaged.
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SUMMARY OF WORKSHOP #1--CURRICULUM INNOVATICN

William E. White
Associate Director, Academic Planning
Coordinating Council for Higher Education

Donald E. Bressler
MDTA Supervisor
VTA District #17. Rice Lake

The following statements represent principles or summaries ad-
vanced within the workshop:

1.

Programs must be people (student) oriented.

a. The knowledge to be learned must be related to what
the students need to know.

b. Good teaching is good teaching no matter where it
occurs and a program that is iresponsive to student
needs need not be "special."

c. Understanding and not a certain amount of educavional
exposure is the basic objective of any educational
experience.

An institutional commitment to change is crucial to the
success of innovation.

a. Change to educators is a "God-awful threat."

b. While the hiring of a director for special projects
or special assistant for the disadvantaged may be
important, a firm institutional commitment from the
board, president, chancellor, dean, faculty, and
students is crucial to the success of such new
programs.

Divergent goals between middle class and ghetto or rural
poverty youth make education irrelevant.

Rigid, conservative, departmental organization of knowledge is
not relevant to today's problems.

Innovation must focus on changes in the system (curriculum and
faculty) rather than on getting the student ready.

a, Most so—called "dropouts" are in fact "pushouts."
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Institutional attitude about students and their
"problems' contribute to the students' “failures."

Challenge is not to gét a 'disadvantaged" student a
negotiable degree suitable for framing, but an
education.

Students are trapped, not freed, by the academic
mind set they encounter in which the student, not
the system, is always required to adjust.

Innovation in education will be of assistance to
all groups to be educated regardless of their back=-
ground classification.

Priorities for programs in higher education must be estab-
lished.

ae.

b.

Higher education may already be too late in meeting
needs but we have no choice but to attempt some
recovery of lost ground at this level.

A total and massive educational effort from parents,
to preschool through elementary and secondary, to
post-high school educatiosz is required,

The entire higher educational svstem needs human-
izing.

workshop passed the following resolution:

Be it resolved and recommended to the Wisconsin
Coordinating Counszil for Higher Education:

ae.

That at every level students have a meaningful
decision-making voice on all facets of the
educational process.

That students be encouraged, involved and
given the financial assistance to carry out
programs,
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IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

John B. Ellery
Assistant to President
Wisconsin State University - Stevens Point

I am a product of our military system and, while I am quite aware
that there are those who would demand an apology for what they regard
as a misspent youth, I must confess that I take great pride in my mili-
tary career. One of the reasons for this pride, it seems to me, has
direct bearing on the subject of this conference.

The longer I study the problems of disadvantaged youth in the
community, the more I appreciate and respect the achievement of the
military services. I am not aware of any group, organization, industry,
or other body, in or out of government, that has dealt with the problem
on a larger scale or with greater success. Believe me, I am thoroughly
familiar with all of the charges and specifications surrounding "the
Officer Caste," "Navy Juniors," and all the military paraphernalia cited
as proof that "rank has its privilege." And, as one who has close per-
sonal knowledge of dungarees and grease traps as well as dress whites
and navigation, I know something that the critics often choose to
forget—-rank has its responsibility. Moreover, I am singularly unim-
pressed by the few serious charges, as ccntrasted with the universal
service practice of griping. As a member of the Retired Officers
Association, and various veterans organizations, I have the distinct
impression that the 26,000,000 ex-G.I.s in the United States, with a
few four-star exceptions, have but one common argument with the service.
I have the same argument--the other guy got promoted and I didn't. But
I digress. The point of the exercise is this: Every ship's company,
Naval Air Station, Army post, or similar unit, is a community in which
a substantial number of individuals of various races, creeds, colors and
social and educational backgrounds live and work together with few
interperscnal conflicts arising from these differences.

The relationship among men in a submarine will illustrate what I
mean. Living together in confined spaces, under the same conditionms,
using the same mess facilities, and the same toilet facilities, they
endure intense and prolonged strain with amazing tolerance for irri-
tating personal characteristics and mannerisms. A dramatic example of
this is the USS Thresher, SSN-593, in which men like Fred Abrams,
Roscoe Cleveland Pennington (a Negro from Forth Worth, Texas), Napoleon
Tomas Garcia (Philippine Islands), and George Bracey (a Negro from
Mississippi) lived and died together--and are mourned together. Surely
we can learn something of value from such a community.
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First, let us see if we can identify significant individual ele-
ments. What can we conclude about the man himself? It seems to me
that:

1. He realizes that the welfare of the individual is essential to
the welfare of the group.

2, He recognizes that a common need demands a common concern.

3. He learns that such a community is capable of producing common
men of uncommon accomplishments.

Second, let us see if we can coordinate the role of the individual,
the community, and the educator, in a common attack on the problem. The
answer is obvious--double envelopment. Double envelopment is a maneuver
executed by three tactical groups--a force which attacks the position
frontly, and two enveloping attack forces which move around the flanks.

The target area is the gap between what people are, and what they
would like to be; between what they have of the educational product and
what they would like to have. These are, in short, '"needs." They
include felt needs, of which the individual is consciously aware, and
toward which he is sufficiently motivated to do something about satis-
fying them; potential needs, which the individual will recognize if they
are effectively pointed out to him; and unfelt needs, in which we think
the individual ought to be interested, but is not. The first two types
can be identified by exploring stress points in the community. (The
last is another problem, and I should like to leave it alone for the
moment.) Such stress points have been referred to as "underprivileged
areas of the mind"--they are points at which people feel the gap be-
tween their present. status and their self-image.

Now, what can be done? What is the action? 1In my opinion, this
is no time to sit at the canter of the whirling sphere of ideas; we
must venture to the outer edge, where the momentum is the greatest and
the collision of ideas most resounding.

As 'Eliju Root once observed, true love of country is not mere blind
partisanship, it is regard for the people of one's country, and all of
them. Many of the problems could be eliminated if it were not for the
inability of some to distinguish between convenience and necessity. Our
task is to increase the sensitivity of every citizen to moral and
spiritual values, to create a sense of responsibility. As I suggested,
in speaking of the service man, there are two jobs to be accomplished:

1. We must convince the community that it is to their advantage
to do something about the disadvantaged.

2. The man who pays the bill, the taxpayer, must know exactly
what he is getting for his money.
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The first is difficult, the second is more difficult. The question
remains, "What, specifically, can be done?' Now, I cannot offer you any
program carved in stone. But I think that I can lay down some useful
guidelines.

In order to bring the educational program, in all of its dimensions,
into a more effective relationship with the community which surrounds
the disadvantaged individual, we should concern ourselves with the
following:

1. A conference should be held in each community with representa-
tives from various groups and organizations, including teen-

agers.

2. A workshop for agencies and individuals should be conductasd
in each community.

1 3. A continuous research program, that will carry out an ongoing
3 assessment of the structure and functioning of the community,
should be initiated.

4, The continuous use of the entire galaxy of mass media to
reinforce and intensify the educational approaches designed
to bring about the fullest possible group reaction and inter-
personal experience on the part of the community is essential.

There is no magic in these suggestions; there isn't even any
jidentifiable measure of originality. Nor is there any originality in
§ my warning that if our attitude is evasive, if our action is indecisive,
§ if our preparation is an orderless assembly of good intentiomns, we will
i lose the fight.

; "What will become of me?" What a cry of anguish that is! And we

§ can change this to a battle cry. But, before a man can change what he

: will become, he must change what he is. I know this, and if I were a

; young, disadvantaged boy standing before you today, I would say to you:
% "Man, you've got me all wrong. I ain't no problem; I'm an opportunity."
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IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

Dorothy W. Davids
Specialist, Center for Community Leadership and Development
University of Wisconsin Extension

While the ratio of Indians to non-Indians in the Wisconsin popu-
lation is one to 280, the ratio of Indian coilege students to college
student population is one to 2,257. These ratios were determined from
the statistics given yesterday: 4,180,000 people in the state and
178,000 college students, and assuming a generous 15,000 Indians in
Wisconsin, including the Menominees.

I think one of the greatest improvements that could be made in the
college environment is to get more Indians on the campus. But it is
difficult for Wisconsin Indians to reach the campus-—--although, we are
told, the Wisconsin Indian Scholarship Program is one of the best in
the nation.

There are several reascns why few Indians reach the college campus:

1. The high school dropout rate. In Wisconsin in 1963 it was over
50 percent. It has improved since that time, due to Upward
Bound programs and Indian community efforts, but the rate is
still high.

2. The lack of a pattern to follow--or push by college-graduated
parents. This is not a criticism. Ratber. it is an under-
standing that many Indian parents have had painful and unsatis-
factory educational experiences.

3. Delayed decisions. Many Indians do not think about going to
college until their senior year-—-and then discover that they
haven't the right courses or an adequate grade point.

4. The feelings of inadequacy which tlie competitive systen
generates-~-the fear of applying for scholarships and not being
"accepted." Indian youth need much encouragement.

5. Lack of success of others. The feelings of inadequacy are
reinforced by the number of students who do not "make it™ in
college.

6. Differences in backgrcund. It is much more difficult for the

dark tribal Indian to get rewards from the dominant group than
it is for the "'shaped-up" urbanized Iadian.
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If the Indian student does risk reaching the campus, at the campus
he may experience:

1. Homesickness. At home he has close family ties.

2. Visibility, and the threat of being treated differently.

3. Lack of funds, in spite of a $900 scholarship. The Indian
a da

youth has many needs that must be met if his college 1life is
to be bearable.

4. The real danger of failure to make ''the grades."
5. The necéssity of asking for help. He is too proud to grovel.

6. Disorientation, alienztion.

I do not see an iastitutional commiiment to the "education" of
Indian students in the state for the sake of the students themselves.
I do not see a commitment at the level of those who grant Indian
scholarships or from the institutions which receive the Indian students.
The institution-oriented may feel an obligation to work with the dis-
advantaged; or they may have a quota that must be filled if they are to
receive federal aids. This response is not to be confused with genuine
3 concern for the disadvantaged or minority groups as real human beings.

w
it

I do see, however, a commitment from individuals on the faculties
of the campus or from a few people in college towns--for example: Ruth
Doyle, Veda Stone, Freda Wright, Jerry Thompson.

They express concern by getting to know the Indian students; by
creating situations in which Indian students can get to know each other;
by opening their homes; by being willing to give or lend a few dollars,
or to search for funds; by providing a ride home for a visit; and by
accepting them as humar beings and enccuraging them to share their pride
in their heritage with each other and with non-Indian students.
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More humiliasting and traumatic is the tendency of paternalistic
institutional people to view the Indian as temporary, and hence, his
"indian-ness" as unimportant. From this mental framework, the insti-
tutional people step out to free the Indian youth from his savagery.
The rewards go to those who become mcst "Uncle Tomahawkish."

. W e b o

Indians are not a threait on the campus; ra%isr, they are a rather
vague group who don't do very well.
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Upward Bound has made a difference in the attitudes of Indians.
But judging from the figures, Upward Bound students have not as yet
reached the college level.
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I would suggest two ways of improving the college and community
environment:

1. Extend the universities to the Indian communities and involve
the people--the adults. Create programs in which adults can
get their High School Equivalency Certificates. Follow this
with home study courses for college credit. Create a pool of

resource people; employ them as assistants in the agencies.

See if their educational experience is reflected in the
guidance they give their children.

2. TFor the Indian youth who do enroll in higher education, create
a "cushion of care" for them; a place where they are accepted,
are understood, and where expectations have a chance to
become realities.

!




IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

Gerald M. Cross
Campus Minister
United Ministry in Higher Education - Milwaukee

One obvicus subject for this workshop is the responsibility of the
university to guarantee every student the right to move freely, without
fear, within the community in which the university is set. I know that
this condition does not exist in every one of our Wisconsin communities
for black students. It is my assumption that, because this is a problem
area, someone on this panel will deal with it.

T see my role to deal with a different kind of an issue. I am an
urban campus minister working in an urban setting. Out.of this context,
I see there being the possibility of several groups or organizations
that exist alongside the university, that have as their primary concern
the same issues the university does, but are not a part of the uni-
versity; our campus ministry is one such organization. My topic is the
relationship such agencies as mine should have to the university as it
deals with or attempts to ignore various problems. In a real sense
we are part of the environment cf the university.

One major problem facing the university today is the basic theme
of this conference; the increasing of human potential. To put this
theme in terms that are a little more clear though more blunt, there
are vast numbers of people within our society who simply are not being
educated in our system of public higher education. I know this is true
for the black youth. I have little reason to doubt that it is true for
the Spanish-speaking and American Indian youth as well. At our uni-
versity in Milwaukee, one study of three entering freshman classes from
three Milwaukee inner city high schools has revealed that the dropout
rate of the students from three inmer city schools is approximately 90
percent.* While all of these students were unot black, it is known that
the majority of the black students at the University of Wisconsin-
Milwaukee come from these schools.

The question that is now before us is "What stance should those of
us within the university environment take to this matter?" We could act
as if we did not know the problem existed--and I am afraid that too many
university criented organizations have aone this, including the church

groups. Or we could openly criticize the university hoping to publicly

*These figures and others to follow are from studies compiled by Miss
Irene Bozak of the Department of Student Counseling in the Division of
Student Affairs at UWM and are used by permission of both she and Dean
David Robinson.
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embarrass it so that it would deal with the problem. But it seems to
me that neither of these are very creative. Three other much more
constructive possibilities are: (1) to help meet the need in question,
(2) to do whatever can be done to move persons of power within the
university in order that the institution will begin to deal with the
problem, and (3) to help interpret to the university what the real
issues are so they can be faced. Let me deal with each of these in
more detail.

First, we should do what we can to help meet the need. All of you
are most certainly aware that there are many, many aspects to the
problem of reducing a high dropout rate, and that any single organiza-
tion could hardly deal with them all. However, in our campus ninistry,
we dec’ded to at least make a start in an effort we have chosen to call
Project Black. Project Black has been an independently funded program
of about 10 students and faculty members, including myself, which hae
provided a tutoring program and academic advising services through the
employment of a black, male adult. This project has also provided a
black student center on campus, and has done what it can to encourage
the development of an active black student organization at UW. Project
Black has been most successful in reducing significantly the number of
students who withdraw from school on their own before a semester's comple-
tion. 1In two and a half semesters, we have lost, by withdrawal, only
two students who have been in the program. This includes approximately
85 students. This must be seen in comparison with the study that was
referred to earlier in which 17 inner city students out of 55 withdrew
on their own before the completion of cne year's work.

As relatively successful as chis project, and others like it, have
been, it must be kept in mind that this is ounly a temporary kind of
effort. No independent project can effect’vely do the university's
work—-nor should it ever try to dc so. Efforts such as Project Black
must be seen for what they are--temporary stopgaps to more serious
problems. We who are engaged in such endeavors must make it clear to
the university that they have a responsibility to meet the issues which
our day gives us. It should be very apparent to those of you here
within the structure of the university that the problems related to the
education of so-cailed "disadvantaged" students are going to be with us
a long time, and that we must move away from the temporary project
mentality.

This then leads me to my second category of moving persoms, within
the university, to bring about some change within that system to meet
the need before us. Let us nct be naive about the matter. The uni-
versity is big business and, as such, there are many Vested interests
involved which make it very slow in responding to even very obvious
needs. Or to use another term that is far more meaningful to the
student generation today, the university ie very much part of the
"Establishment" in every sense of that term. It is therefore one of
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the responsibilities of those of us related to, but not within, the uni-
versity to occasionally prick its conscience soO that it will move off its
"dead center" and begin to respond in a way in which it is capable.

Let me illustrate one area of possibility in the sense of this
category. We know from some very recent research that the students from
at least two of our inner city high schools have almost no hope whatso-
ever of graduating from UWM--and probabiy from any other Wisconsin
college or university. Looking at the 1963 class from these two high
schools, which included 30 students in all who enrolled at UwM, only 3
students have graduated from either Milwaukee or Madison in a total of
5 calendar years. In like manner, of the students who enrolled at UWM
in the freshman class of 1964, a total of 29 students, not one single
student has graduated from either Milwaukee or Madison in the four-
year period that has passed. Does this not say something about the
quality of education these students are receiving from these high
schools? It would seem to me that the university cannot continue to
ignore this fact but needs to begin to move with some kind of authority
in dealing with this problem. What I am suggesting here is not simply
a remedial program for students who come to ¢ur university from these
schools. That may be necessary, but it is not enough. What is called
for is a long look at what a university education means, on the one
hand, and, on the other hand, to begin tc take an active role in facing
the problems in these high schools. Speaking to the first issue, too
many students, who are basically bright and intelligent people, but who
don't measure up properly in our traditional methods of judging white,
middle class youth, are failing in the university. We need to purge
ourselves of the thinking which tells us that people who don't measure
well under our present measuring systems are not college material. And
we need to begin to ask why it is that we cannot seem to discover and
educate persons with a native high intelligence. Speaking to the second
issue, the university needs to begin to "throw its weight around" within
the local public scheool system so that it can begin to influence the
kind of education that is taking place in those schools which provide
nost of its students. If the university does not see these tasks as
responsibilities of its own, it seems to me that it is the responsibility
of persons like myself to help move it to that role.

The third role that we who are outside of the university structure
may legitimately have is to interpret to the university what the real
issues are. This will seem to some a rather presumptuous statement as
it would certainly seem that those within the university are capable of
thinking through the issues for themselves-~and I do not deny this.
However, the university is no different than any other human organiza-
tion which camnot at times "see the forest for the trees,'” as it is
sometimes said. We must understand the function of universities within
our society.
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Our systems of higher education are part of the "Establishment"
and as such have as a major function the perpetuation of the "Estab-
lishment" (Kenneth Boulding calls this EASE--the educational and
scientific establishment). In our country this means the perpetuation
of a white, middle class value systewm. As long as we kept black,
Spanish-speaking, and Indian studerts out of our universities, the
transmission of an all white world view seemed quite appropriate. But
now students, whom we have dared to label “underprivileged,” are
arriving on our university campuses which are not willing to buy lock,
stock, and barrel our value system--and the previous role of the uni-
versity is being challenged. Some students have made the decision to
stay within the university and fight it--you are already aware what a
stir this has brought to the colleges in our nation. But many more
students have come for an education, have found out what that means,
and have made the decision that they will not sell their souls for a
piece of paper which only opens the doors for persons who take on that
same value system.

I mention this at some length for it is surprising that a good
number of people within the university are nct aware that this is the
issue today. When black students rise in protest of the curriculum,
all these people can see is the anger being expressed and their
conclusion is that the blacks are demanding too much. It is because of
this lack of awareness, this resistance to change within the "Estab-
lishment," that persons and organizations within the environment of the
university have the responsibility to point out where the problems
really are when there is a blindness to szeing the issue behind the
symptoms. This is not to say that we who are alongside the university
are not also part of the "Establishment,” but it is to say that at
times we have a clearer view because of our perspective.

These comments on our relationship to the university as part of its
environment are in no way meant to be final or complete. But they are
meant to indicate at least the direction in which people and agencies
in and sround the university peed to be thinking for their mutual health
and exiscence.




IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT
THURSDAY'S CHILD HAS FAR TO GO

Helene B. Aqua
Project Director
Council For {»~anish Speaking Adult Basic Education - Milwaukee

In 1964, the Office of Education published a booklet called A Chance
for a Change. In this booklet, it aptly termed the educationally disad-
vantaged child as "Thursday's Child." "Thursday's Child" to me refers
not only to the student, but to the high schools, the universities, and

the parents. They are all deprived. They are all part of "Thursday's
Child has far to go."

As project director of El Centro's Adult Basic Education program,
I come into contact with the educationally deprived element of our
cities. I would like to focus my attention primari’y on the Spanish-
speaking people of our society. Many of the students at El Ceatro are
products of the American educational system; they have received their
"educations," for the most part, in the Southwestern portion of the
United States and Puerto Rico. It is alarming to note that after eight
or more years at one of these schools, these people are still classified
as functional illiterates. It is true that their migratory lives may
have contributed to their lack of educational skills. However, I see
history repeating itself in children who have spent their entire lives
in the Milwaukee area attending both public and parochial schools. We
can no longer use the excuse that their migrations are the chief cause
of their educational handicap. What then?

Why are so many children falling further and further behind their
grade levels? Why do we see so many Latin children finding themselves
dropping out or being pushed out by the institutions? Why, even amongst
our Latin graduates, do we find so many "psychological dropouts'?

It is easy to attribute these problems to, "These children can't
make it." It is easy to say they are truant; they are troublesome; they
are nonacademic; because they are Latin, they are culturally deprived.
This is not only a fallacy, but an insult. It is an act, whether through
rationalization or ignorance, for the educational inadequacies of our
school system.

What then is the cause for this educational lag? Schools, parents,
and students, like "Thursday's Child," all have far to go and are all
standing still.
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That we have a dual educationai system in the metropolitan areas of
the U.S.--the slum schools and the suburban schools--should not come as
news to any educator. The suburban schools, of course, groom the young-
sters for higher education, stressing the importance of furthering one's
education in order to become a "success" in society. Curricula, texts,
facilities, guidance counselors, and teachers are all oriented toward
the academic advancement of the student. Am I implying that "slum
schools” are nct? Most certainly. To begin with, most of the youngsters
of the inner core enter high school at a disadvantage because of the
preparation--or lack of it--that they receive in the elementary grades.
Therefore, as the Department of Labor asserted, one-half of the students
who enter grades 9, 10, and 11 will drop out of school and most will not
find jobs. Those who wish to further their educations are impeded by
their educational lag to compete with middle class applicants for college
entrance. If they do succeed in being accepted, ihey often find the
competition overwhelming. College or vocational preparation in the form
of class activity or guidance is at a minimum in the slum schools. There
are many ways in which school officials and employees show their prefer-
ences; many times this is in the matter of expectations of what can be
expected from the child of minority groups in the lower economic clacs--
of what can be expected from "these kinds of children.”

Besides failing to prepare the student for higher education, the
typical school serving the Spanish community ignores or makes little
concession to the rich heritage--the cultural and ethnic differences--
of Latins, be they Puerto Ricans or Mexican Americans.

What these schools must be made to comprehend is that these children
are not culturally deprived, that their background must not be obliterated.
Rather, it is for the benefit of student, school, community, and society
that these children retain their bilingual abilities and maintain the
knowledge and practice of their customs. The community should be taken
advantage of rather than rejected. There must be a sincere effort for an
effective communication and understanding between the Anglo-oriented
school and the Latin home. The background of the student must be
recognized, appreciated and in some way brought into the school atmos-
phere. Instead of attempting to wipe out the "foreign" culture, we must
strive to unite the two cultures. Instead of taking the negative
approach, we must attempt the positive. Instead of trying to destroy
the identity of a youngster, we must endeavor to help him perceive his
self-image as a product of two cultures--not in opposition to each
other, but joined in harmony to form an even richer heritage.

One of the greatest handicaps facing the Spanish-speaking today is
the lack of effective communication, understanding, and cooperation
between the school and the home. Unless there is real understanding of
the cultural differences, these children cannot be helped. Unless the
parents are actively involved, these children cannot be helped. Today
the schools must take the initiative to reach parents who have no
tradition of self-advancement or learning. The promise of schooling has
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had little attraction for those at the bottom. The school experience,
taken for granted in middle class homes, is not an infegral part of the
cultural background of the Latin American. Therefnre, the youngster
feels that the academic environment is either unrealistic and irrelevant

or is beyond his reach.

If we are going to establish realistic programs for these youngsters,
there are certain clearly defined issues that we must consider; there
must be closer contact with the home. This could best be accomplished
via Spanish personnel incorporated into the school systems. These people
do not necessarily have to be college graduates—-professionals in the
field of education. Latin people, hired in the capacity of aides who
know and understand the Latin culture and speak the Spanish language,
can best relate to the Latin community.

Once the Latins are informed on school goals and policies, they
should be given a part in determining the authenticity of these goals
and in helping to make these policies. This could be accomplished
quite effectively through decentralization of school administration. In
a large city, it is unrealistic to assume that one board of education
can meet the needs of the diversity of communities involved. A pre-
dominantly Latin community should have a predominantly Latin represen-
tation in the schools, whether vocational or academic in nature.
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Yes, all elements involved in the educational system--schools,
students and parents—-have a long way to go. But there are remedies to
dispel the yoke of "Thursday's Child." By taking an active interest in
the understanding and communication of the parties, human resources can
1 be developed to their fullest and school, community, and society can
reach excellence through harmony.
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IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

POSITIVENESS OF TYP STUDENTS
AND THE NEW GENERATION OF BLACK STUDENTS

MacArthur Walton 3
Student ;
Ripon College

Positiveness of TYP Students

Ripon is a small town. Unlike Madison, it contains only 6,000
residents. Most of the residents are white conservative people who work
every day, relying on newspapers and television to fill them in on the
news outside.

Ripon College is a private, small, and expensive institution in
Ripon. It costs $3,200, with tuition, room, board, and meals, to attend.
This is why most of the students are in the affluent-semiaffluent class.
(Ripon College has not and does not have a strong scholarship prograu.)

U S A it s - Gl )

Most of Ripon College students come from a stable environment.
Their parents are at the affluent-semiaffluent income level. At this
financial level, they lived in a stable community. The student
attended a stable and conservative school--learning systematically. The
school, compared to those of the Transitional Year Program (TYP) students,
had great organization, tieing in outside sources to supplement the
textbooks. Compared to TYP students' parents, their parents, being able
to keep a stable and organized home, lived comfortably. Generally, the
student's home contained a husband and wife working together to keep it
stable and organized. With this stability, the student attended school
] and acquired a good academic education.
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The student, living at his stable and organized home, heard and
read about minority groups. Usually the words that he heard and read
were "deprived," "disadvantaged," "handicapped,"” or "underprivileged,"
which seem to describe the environmental limitation rather than the
people themselves.

Ak A R N R i 2 Lo Y

Attending Ripon College, the average student from a middle or upper
class community continues to hear such words. The regular student looks
at the catalog and he sees that these "deprived" and "handicapped' stu-
dents are on a special program. He looksat the directory in the
cafeteria and he sees the TYP student's name followed by "TYP" which is
the initials of the program and which has become the label of its
students. The regular student goes to use the phone and sees the
"deprived" and "handicapped" student's name followed by "TYP." Looking

/dé/lm

o e W o nem - T




o A RIS L S Rt b b LA RO £ e S S L D N e LR i S ARt s SiCk Sl a LS

ikt & Sl i

108

at the list still he sees these students living together rather than

with the regular freshman students. The president of the college directed
most, if not all, of his annual convocation speech toward the special
students on a special program. The college newspaper, the College Days,
regenerated the categorization with its article about the "disadvantaged"
by stating that "the TYP students aren't adjusted to upper middle class
way of life."

However, none of the newspapers have observed the positiveness of
these students. They speak of his environmental limitation, but none of
them note how he fared within his environment.

Most of the TYP students do not come from a stable and organized
environment. Often their parents are in the lower middle class. His
school was not organized. Many of them did not attend school anywhere
near every day. And when they did attend, the TYP student received a
subpar education.

Since his family did not make much money, he often had to work. If
his mother worked, she had to take on the duties of a mother. If there
were not a father at home, the TYP male had to take on manly responsi-
bilities. Even if his father were there, he still worked anyway. Having
lived in a community that was not as conservative as the regular stu-
dents, he was exposed to tempting traits of our society. Yet through
all these obstacles, which would have stood in the pathway of many
students, he managed to be an outstanding student at his school.
Granted, these students do not measure up to the standards at Ripon
College. But they adjusted to their community environment economically,
socially, and most important of all, academically.

The TYP students could be a definite asset to the Ripon College
community. Since they were not accustomed to such an organized and
patterned environment, they have had to be creative in order to
compensate or squeeze the best possible out of their environment. This
leads to creativeness. Ripon College, and any other college, could use
their creativeness. The TYP students have been exposed to and have
experienced more than the regular students. This accounts for their
being more mature. Any college community, private or not, needs di-
versification. TYP students could suit this bill. A group of con-
servative students herded on a campus, all with basically similar
conceptions and attitudes, does not comprise a learning community whereby
one receives a broad education.

But thus far, the TYP students are not taking part in activities at
Ripon. They are usually with each other, 1If they hang around each
other and refuse to participate in activities, whereby they can show
their intelligence, then the program is not serving its purpose. This
is the situation at Ripon. Very few participate in activities of any
variety. It is my opinion (a TYP student), and the opinion of the TYP
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students I represent, that the reason is because the community has failed
to see the positiveness and the intelligence, yes, the intelligence, of
students who have worked so diligently to get to college in the first
place.

My suggestions are:

i. Do not overpublicize the program giving negative aspects of the
TYP students without giving their positive traits also.

2. Have TYP students room with the regular students so they can
get to know the students.

3. In placing TYP students’ names on rosters, do not include TYP
next to their names.

4, Instructors shculd give TYP students the impressiom that they
have confidence in them. Do not labor them exceedingly on
their weaknesses.

The New Generation of Black Students

Pertaining to the improvement of college and community environment,
there is one thing that should not go unnoticed. It is the new genera-—
tion of black students and their concepts. It is a concept that colleges
will have to deal with more explicitly and more reasonably in the future.

The previous conception of the old generation of black people was to
forget their color in quest of acculturation. They had no identity or
they were so ashamed of their identity that they refused to be proud of
blackness.

But the new generation of black people, and particularly students,
is accepting their black identity. They are proud to be black.
Athletes are jeopardizing fame and recognition to denounce America's
institutional racism, raising a black glove, signifying '"Black Power."
Entertainers are running around the country singing, "I'm black and
I'm proud." Black writers are retaining some of the slang "from the
block" in their writing while dencuncing the white '"status quo'" society.
Even nuns are wearing buttons saying, "I'm proud to be black. Black is
beautiful.”" Some blacks are refusing to attend their high school. What
do they want? They want Afro-American courses and black instructors.
College students are demanding basically the same. Ripon College is
another example. Before the 1968 school term, there were only 10 black
students on campus. But 25 were added to the college community--20 from
the Transitional Year Program. These students were demanding an Afro-
American course the minute they came on campus. In addition, they
wanted biack speakers and rooms set aside for black art. Next semester,
they want a black instructor to teach the course. Classes had not begun!
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The point is not whether the college institution or the college
community likes the new black ideology nor is it a question of whether
these concepts are valid or invalid. The point is that such philo-
sophies are increasingly becoming entrenched in the minds and hearts
of black students.

The institution should make accommodations by forming Afro-American
history courses. They should support, financially at least, black
student organizations that could bring black speakers to the college
community, and they should support any other constructive program of
blacks which might be beneficial to the community. This club could
also be used to put on special days, to express their black culture or
subculture. It could have dances or it could sponsor other social
gatherings within bounds or rules set down by the institution, that
might be beneficial not only to blacks but to other people as well. The
institution, through such support, should strive to make black students
aware of the fact that they (black people) have played a part in the
building of this society, and that the institution accepts them as an
integral part of the college community.
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IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

Deborah M. McCormick
Student
University of Wisconsin, Madison Campus

Why are we here? By the title of this conference, "Increasing
Human Potential Through Educational Change,' one would be led to believe
that forthwith coming are the panaceas regarding the education of
minority group students. This is hardly the case at all. Certainly
some programs will be devised as a result of this gathering of eminent
educators and administrators. This is necessary to show the bulk of
white society that you are truly addressing yourselves to the problem
of poverty and its consequences. However, nothing earthshaking will
result. There will be no removation of the present educational system.
In fact, a dint will hardly be made in that system. It is for this
reason that I would like to address myself to the problem of how the
campus and community environments can, in fact, help create this
renovation--better yet, this rejuvenation of the educational system.

In recent years, the university systems in America have placed
themselves in a unique position. They have, in responding to public
demands for action, "picked up the white man's burden." Almost every
major university and college campus in the United States has insti-
tuted some sort of "half-baked" program to salve white society's
conscience regarding the educational disposition of minority group
members of American society. These have all been "half-baked" attempts,
in my opinion, because they have doae no more than represent incre-
mental change for immediate gratification--hungry state legislatures.
The push for success reports has been so great upon these programs,
that there -has been no time for meaningful experimentation into what
might create real success. As a result, the programs have basically
failed their participants.

Why has this failure occurred? Traditionally, the American edu-
cational system has concerned itself with turning out good Americans on
a mass production basis, much like that of the automobile industry and
good cars. In this thrust for mass production, or reproduction if you
prefer, one value has been held constant--the necessity to fill the
American mold which I see as essentially White Anglo-—Saxon Protestant
(WASP). It is this same mold which many of the special student programs
strive to fill. And it is here that these programs fail. They fail to
recognize the necessity for one major element~-relevance,

In my opinion, in order for any program, created to help foster the
cause of uplifting the minority groups of Amevica to prosper, it must
prove itself relevant to that group. This relevance must, in turn, be
an extension of both campus and community environments. Therefore, with

111




112

relevance as the key to the improvement of college and community envi-
ronments let me outline my proposal.

Basically, I see the following innovations as necessary:

1. Preadmission contact with a member of the same minority group
from the prospective campus (i.e., student recruitment).

2. Extensive orientation programs.

3. Minority group curricula and instructors.

4. Minority group members us administrators of special programs.
5. Community houses.

At this point I would like to address myself to each ome of these
suggestions separately.

Preadmission Contact

I feel it is imperative that students, particularly those coming
from minority backgrounds, have some knowledge of the prospective campus
and extra-campus community. This knowledge necessarily has to go beyond
the rosy picture the brochures paint; it must come from firsthand ¢ .-
perience. In line with this, it must be relevant information concerning
itself with attitudinal orjentations. I think we will all agree that
the only way to learn how to milk a cow is to talk with someore who has
successfully done so. Therefore, it is equally as important that a
black student relate to prospective black students the type of environ-
ment--socially, educationally and politically--that he will be con~
fronted with upon arrival at the institution.

Thus, not only will the recruit be better equipped to deal with the
institution and its peculiarities, but the student who does the recruiting
will come to feel he is an integral part of that institutional environ-
ment.

Extensive Orientation Programs

Once the recruit reaches the campus, the big task begins. He must
now be given, in a capsule, the key to success at that institution. Un-
fortunately, this capsule is often a bitter pill for minority group
students. For they, aside from being confronted with the traditional
problems of freshman adjustment, must also address themselves to the
peculiar problems of being minority group students on predominantly white
campuses—--campuses where administrators, faculty, and curriculum, as well
as extracurricular activities, reenforce white societal values-—campuses
where a basic assumption is that all students have received essentially
the same caliber precollege education.
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Therefore, 1 propose that these orientation programs deal not only
with the questions o what teachers and courses to beware of, and how
to find information in the library and the like (as is customary in
freshman orientation programs), but also that they deal with the extent
to which the campus and surrounding community regard minority group
students as valuable members of the community and provide facilities
for meaningful intraminority group relations. In additionm, it is
necessary that these orientation programs provide externsive academic
skills "brush up." Possibly in this way, some of the deficits resulting
from inferior previous education can be filled. Programs in English
composition and basic arithmetic skills are essential.

Let me impress upon rou the importance of not trying to channel
possible basic ethnic -1sages into white society's acceptable terms. 1
am certain you realize that .. important factor in successful communi-
cation in this society is ;essarily dependent on identical
patterns of articulation.

¢

Curriculum and Teachers

Just as it is imnerative that the students know which courses and
instructors to steer away from, I feel it is equally as important for
there to be courses and instructors to which they can relate directly.
Amidst the wave of racial consciousness in America, it is the duty of
the university to provide the minority group student with information
relevant to his life and station in American society. We all cannot,
nor do we all wish, to be white. Therefore, some vantage point other
than that of white society should be presented to the minority group
student.

In direct conjunction with this need for relevance in course
material is the necessity for instructors with whom they can identify.
Minority group students often feel inhibited verbally and mentally when
forced to comstantly relate co white instructors who are generally
incapable of understanding their particular needs. Thus, for psycho-
logical reasons, minority group members are needed as instructors.
Another reason for their necessity is to reduce the fear of cooptation
into white society. Even with a relevant curriculum, if taught by an
instructor who cannot relate to that material, the student of ten fosters
fears of being sold the same "old bull." Yet a third reason for inte-
grating faculty is that the minority group student is more apt to feel
the campus environment is at least trying to understand his particular
problems.

Administration
I do not feel I have to go to any great lengths to impress upon you
the importance of having minority group members administering the special

programs for the disadvantaged. The reasons are essentially the same as
for the necessity o having minority group instructors. Program partici-
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pants tend to feel less likely to be coopted into white soclety when they
know the person direzuly responsible for their presence at a particular

institution is one of their own.

Comrunity Houses

It is my feeling that within any given community a person needs a
place with which to identify and ostensibly call his home away from
home. In line with this, I feel that minority group students on pre-
dominantly white campuses located in predominantly white areas (as 1is
the case in Wisconsin) need an identifying fa:tor of this nature
desperately. It is a reality that these minority group students are
customarily excluded from the tradition institutions of this nature.
Furthermore, I feel it is necessary for one to have a vehicle by which
he can reenforce his peculiar ethnic self-identity. Therefore, 1 pro-
pose that the university communi:ies make themselves aware of the
relevancy of demands for separate union facilities and make provisions

accordingly.

In conclusion, let me reiterate that relevancy above all else is
important in dealing successfully with minority group students and the
programs related to them. Withou this relevance in the programs, and
its relationship to the ccmmunity at large, the program may as well be
labeled a failure from its conception.
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IMPROVEMENT OF COLLEGE AND COMMUNITY ENVIRONMENT

REPORT OF EVALUATORS

Ruth B. Doyle

Director, Special Program of Tutorial
and Financial Assistance
University of Wisconsin, Madison Campus

Warner E, Mills, Jr.
Assistant Dean
Beloit College

The present crisis results from our being asked to give new appre-
ciation to various aspects of our pluralist society; this is threatening
to the dominant groups. There is great misunderstanding as to what is
happening, but, in short, black, Indian and Latin groups are asking
"in," not seeking separatist goals. They are asking "in" for themselves
as individuals and a new acceptance of their cultural heritage.

Education is at the vortex of the whirlpool because the black,
Indian, and Latin groups recognize the value of education to their pro-
fessional, psychological, and emotional development. So they are asking
the educational systems to change to accommodate to their backgrounds.
Auxiliary organizations surrounding the universities, especrally church
groups, are promoting and should be promoting the needed changes.

Tension results because of rigidities in our universities and the
communities in which they are embedded. The educational establishment
as it now exists changes rather slowly, more slowly than many might wish.
Parenthetically, higher education may not be able to solve this problem
of minority group inclusion; the main solution may come, if it does, at
the elementary and secondary levels. Children, damaged by failure to
appreciate their cultural backgrounds at these levels, may be irreparably
damaged. Higher education is, however, on the frontier of the problem;
it is so because the ghetto youth who have come to our colleges and
universities are now reaching into the white educational community.
Health, Education, and Welfare (HEW) surveys show how completely white
our educational institutions are today.

How can our universities accelerate change both within themselves
and in the communities where they exist? Recognizing the differing
relations between the several Wisconsin universities and their communi-
ties, we feel that the universities do have a responsibility for reaching
out and stimulating and guiding community change. This may involve, for
example, protecting its students as it protects its faculty from undue

community pressures or interesting local businesses in financing programs
for the culturally diverse.

-
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Part of the problem lies in the fact that colleges and universities
must put their own houses in order. Especially they must recognize the
need for special programs for these new students. Extensive orientation
programs may be the key to success. There should be courses and in-
structors to whom these students can relate; minority group members must
be involved in the administration of the programs. The political system
of the United States does not now recognize racial distinctions and
separatism, as some militants propose, would be a step backward. A
recent Johns Hopkins University study indicates that the overwhelming
majority of blacks, for instance, believe we should be headed toward an
integrated society.

One paramount need is to include all culturally diverse groups in
the planning and implementing of educational programs for members of
their groups, especially in the neighborhoods in which they reside.

Specifically, the group proposed the following:

1. Wisconsin colleges and universities should create a consortium
to find ralented minority group personnel and the pool so
developed should be made available on a statewide basis to
other institutions.

2. Internal faculty sensitivity programs should be developed and
instituted in Wisconsin colleges amd universities.

3. There should be established high level positions (vice-
presidencies, etc.) to whom members of minority groups might be
appointed. As an illustration, there might be created a
vice-presidency of urban affairs.

4. Colleges and universities should encourage the participation of
their faculty members in community affairs.

5. Universities should develop ad hoc organizations to develop
better dialogue between themselves and their communities,
especially on such subjects as the police role in society and
on university campuses.

6. Prominent industries should be involved in programs for the
disadvantaged.

7. Police should be encouraged to enroll in our institutions of
higher learning. This is being dome at the Wisconsin State
University - Eau Claire, where 60 percent of police are now
enrolled for courses.

8. There is need for new approaches in the training of teachers.
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ADMISSIONS AND RETENTION PROBLEMS
(An Outline for Discussion)

Ernest Spaights
Assistant to Chancellor

University of Wisconsin-Milwaukee
The director of the program should control admissions.
A. Regular adﬁission procedures are too mechanical.
B. Look for a pattern in transcript or test scores.
C. Determine level of motivation (interview).
Be honest with the student and be frank.
A. Show him his scores.
B. Develop a contract with all provisions stated.
The structure of the university should be changed also.

Tutors should be given training first: Professional :utors
are better.

Student should be taught how to select courses and professors.
Student should restrict himself to nine credits.

Aim for a specific retention rate -~ a realistic one (''you
cannot win them all'').
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ADMISSIONS AND RETENTION PROBLEMS

William J. Boyle
Assistant Director for Instruction
District One Technical Institute
Eau Claire

There appears to be an absence of agreement as to who should be
included in the "disadvantaged" or "underprivileged" group. Educators
are not in agreement as to the point at which individuals could be in-
cluded in the educationally disadvantaged group. Generally speaking,
the educationally disadvantaged persons have been identified in that
group because of limitations or deficiencies in their education prevent-
ing them from succeeding in the occupational world or making them unable
to find a satisfying role in our society. They have been identiried as
those individuals who have special needs that are academic, social, end
economic, or have other handicaps including physical. These handicaps
have combined to place such individuals in a disadvantaged position.

It has been established that poverty and insufficient income are very
closely associated with the educationally disadvantaged persons, making
it difficult to determine which is the cause and which is the effect.
The existence of poverty is often the result of unemployment. This
makes it mandatory that attention be given to job and career training

for the disadvantaged persons.

In vocational education, our main concern is education for occupa-
tional employment. It is not exough to make educational opportunity
available for persons in this group. It has become arparent that we
must seek them out and, through special efforts, involve them in an
educational situation which has been identified as beneficial to their
situation. One of the greatest challenges facing educational programs
for the disadvantaged persons is the involvement and retention of indi-

viduals for whom programs are developed.

Certainly the procedure and approach used in this endeavor would
reflect the age group being served. Because of the voluntary nature of
adult educational activities, it is very easy for this group to refrain
from participation. The disadvantaged persons are noninvolvers who are
not equipped to handle our traditional educational system. For purposes
of this discussion group, I will be directing my remarks to the adult
disadvantaged age group which is commonly served by vocational, tech-
nical, and adult districts of the state.

The social science research regarding participation in adult educa-
tional activities indicates that the typical participant is a middle-
class citizen enjoying average income, and who has completed high
school. While it has been identified that persons in this group

participate in educational activities for various reasons, many of
them have recognized some degree of educational deficiency in fulfilling

/457119

et R e I




E

120

their personal aspirations. However, our main concern is the group of
individuals who have a greater need for participation and are most
reluctant to become involved in the educational process.

For purposes of this discussion group, I will attempt to identify
some of -he activities being conducted in our school and within the
vocational, technical, and adult system. By so doing, I will attempt
to raise some questions and advance some suggestions regarding greater
invoivement with the disadvantaged. 1My remarks are in no way compre-
hensive of what is being done throughout the vocational, technical,
and adult schools in the state. I merely attempt to identify some of
the activities and welcome comments from other individuals within the
system regarding their efforts. My experiences with this problecm are
somewhat Jimited because, in Area Vocational, Technical, and Adult
Education District One, there does not exist a minority group as we
would find in other sections of the state, Thus, the educationally
disadvantaged persons who are and should be our concern are what has
been referred to as the rural poor.

Our schools attempt to provide education for the disadvantaged in
two main ways. One is thea establishment of special programs such as
adult basic education and Manpower Development Training that are con-
ducted to meet the needs of an identified group. The other apprcach
is that of working with individuals who are interested in enrolling in
a particular occupational education area so as to develop a course of
study which is commensurate with their needs. This approach is common-
ly used by Manpower Training when slotting individual students into
existing vocational programs where a small number have been identified
as in need of training. Probably this procedure should be given con-
sideration as it does raise a question as to whether special programs
should be established specifically for the disadvantaged clientele, or
whether they should become a part of already existing programs with
the improvision of special provisions to accommodate these individuals
in deficient areas. I am referring here to the fact that many disad-
vantaged individuals have a certain amount of skill and, in many
incidents, are capable of performing at a level commensurate with
students enrolled in a diploma program. Such individuals could be en-
rolled in this program and, through their related instruction, prograns
in remedial reading and remedial mathematics could be made available to
them. At our school, we have developed such a program for our students;
students encountering difficulty in the regular English or Communication
Skills courses can enroll in the reading development program. Also
available is programmed instruction in mathematics for students who
ercounter difficulty in the wvery basic vocational mathematics courses.
This program has been effective in working with the Department of
Rehabilitation; at present we have enrolled approximately 75 students
who have been referred to us as individuals who could benefit from an
educational program. Certainly we recognize that the physically disad-
vantaged persons are often educationally disadvantaged also. Because
of previous experiences with physical incompetencies, they have been
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identified as educationally disadvantaged and could benefit from a
vocational training program, Consideration on an individual basis
allows educators to develop a program that is compatible with their
physical and social deficiencies so that they can advance toward

emp loyment.

Certainly one of the more effective training programs for occupa-
tional employment has been the MDTA program., These individuals have
been identified by the employment service as capable of filling occupa-
tional vacancies once they have completed a training program. Training

programs conducted are closely correlated with the employment market.

Basic adult education is another program developed in our schools
for a specific clientele. Efforts in this area have met with consider-
able success throughout the schools. In District One, we are operating
one such program at the Chippewa Falls school. Programs of this nature
are developed to provide fundamental training in the basic skills of
reading and mathematics as well as to implement some information on
topics such as consumer economics that relate the learning activities
to the individuals involved in the program. Some areas of the state
have been effective in taking training programs, such as adult basic
education, to the people by offering them in their immediate locality,
in their places of employment, and even in the homes where a small
group can be brought together in an instructional situation. This
point advances another discussion topic, which I would like to hear
comments on from the group, relative to the merits of offering craining
where the people are versus bringing the people to an educational center.

Another area of training provided in vocational-technical schools
is an adult course designed to meet requirements for high school gradua-
tion. While this group is probably not seriously disadvantaged, never-
theless, when you consider that the absence of the high school diploma
is enough to block employment, these persons could be considered as
such. I am thinking in particular of some of our apprenticeship trade
areas where committees hrave identified a high school diploma as one of
the criteria for being indentured in the trade. This certainly has
some implications when you look at the total employment picture and the
situation of the disadvantaged person. I feel it is rather remote for
any of us to conclude that we are attempting to train the unemployed,
disadvantaged persons tu fill the vacancies presently existing in the
employment market. We are well aware that many of these available
positions require a high degree of technical skill and knowledge.

Thus, vocational education must look at the total spectrum whereby we
train already employed individuals for the more technical positions of
a promotional nature. These individuals will vacate less demanding
occupational positions which would become available for those among
the disadvantaged who acquire job-entry level occupational training.

A problem that we have ancountered to some extent is the placement

of individuals who have minor handicaps and limited training. At least
in our evaluation we feel that these individuals have reached a plateau
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in their learning process and that a more desirable experience feor such
an individual would be a job-entry employment situation. e find that
the employer is somewhat reluctant to employ these persons because of
the risk inveclved. Possibly, education will have to work more closely
with business and indastry in identifying employment opportunities for
these individuals. There may also be the possibility that ztat.e and
educational agencies can find employable situations for such iadivid-
uvals. In our school, we attempt to do this by designing our library,
clerical, and food service employment structure so as to accommodate
one of these individuals in each area.

So far I have done little or nothing toward solving the problem
of admissions into training programs and retention of these individuals.
I would 1like to reaffirm the position I stated earlier that I do not
have a formula for doing so, if such a formula is available. 1In the
programs I mentioned as being conducted at our school, enrollments have
been acquired through working with other agencies as well as through
efforts on the part of the school in seeking out individuals who could
benefit from instruction. A primary objective of every program for the
disadvantaged is the provision of adequate counseling and aid to assist
individuals in selecting and successfully completing occupational tiain-
ing that can be identified as desirable. This counseling can be done
by specially trained counselors and teachers in the educational organiza-
tion as well as by persons outside the educational system such as
clergymen, employment counselors, and social welfare workers. In some
arcas, it has been found desirable to employ neighborhood workers who
could seex out and guide persons in need of educational programs. These
individuals are selected from within the neighborhood and are familiar
with who is in need of educational training and would benefit from at-
tendance at «n educational center.

Programs for the disadvantaged must be aimed at the very basic needs
of the individuals. Maslow tidentified what he considered to be a hier-
archy of needs. 1In this structure, he considered certain needs such as
physical well being, food, and shelter as very basic to the survival of
man. He further identified higher level needs such as security, sense
of belonging, success, and self-respect, In developing educational pro-
grams for the disadvantaged group, we must give consideration to the
very basic problems of alleviating poverty and allowing the individual
the opportunity to earn some of the basic needs such as food, shelter,
and necessiiies of life. Our vocational programs are aimed at these
basic needs and have, as an objective, training for empioyabiiity. In
vorking with the disadvantaged, I feel that we must make initiating of
educational training an easy process. For this group, I feel that
wherever possible we should eliminate forms and testing until the pro-
gram is underway and the individuals are involved in training. I feel
that getting them involved in the educational program as soon as pos-
sible helps to develop interest and motivation in the objectives of the
program so they are not bogged down and discouraged by tedious forms,
tests, and reports.
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Closely related to the retention problem that plagues teachers of
the disadvantaged is the problem of motivation. Sources of motivation
must be identified from goals recognized by the students when planning
the instructional program for the disadvantaged. The teacher must be
cognizant of these goals and must attempt to modify them in taking
advantage of the students' interests and attitudes in planning the
educational course of study. While new goals and interests will be
created out of the involvement of the students, the teacher has the
major task of reenforcing any motivating factors that can be identi-
fied. It must be recognized that goals of this clientele are short-
ranged and should be identified with short term units of work. They
must provide situations whereby the participants have the opportunities
to practice the skills learned and allow for success on the part cf the
participants. The teacher of the disadvantaged must create a situation
which encourages discussion and involvement by all students and allows
for the students to assume leadership roles. The students should have
a voice in the planning process and the teacher must recognize the
social aspect of the learning situation through the development of good
rapport among students.

Educators of the disadvantaged must explore all possible innovative
teaching techniques available. The use of multimedia should be pursued
wherever possible. While the media used is only a tool of instruction,
educators of disadvantaged persons must appeal to as many of the senses
as possible in the instructional process. The utilization of mechanical
devices could serve to encourage participation. Such things as program-
med instruction and TV presentations, wherever applicable, should be
developed.

Education offerings should develop a greater concern for the indi-
vidual and less concern for meeting the requirements of a particular
diploma when dealing with the disadvantaged. Every effort must be made
to identify the needs and interests of these individuals and to attempt
to provide them with a program that is commensurate with their abilities
and needs. In many areas of vocational training, the specialized skill
activities are taught at such a level that the disadvantaged persons
are unable to cope with them. 1n some cases, short term specialized
skill training could be developed which would concentrate on a single
skill such as welding or lathe operation. Vocational programs, such
as auto mechanics and metal fabrication, have curricula of scope such
that persons who are disadvantaged are unable to cope with them. Thus,
it may be desirable to develop a special offering in the mechanical
area emphasizitig some of the very basic skills and then relating to
this program fundamental cotrses in reading improvement and mathematics
which relate to the fjechanical area of training.

In conclusion, I would like to reempliasize that educational insti-
tutions must work closely with Llie employment service, welfare agencies,
private agepeies, apd church groups in identifying and soliciting educa-
tional participante frofl afighg the disadvantaged who can benefit from
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educational programs. Adult students can be recruited throvgh their
children, through other satisfied adult students, through neighborhood
groups, hospitals, and other agencies. The retention of the disadvan-
taged in educational programs is enhanced through the development of
sound programs commensurate with the needs and interests of the parti-
cipants. Adult student involvement in the development of well-planned
programs, which articulate with employment opportunities, will contribute
to the success of educating the disadvantaged.
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” ADMISSIONS AND RETENTION PROBLEMS

i Anne Lerman

? Project Specialist, College of Letters and Science
g ; %t} University of Wisconsin-Milwankee
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is disappointing that there are so few students here at this
conference. I would like to try to speak for some of them. I have
known and worked with many students, first in the Upward Bound Program
and currently in the Pilot Project in the Coilege of Letters and Science
at the UWM.

A brief explanation of the project is in order. The Pilot Project
for Students from Inner City Schools developed from concerns of the
College of Letters and Science and the Upward Bound staff. This was
in September, 1967, when the first group of Upward Bound students were
ready for college and, it should be noted, before iny demands had been
made by students.

It was decided that I would advise 25 or 30 students including
those from Upward Bound and some referred from other agencies and
university departments. There were no set guidelines--we would dis-
cover the needs of the students as the project progressed, and attempt
to meet those needs. Indeed, I have discovered so many problems en-
countered by these students that I begin to doubt whether their needs
can be met within the system as it now stands.

The students in the project are all admissible under regular
university rules. I did not select these students; they came to me.
Some are friends of Upward Bound students; some were referred to me
by the Scholastic Standing and Appeals Committee. (These are students
who are readmitted after being dropped for academic reasons.} They
all have one thing in common; somehow they are motivated to want to
succeed in college or they would not be coming in to see me. I have
no clout to force them to see me or to see a tutor regularly.

An important part of this program is to see that students take
advantage of the services offered by the university. However, the
resources available to deal with these students' problems are limited.
The best resources are:

1. A financial aid office with an empathetic staff.

2. Reading and study skills courses, taught in the Department
of Student Counseling.

3. The Experimental Program in Higher Education, started this

year, which is developing more rescurces and services for
these students.
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4., Staff members in admissions, advising, and other areas
who are showing an increasing awareness cof the problems
faced by these students.

Retention for students in the project has been better than the
overall retention for the UWM. In the first semester of 1967, 23 out
of 27 students were eligible to return to school. In the second sem-
ester, 24 out of 32 were eligible to return. Of the 30 students in
the project this semester, elght are oz academic probation and four
are on final probation. The retention rate will not be as impressive,
but we will be serving students who need the support of the project.

% What is going for these students to keep them in school? There
has been one administrative change that has been most helpful. Recog-

4 nizing that the UWM is a commuter college, with most of the students
4 also working, the College of Letters and Science has ruled eight
9 credits to be a full load. We used this new rule in advising for the

current semester amnd found a great increase in student morale. These
students are not being singled out for special attention; instead they
; are finding one of their problems being met by a general rule of the
¥ college. They feel more a part of the school and their hopes have
been raised.

However, there is little else going for them. Consider the grade-
point average as it is now computed. Have you figured out how long it
takes to make up an F? The students have. Many finally realize they
cannot make it within this system and leave s:hool in discouragement--
just at the time when they have learned how to be a college student and
could begin to show success. There is some talk of allowing an F to be
dropped from the GPA when a course is repeated with a passing grade.

r How many students will drop out of school before a change like this can
A be put into effect?

The biggest complaint from the students is the way freshman and

3 sophomore classes are handled; in many cases both the arrangements and
-2 the teaching are inadequate. (Course content is also a factor, and is
: being discussed elsewhere at this conference.) First, let's spend more

money to teach freshmen and sophomores, and second, let's find teachers
& who are interested in students as human beings. A survey course in one
E of the social studies has 450 students--three lectures per week, no
1 discussion sections, one TA to answer questiomns, and a professor who
\ won't. TFour students from the project are in this class, three of
. whom are on probation.

Problems with the required English courses include poor preparation
and how to choose a subject for a theme that will satisfy the teacher
and still have meaning to the student. There seems to be little hope
of imprcvement in this area, since class size in freshman English will
- be increased next year.
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Most of the things we have heard so far in this conference involve
special projects. . I submit that there are many chianges that could and
should take place within the system, so that more students could suc-
ceed without being singled out. I do not mean to preclude special
projects. Such changes will aid in the success of these projects.

These students want desperately to succeed in school; most of
those attending the UWM also want tc stay in the Milwaukee area.
Neither Puerto Rican nor black students want to leave their communities,
and most of the black students want to return to their communities in
a constructive way. If they cannot complete their education at the
UWM, we must provide a community college in the Milwaukee metropolitan
area. Institutions must serve the needs of the people.
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ADMISSIONS AND RETENTION PROBLEMS

Mary Suttle
Urban Specialist
University of Wisconsin Extension, Milwaukee

ADMISSIONS
" In this modern society, provisions are made for equal educational
opportunities for all persons desiring such. To what extent are these
provisions really accessible to the culturally disadvantaged high school

and college student?

Much greater effort is needed on the part of the administration to
rectify the situation of meeting the needs of the culturally disadvantaged
student on the admissions level. More consideration and planning of col-
lege preparatory coucsses must be provided for the high school graduate who
is anticipating a college career. This course should include subjects as
well as instructors that can interest and, to some degree, motivate the
student, thus giving him the emotional feeling of acceptance and the
academic feeling of achievement. Through programs and efforts of admis-
sions, the culturally disadvantaged student must be made to feel he is
accepted, not by general standards, but on his individual merits.

Admissions should activate itself in orienting the new students to
the campus and the city ur the town immediately surrounding it, and
offer workable suggestions for adjusting to the new and different environ-
ment. Programs for sensitizing the business community and churches near
the particular campus to the special needs of the disadvantaged is needed.
It is also necessary for admissions to fill the need of providing or sug-
gesting good off-campus housing that is accommodating and hospitable to
the black student.

State universities should maintain contact with high school coun-
selors, thus offering assistance in preparing potential students at the
early high school level for entrance into college, recommending programs
relevant to this and various ways of implementing them for the greatest
value to the students.

Administrators of universities and high schools must acquire open-
minded attitudes tcward such programs, and sincerely support them.

RETENTION

For a more successful retention of the culturally disadvantaged
student toward his educational endeavors, university administrators
must meet & challenge of:

1. Offering programs geared toward ways and means of
alleviating many of the emotional, social, and academic
problems of the student,
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2. Becoming more receptive to the changes of modern society,
with the realization that the student that they are to
serve, be he disadvantaged or ethnically different, is &
legitimate part of this society,

3. Showing through tangible actions the ability to meet the
needs cf the entire student body, and

4, Semsitizing attitudes of the university administration as
well as the classroom instructors to the needs cf the
culturally disadvantaged students.

It is necessary for students to identify with an integrated staff
that has the ability and understanding to recognize the unreached
potentials of these studerts.

There must be a sincere display of the realization of self-
actualization on the part of classroom instructors.
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ANMISSIONS AND RETENTION PROBLEMS

Margery Tabankin
Student
University of Wisconsin, Madison Campus

Before examining the problems of admitting minority group students,
I think it is essential that we consider whether or not our society is
willing or capable of being successful in educating minority popula-
tions. Many of my concerned friends say that America is not willing
to make the great commitment that would be necessary. I, however,
prefer to say that we can meet this challenge but that a far greater
effort than is presently being made will be needed. This effort will
have to be made, to a great extent, by the legislature. It will be
necessary for the legislature to commit vast financial support to the
various educational institutions to enable them to enroll the large
numbers of minority group students who presently are unable to attend.
The legislature must redefine the priorities it presently honors, when
allocating support, so that the financial support needed by minority
group students can be given.

Presencly, the ability for nonwhite students to enter the Univer-
sity.is very limited and, therefore, the higher educaticnal institutions
remain racially segregated. White society is very content to fund token
compensatory educational programs which do change the-lives of a few
individuals but which make no meaningful dent in America's failure to
educate her minority populations. And all of these programs support
the myth that makes society confident that the problems of educating
the poor are being addressed. I seriously question whether they are.
Terry Borton made the following very appropriate statement in an
article titied "Reaching the Culturally Deprived": "The culturally
deprived child has it made. He is Upward Bound from slum t. suburb,
his horizons highered, his youth unlimited, his poverty vanquished in
a recent War. Such, at least, is the impression the general public
receives when the new crusaders go clanging past.”

I maintain that our present compensatory prograus have the same
effect and that the need for more extensive admissions programs have
not even been meaningfully considered; yet everybody feels something
is being done. In fact, I don't understand the purpose of &n informa-
tion conference of this nature. It is not because of a lack of infor-
mation that this problem is not being addressed. Rather the problem
persists to exist because powerful people refuse to make a meaningful
change in their funding priorities and place the value of educating
minority groups near the top.

However, I do think that those attending this conference are in the
unique position of being able to make substantial changes. Each of you
can work within your own institutions to change their priorities so that
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more financial aid is available and larger numbers of students can be
admitted. Together you can work toward making the legislature realize
the need for these programs to be given financial support. The failure
of the legislature to be responsive to funding these programs has af-
fected their quality greatly. Its financial assistance for these
programs has been operating on a provincial business ethic. Its model
of getting maximum return on minimum investment enables very 1little
chance for new, creative, and experimental programs to develop. Pro-
grams face the pressure of being successful or else losing financial
support. Such has been the pressure on the special scholarship program
in Madison, headed by Mrs. Kuth Doyle. Little innovation has been able
to take place because this would require patience, maybe five to 10
years, before meaningful analysis or evaluation could be available.

Yet the only way that admissions programs could accept students that
are a higher degree of zisk would be if these programs were financially
secure enough to allow for this type of experimentation. I find it
rather ironic that a characteristic often associated with lower income
groups is their inability to defer gratification. In this situation,

I find it is the inability of the legislature to defer gratification
when considering its financial support policies.

I must reiterate that I do believe that the potential to deal with
these problems exists but what has been done until now has been symbolic
and incrimental at best. Now is the time for tangible steps. We are
floundering with "half-baked" programs because that is zll we can have
under the short term pressure for success. Our admissions policies
must be innovating, we can no longer rely on the same old programs
with new labels and without substantial changes. It is a lot easier
for those not suffering under the conditions of poverty to endure the
pains of incrimental change.

I would agree with Dr. Havighurst's statement yesterday that the
key factor necessary for success once one is admitted, is motivation.
However, my means of motivation differ from his. I do not agree that
praise is the motivating factor but that, in order for these students
to become motivated enough to do well, they must be shown the relevance
of education and the importance of higher education for their lives.
They must cognize the importance of spending four years to five years
in school when very often they feel they should go immediately to work
in building up their communities.

Many white students presently claim they find that the University
is not relevant. I question how the University can hope to be relevant
to its minority group population when it is finding it hard to motivate
white students. Thus, if the University is unsuccessful in being
relevaat, it is a very rational conclusion that retention would be a
prcblem. But the problem is the University's and does not reflect a
lower ability of minority group students.
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The University generally has no meaningful relationship with the
black community and its problems. Most educational institutions try to
increase the similarities of the students and turn students into a
stereotype. However, this cannot be effective with black studerits since
they no longer find it desirable to be like whites. I agree with
Preston Wilcox, Professor of Cclumbia University, when he said that he
sees the relevancy of education for black students ac giving them an
awareness of who theay are and an understanding of the society they live
in. Therefore, I maintain that the university that emphasizes develop-
ing similarities cannot be relevant to the nonwhite student.

3 The following are my proposals as tc how the University can be
, relevant to the minority group student and therefore can help eliminate
much of the cause for failure in school:

1. I believe that nonwhite nigh school students, from lower
income classes, should be given pre-school oriemtation
exposure of the University by spending weekends visiting
during their senior year., I further feel that nonwhite

. college students, serving as hosts tc the visitors, can
be very helpful in motivating these students about coming
to college.

2. I believe that another way to motivate high school students
tc come to college would be to send successful nonwhite

. students at the university back into their home communities

o as official recruitment agents.

3. An extensive curriculum offering courses in Afro-American
studies as well as an Afro-American major would give many
students an understanding of why further education is
important.

4, An increase in nonwhite staff, I believe, would provide
the rapport with administrators which is very recessary
%, for many of the students who are finding their experience
very rough.,

3 5. Tutorial assistance should bz available to all students
3 who are at the Unilversity on special programs and who
. would not generally qualify for admission.

6. A summer orientation for six to eight weeks should be held
for these students in order to bridge the gap between high
, school and college as well as help motivate them in a
-3 positive way towards college. The summer session would
4 concentrate on reading skills but, rather than use reading
| texts, I would suggest using material of interest to the
individral student. Mathematics skills would be offered

as well as seminars on Afro-American culture.
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7. 1 agree with Mrs. Suttle in the need for sccial facilities.

“ ;ﬁ 8. There is a need for greater faculty sensitivity.
-;; I believe that if these programs were carried out by schools it
"3 would be possible to provide some relevant programs for the lower in-

come level minority group student.
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EVALUATION OF WORKSHOP #3--ADMISSIONS AND RETENTION PROBLEMS

Samuel D. Proctor
Dean for Special Projects
University of Wisconsin

Kenneth Sager
Ascociate Professor of Education
Lawrence University

The Commitment of the Institution

The opinion was vehemently expressed that most colleges and univer-
sities reflect the general indifference toward the poor and the powerless
that pervade society in general. Therefore, information is not the
primary need; concern and commitment were said to be the real needs in
dealing with the problem of the educationally disadvantaged.

The cautious beginnings made in opening admissions and revising
retention policies were shown as esvidence of apathy and low priority.-
The accompaniments to this caution are the begrudging financial alloca-
tions and the consequent inadequacies in staffing and in financial aid.

The first step should be a declaration of intent on the part of
an institution to make a difference in the pattern of higher education.

Ways of Recruiting

Once a firm policy is set and the resources of staff and aid are
made available, the next important issue is recruiting students who
could benefit from the type of program offered at a given college or
university.

Obviously, not every student needs a four-y¢ar college degree to
fulfill his life's goals successfully. TFor some it would be a dewean-
ing, dwarfing, and frustrating experience to be compelled to cope with
a B.S. degree program,

There are over 200 programs that aim at the so-called disadvantaged.
Some only hold out aid and wait for "takers." Some search for the fit-
test candidates. Others do more; indeed more must be done to avoid
chaos and to succeed at changing the range of options for the disad-
vantaged.

While it is not possible to draft an absolute scheme for determining
promise, a student who cannot show his capacity for college work through
normal and accepted testing procedures should be given a chance to show
such promise on some kind of an index. Some form of a rating scale can
and should be established., For example, how can a student show that he

135

e e et B SRR RAPR



136

exhausted every opportunity open to him even in a very limited and un-
challenging environment? How can he show that his level of readiness
required more effort and greater ability (reflecting a difference in
cpportunity, rather than a difference in capacity or aspiration) than
that of others whose scores are much higher?

Thus some way of determining success potential should be devised
and used.

Next, those, who are found, should be introduced thoroughly to the
demands of college requirements. After all, it is not the recruiter
but rather a large number of teachers etc.,with whom the student must
deal, .2n0 vary widely in their interest in and awareness of special
student needs. The student should be coached in the demands and, at
an early stage, he should learn what Ernest Spaights calls "schoolman-
ship." This is the savoir-faire of survival--what teachers to avoid
if one is marginal, what majors are manageahle, how to budget time,
how to be selective with a lengthy bibliography, and what rules are
really enforced and which ones are ceremonial. Other students in the
"swing" absorb such savoir-faire by osmosis from campus buddy-hood.
The recruit from the disadvantaged population must learn this by
artificial injection.

The third aspect of recruitment, apart from the routine announce-
ments, is the admissions process. This should be simple and uncompli-
cated. The desirable arrangement is to have one person--one name—-
associated with admissions; regardless of how policy is established,
one person should have the power to admit, to reject, and to drop or
retain. Students who have seen bureaucracies operate at a distance,
and often to their destruction, are distrustful of offices and .func—-
tionaries. It will take time for them to learn to maneuver the
"system."

The person in charge should be backed completely by the administra-
tion and his decision should be final. Special programs require this
kind of tidiness. Such responsibility in one office imposes the require-
ment that the person in charge be impeccably honest and clear with
students.

Meeting the Challenge of Educational Deficits

Recruiting and admissions are part and parcel with the issue of
retention. Retention has to do with facing up to educational deficits.
There may not be deficits in intelligence or in capacity, but there may
be a deficit in previously acquired educational experience.

In order to prepare the student for gervices to him in this area,
he needs to be shown what will be expected of him in competition with
other students. Immediately this process may reveal the need. for
preparatory work.
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Preparatory work for normal and regular courses is better than
separate courses diluted for the wea~. Unless a school is ready to N

prepare the student for its regular normal program, it should recommend
another institution for him.

All retention problems are not related to subject matter and its
mastery. Other issues relate closely:

1. The sensitivity of the faculty. A serious program will
attempt to sensitize the faculty to the special problems of
the disadvantaged. Many adults, whe have never seen the
arbitrary impediments of socie*y crushing it victims, are
unaware of why some people need and deserve special help.
Persons with even a little privilege, who safely escaped
the futility line growing up, are prone to assess others
in the light of their own experience--an experience that
is largely unexamined critically and is therefore no basis
for comparison.
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] 2. The student’'s load. In the early stages of academic life,
it is advisable for marginal students to take a reduced
load. This affords an opportunity to get adjusted to the
subtleties of campus existence and survival.

3. Reading skills. All school work calls for reading ability.
Reading ability is associated with comprehension and enjoy-
ment of the reading experience. A student from a low
economic community has lived in a world of contempt for

A the "intellectual." A strange "otherness" separates him

E frcm the life of reading and the world of books. The

AT

privacy, the quietness, the order, and the conversations
that encourage reading have not been his. This relates to
: housing and the general atmosphere of an ecoaomically mar-
ginal social group. Thus, if he is to make it, his reading
tools and experiences demand improvement at the hands of a
skillful reading specialist.

£k

] 4. Instructional techniques. Preparatory courses designed and
offered to get the student ready for the life of scholar-
ship cannot be the same memory hurdles that he has stumbled
3 over all through high school. The teacher of these courses
1 should have the imagination and the vicariousness to intro-
duce subject matter at the level of curiosity of the student.
lie should know the idea coinage, the thought vernaculiar, and
the life experiences of the disadvantaged. He should be
sufficiently grounded in his own discipline to be flexible
in curriculum development and to pursue the student's
interest in an experience-related style of teaching. This
work has to be pupil-centered rather than topic-centered.

If this process is to be successful, it should prepare the
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student for later success and the assumption of more
responsibility for his own learning.

5. Social experience. For the poor white and the poor black,
college is looked upon as a middle-class operation. The
black has an even greater problem than the white has; he
sees it as a western civilization, a European continuum,
unrelated to his newly acknowledged awareness of his black-
ness and his African past. Therefore, it is especially
important that courses in black history and culture be
included to satisfy the black hunger to know more of his
own background. Also, the total campus needs to awaken
itself to this culture, this past, and the nature of black
problems that are contemporary. Such programs reduce the
hiatus between the black student and the college world.

Afro-American Culture Centers afford extracurricular expe-
riences and programs that are important allies to the class
work. Such programs can reach students who otherwise would
not be exposed to knowledge, current and past, regarding
the black experience in the world.

6. Retention target. In order for the institution to take
itself seriously on the question of retention, it should
set targets and shoot for them. In this way, it can judge
when the students are failing and when the school is fail-
ing also.

Facing the Problem of Identity

The disadvantaged student cannot be happy on campus if his life is
so separate, so structured, and so labeled that he is marked as "one of
them." Except for those functions that are essential to his success,
he should be integrated into the total student life.

Campus crises that arise from the trauma of separation suggest that
the student is not enjoying success and that his demand to be separate
is merely to authenticate and give dignity to a separation that already
exists implicitly. His life, his success level, his grasp, and his ad-
justment have all rendered him as one apart. He finds alliances with
others who share the same estrangement. His egoc needs cry out for a
dramatic assertion of self-hood and self-~determination.

This is the logical extremity of a long series of failures, be-
ginning with a halfhearted institutional commitment.
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GUIDANCE AND COUNSELING

James W. McKee
Coordinator of Programs for Culturally Distinct Groups
Wisconsin State University-Oshkosh

There are three basic kinds of disadvantaged students whose guidance
and counseling needs are quite different. The three types are the eco-
nomically disadvantaged, the educationally disadvantaged, and the third
is both economically and educationally disadvantaged. You notice I did
not make reference to culture; this is because I do not feel this is a
significant factor in the success or failure of higher education students.

The most difficult from a guidance point of view, of course, is the
both economically and educationally disadvantaged. This student admits
to himgelf that he is lacking the basic skills, but it is difficult to
get him to attempt the long-range remedial work necessary to bring him-
self up to minimum standards. This student typically stops going to the
reading clinic after two or three times; he fails to show up for tutor-
ing sessions; and he may stop going to classes in which he feels he is
doing poorly.

These students want the help, but you almost have to beat them over
the head to get them to take advantage of it. The only evidence you may
have that he wants the help is that he remains in an environment in
which he may be feeling humiliation rather than quitting for a factory
job. He remains because he still has this desire to succeed in college.
I feel the only effective way to counsel this type of student is to see
him at least one hour a week and to pay close attention to his concerns.
You've got to ask him, "How was that test last week?" He needs to be-
lieve someone thinks he can succeed.

This is a frustrating type of student to work with, especially for
a counselor with strong middle-class attitudes toward broken appointments,
unfulfille: promises, and an appareant lack of earnest effort. I do not
feel the counselor has to be of the same race as the client, although it
may save some time in breaking through. In short, a counselor for the
economically and educationally disadvantaged may need the patience of a
Job.

The educationally disadvantaged of consideration here is probably
middle class. He usually has enough drive to get through. I feel this
group varies the most. Some may not accept remedial classes while
others are willing to try anything for a chance at success. Som2 may be
in school to prove themselves, while others are there at their parents'
insistence. In a normal college setting, this would be the forgotten
student.
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As a counselor, you try to arrange remedial and tutorial help.
If he wants to stay in college, he takes advantage of it, but this 1is
not to say the student cannot find the help or make the adjustment on
his own. Typically, these students are hard to classify. Successful
counseling experiences, however, may be much easier.

The last group, the economically disadvantaged, has problems which
are eagler to golve in Wisconsin if finances are the only problem. The
competition may throw them at first, but they will have little need for
you after their financial needs are met. I do not feel the counselor
should force himself on this type of student,

A program for the disadvantaged should employ a number of people
at perhaps the Master's level. One counselor should be randomly assigned
to 25 students. Serious personality problems should be assigned to the
Counseling Center, and these two groups should not be confused. Your
staff should develop their own specialists in such areas as fimancial
aids, reading, testing, job placement (part-time for dropouts and for
graduates), etc., and yet these people should not try to cduplicate
services available elsewhere on campus.

Some special equipment (portable tape recorders) and maybe a small
library geared to the basic courses may be desired. The most important
ingredient, however, must be that your staff be committed to trying to
understand and accept the student's particular orientation. Ideally,

a counselor for the disadvantaged would have so much faith in the basic
worth of a human being that he would have just as much concern for a
skid-row bum as he would for a merit scholarship winner. Still, one
cannot expect overwhelming success; in fact, failures are more likely
than successes.
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Imagine, if you please, a counselor who is working successfully
; with children and youth who are labeled as one of the following: ghetto
3 blacks, reservation Indians, migrant Mexican'American, or white rural or
urban poor. Currently these youngsters are our main concern in Wisconsin,
although it is obvious that almost anyone anywhere couid be educationally
disadvantaged.

3 What functions should a counselor serve in working successfully with
| young people who fall into such categories? Actually, he would be doing
what he ought to do with and for every child. In the present case, how-
ever, the need for help is likely to be much greater, and the difficulty
of actually helping the disadvantaged youth seems overwhelming at times.

In brief, counseling ought to help disadvantaged youth (1) to accept
: themselves as individuals of dignity and worth; (2) to understand them-
A selves as thoroughly as possible; (3) to make rational decisions and
plans for themselves, with full consideration of their own values and
their cultural context; and (4) to learn personal behaviors needed to
make and implement decisions and plans, as well as to take advantage of
opportunities that arise. Generally, the counselor will serve these
functions primarily by working directly with youth, individually or in
small groups, and secondarily by consulting with, referring to, and per-
suading others, mostly adults, to do things that will enhance the youth's
opportunities and increase his successes.
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On what bases could such counselors be selected for training and
employment as helpers of educationally disadvantaged youth? There is
precious little research and only slightly more experience that bears
directly on this question. Given such a know-nothing basis, I suggest
that the training program be cpen to anyone from adolescence upward in
age, without regard to degrees, race, nationality, or religion; and
that the first and foremost criterion for survival in the program be a
"trial by fire." This trial would consist of 1living at least 12 con-
secutive weeks, maybe more in some cases, in the neighborhood environ-
ment of an educationally disadvantaged group, and becoming accepted as
a helping person by these youth and their significant adults.
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Selection data would include both cbservations and opinions,
especially those of the youth and the applicant. Just becoming accepted
would not suffice, since not every basis for acceptance might be congru-
ent with the concept of helping youth to overcome educational disadvan-
tages.
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Moreover, since the counselor at times must be a liaison person
between his counselee and adults or other youth, who may have a different
cultural background, a part of the selection .rial must include experi-
ences at helping youth to relate to and be helped by these culturally
different others. And, their judgments of the would-be counselor’s
effectiveness should be weighed also.

Finally, after the pcol of successful applicants is identified by
trial, they may be sozted into those who are academically admissible to
a graduate degree program and thoze who are not. The preparation program
for ail potential counselors would be essentially the same, except that
those eligible for and desirous of the graduate degree would be expected
to develop research skills useful in helping educationally disadvantaged
youth.,

The basic program for all would be dedicated to training practi-
tioners. The core would be intensive simulated and actual field experi-
ence under supervision. (Incidentally, one major problem would be to
find counselor educators who can provide such training.) Each student
would become involved with educationally disadvantaged youth, including
A~V simulations, from the first to the last week of preparation, start-
ing with much observation and case study, moving to role playing and
real practice of small increments of counseling behavior, and then to
full scale interaction with disadvantaged youth in a laboratory setting
and finally in the field where these youth live. The last stage, of
course, is the counseling internship experienced in a living-in situa-
tion,

Among concomitant learning experiences in the training program,
certain ones are quite vital to the preparation of counselors who work
with disadvantaged. Here are a few:

1. Sensitivity training, so-called, in order to increase
awareness of thoughts and feelings of one's self and
others, to improve skills in communicating same, and to
evaluate and strengthen the depth of one's commitment and
faith in helping educationally disadvantaged youth;

2, Appraisal and diagnostic skill development, especially
using observational and other ncntesting methods that
help highlight the presence, if any, of cultural bias;

3. Knowledge of the history and culture of the people with
whom one expects to work;

4. Knowledge of and specific training in working within the
school and community power structure, including its
political and economic rature, as well as its resources
for helping disadvantaged youth. (Let us not assume that
one's skin color or social class presumes that one does
or does not possess such knowledge.)
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There 1s no question in my mind that the counselor must be the
central figure, other than the youth himself, in the whole enterprise
of educating the disadvantaged person. He is central in the sense that
he should help the youth get to the classroom, profit from it while
there, and use the results of learning after class is over. Most of
all, the counselor's centrality involves helping this youth to nourish
and have flourish a sustaining and renewing sense of faith in himself
and his fellow man. Wisconsin cannot tolerate any lesser condition for
any of its citizens. Therefore, the State ought to provide the neces-
sary financial and moral support for both youth and their counselors-
to-be as a significant step in keeping with our common tradition.*

*Specifically, Wisconsin should provide educational expenses and study-~
for-pay rewards for educationally disadvantaged youth in monetary and
pay-in-kind forms equivalent to $1,800 per year per student. For
selected counselors-to-be, training stipends, including the trial
period for all applicants, amounting to $3,000 per year dollar equiva-
—ent, should be awarded. Family allowances should supplement this
figure. Contractual agreement to work with educationally disadvantaged
youth for a time equal to that required for training, or else repayment
as a loan, would be expected of the trainee.
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GUIDANCE AND COUNSELING

Sister M. Charles Aan Preston
Assistant Professor in Spanish
Mount Mary College

In serving the disadvantaged student, as well as in serving all
students, the whole person and his needs must be considered. When
determining the function of guidance and counseling services in increas-
ing human potential through educational change among the disadvantaged,
the basic needs of the student must be kept in mind. Thus, this paper
proposes to survey those needs and the relation of the counmselor to
them,

First, one must examine the material needs of the students. Many
disadvantaged students are unaware of available financial help, student
health insurance, and student discounts (on airlines, at places of edu-
cational entertainment, etc.). It is the duty of the counselor to make
the student aware of these aids and to assist him in using them. This
may mean guidance in budgeting, assistance in filling ocut request forms,
introduction to banking procedures, etc., all of which serve a highly
educational pvrnose as well as help to fulfill basic needs of the stu-
dent. These services and aids should be offered openly and freely to
all students, so that the natural hesitation, shyness, and fear of the
disadvantaged student will be overcome.

The need for material security is particularly acute among the
disadvantaged. Any financial aid program which can guarantee only one
year of study to the individual should never be begun. If there is no
means for assuring a student that, if he is successful as a student, his
education will be uninterrupted because of financial need, then it would
be better not to start the student in a program. The added anxiety of
the imminent termination of his scholastic career is enough to undermine
most of the positive effects of any program, however well conceived.

Secondly, the institutions of higher education must consider the
social needs of the disadvantaged student. One of the most acutely felt
needs of any young person, and most especially of disadvantaged youth,
is that of a sense of being accepted--of self-worth. Any program which
sets the disadvantaged student apart from the rest of the college com=
munity is blind to this need and runs the risk of being very detrimental
to the personal development of the student. One of the most common com-
plaints of disadvantaged students, who usually beiong to minority groups,
is that of "apartness." They frequently experience a sense of aloneness,
and often ask, while hesitatingly learning about "going to college," how
many others "like them" will be around and how the other students will
treat them. Thus, students should be well-integrated with the nondisad-
vantaged students from the beginning. At the same time, no effort should
be made to force the student into modes of behavior contrary to his own
culture. '
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Disadvantaged students should be encouraged to participate in the
various social, academic, and service activities on the campus, The
idea that involvement in such activities is detrimental to academic
achievement is not borne out in practice. Once agaiﬁi the importance
of integrating the student immediately into the mainstream of college
life outweighs the loss in time which might otherwise be devoted to
studies. If these activities are also related to the student’s own
culture and particular interests, they will alsu help to reinforce
healthy attitudes of self-worth. It is evident that the student must
receive guidance in maintaining a proper balance in such participation,
however, -

Consideration of the psycholiogical needs of the disadvantaged
student must be basic in any program devised by the institution of
higher learning to help them. This seems self-evident. However, it
appears that the educators' very real concern for the academic success
of the student sometimes causes a loss of perspective in this area.

We know from research that one of the most fundamental needs of the
disadvantaged student, no matter what his background, is a sense of his
personal worth. The frustrations inherent in a life of poverty, the
effects of racial and other minority groun prejudice, the limitations
of environment, all contribute to a sense of inadequacy. Thus, the
first consideration in the development of any program must be an exam-
ination of that program in the light of the psychological effect on the
student. These students are telling us now that they are 'tired of be-
ing experimented on." They recognize their need for help. They appre-
ciate the interest of educators, counselors, fellow students. But they
want most of all to sense their own value because they are being treated
like a regular college student, not one who is particularly interesting
for his problems, his needs, his attitudes; or simply his belonging to
a minority group. Hence, any type of assistance must be offered in an
individual, nondegrading way.

Tutorial programs should be so arranged that only the tutor and
student know that it is going on. The student's freedom to choose in
the area of curriculum, activities, number of credits to form his total
load, etc., should not be curtailed. By so doing, the institution is
delaying the development of mature, independent action, surely one of
the most fundamental goals of higher education. It should be remembered
that the disadvantaged student is highly motivated in seeking a higher
education. He is in many ways more mature than his fellow students
since he has usually worked and has frequently had to assume much family
responsibility for the welfare of younger siblings. Why, themn, can this
student not be trusted to choose for himself, with proper guidance, the
type of program and academic assistance which is best suited to his
individual needs?

Instead of the usual battery of tests given the incoming disad-
vantaged student, a program designed to increase the student's test-
taking skills should be offered, A perceptive counselor should easily
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be able to identify the student's educational strengths and weaknesses
in such a learning situation if the group is kept small., Thus the same
result could be obtained as with the battery of tests, while avoiding
the frustration of the student in experiencing more inadequacies as he
struggles with numerous tests, most of which give only questionable
evaluation of his intellecfual potential.

Psychological counseling should be readily and discreetly available.
Students from multiproblem families frequently have emotional problems
which hinder learning, and which the university can help resolve.

The academic needs of the disadvantaged student are most evident.
Much has been done to attempt to fulfill these needs. Much more needs
to be done in the area of curriculum, scheduling, flexibility, knowledge
integration, skill building, etc. An essential part of most programs
for the disadvantaged includes tutorial and remediai programs. In view
of the previous discussion, it should be clear that such programs must
be structured in such a way as to eliminate the stigma attached to the
"remedial,' "disadvantaged,'" and "poorly prepared" labels. Skills
centers, such as those proposed for the new Federal City College in
Washington, D. C., to which all students, not merely those needing
remedial assistance, are welcome, are highly commendable. These skill
centers using multimedia approaches, faculty and fellow-student tutors,

" and varied locations and time schedules give the individual student
freedom to choose to work on those skills needing remediation, or merely
upgrading, at a time and in a way which is self-initiated and motivated.
They remove the stigma of a "remedial" program, which in our current
school system is all too often associated with a type of punishment or
deprivation for the disadvantaged student.

The disadvantaged student is seldom motivated by delayed gratifica-
tion. Therefore, any academic program should be designed to take each
individual where Lke is, give him an early feeling of success, and then
later £fi1ll in the gaps where necessary to provide a well-founded and
rounded education. The counselor must listen to the student and en-
courage him to develop to his own optimum level of productivity and
self-esteem as soon as he can, in his own way.

Since almost all disadvantaged students seek higher education to
improve their chances of getting a better job, fulfilling the voca~
tional needs of the student is essential. All those in contact with
the students must stop giving encouragement to the idea that the only
way to happiness and success is the regular four-year college program.
Each student should be guided to form the type of program which will
answer his interest and vocational needs. Students who choose the
associate degree and then later decide to continue fcr a bachelor's
degree should be allowed to do so with little difificulty in transition.
Work-study programs must be initiated at ail levels, in all schools,
not merely in technical programs, but in professional and preprofes-
sional areas such as law, medicine, education, architecture, etc.
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Students should be encouraged to enter new, challenging fields. Most
minority-group students will choose safe, traditional professions and
areas through lack of knowledge of the possibility of their entering
nther fields.

Identification and encouragement of prospective graduate students
tust be begun early in the academic career, hopefully during the sopho-
more year, certainly during the junior year. A program of additional
tutoring, counseling, and preparation should be a regular feature of
all universities with graduate schools, not only for their own under-
graduates, but for students in other colleges, particularly in the
South.

Some general conclusions can be drawn from the preceding considera-
tion of basic needs. First, counseling must be personal and continuous.
Each student should know a staff member personally, as a friend. To
implement this there will have to be a vast increase in counselors. To
facilitate such personaiism, regular faculty members teaching these
students could be given additional assistance in the form of workshops,
courses, etc. to prepare them to serve as academic counselors for a
small group of students. The use of upperclass disadvantaged students
to guide incoming students is essential. A valuable relationship for
both students will result. Wherever possible, counselors should be
drawa from the same minority groups xs the disadvantaged student.

Programs must be designed for the students, with the students.
Institutions of higher learning in urban areas, where the majority of
students are nonresident, should establish day care centers for students'
children, should schedule classes at hours convenient to the working
student, and should involve itself and all its students, including the
disadvantaged, in current urban affairs.

Whenever possible, students should be resident on the college
campus. However, care must be taken not to educate and guide the stu-
dent in such a way that he loses his identification with his own people
and culture. The object of higher education is not to make nice,
middle-class, white majority-minded products. Counseling must be
realistic and kept constantly within the framework of the students’
background, needs, and interests.

Particularly in working with the Spanish-speaking, special atten-
tion must be given to counseling the parents. Research has shown that
minority group parents are definitely interested in the education of
their children, but often they are unaware of the full implications of
education. For most Spanish-speaking parents, their child's graduation
from high schocl marks a precedent in the family. They are unaware of
the advanced educational needs of our technological society; for them,
with only a third or fourth grade education, high school graduation 1s
a culminating point. Thus, intensive counseling of the parents must be
given so that they may play the necessary supportive role in assisting
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their child to overcome the many difficulties inevitably faced in col-
lege. The closely~knit family structure makes this imperative. Parents
must be assured of the value of advanced education and most especially
that their child will be well taken care of, particularly if a girl.

We all recognize the importance, and the frequent failure, of the
high school in the development of the potential college student., Until
such time as we are abie to effect significant change in the counseling,
curriculum, and programming of elementary and secondary schools, it will
be necessary for the institutions of higher learning to assume this
responsibility. Thus, counseling of prospective students must be begun
early, hopefully in the sophomore year. Such programs as those using
potential college students as tutors of other lowel level students,
hopefully with token pay, are probably more successful than elaborate
efforts to tutor the potential college student himself. Opportunities
to build skills in test-taking, English, and reading should be freely
offered.
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The school counselor is a member of the school staff with graduate-
level training in counseling and related services. He is concerned with
and accepts responsibility for assisting all pupils. The counselor's
major concern is the developmental needs and problems of youth. Through
a planned program of services which include counseling, individual and
group appraisal, placement, occupational and educational information,
and follow-up, the counselor assists the student in the process of
"becoming." The counselor helps the student to amswer the important

1 questions, "Who am I?" - "What can I become?"
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The Counselor and Disadvantaged Children

In working with children who are disadvantaged, the counselor, too,
is disadvantaged. Because of the complexity of the problems of disad-
vantaged children, the counselor needs to have the training and corditions
of work which will afford him a measure of success in working with and
for disadvantaged children. The traditional guidance program is not the
solution. To develop a program of guidance services to meet the needs
of disadvantaged youth the following factors must be considered:
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1. Counselor Mobility. The school system should provide a
flexible work setting and environment for the counselox.
If the situation suggests such activities as home visits,
visits to employers, involvement with post-high school
educational staff, working with other social agencies,
etc., the counselor should have the freedom to movc about
outside of the school setting to accomplish his objectives.
A school-bound counselor cannot provide the kinds of
assistance needed by youth within a framework of broad
educational and vocational opportunities outside of the
immediate school setting.

2. Counselor Education Programs. Counselor education programs
should offer additional course work and appropriate field
experiences for all counselors and especially for counselors
who are planning to work with disadvantaged children. Care-
fully planned internships in inner-city schools and other
social agencies would be invaluable in the preparation of
school counselors who will work with disadvantaged children.
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3. Counselor Inservice Programs. Counselors presently
employed should be provided with a well-planned, ongcing
inservice program. The expertise in the area of effec-
tive ways of working with disadvantaged children is
available. The school has the responsibility to provide
an intensive inservice program for the guidance staff to
bridge the gap between knowledge and practice.

4. Counselor Selection. Not all school counselors can ef-
fectively work with disadvantaged children. Counselors
should be carefully selected for these assignments. In
some cases, self-selection may havz merit. The arbitrary
placement of counselors regardless of the unique needs of
the children in the work setting is sheer waste of profes-
sional talent.

5. Counselor-Student Load. Because of the complexity of the
developmental needs of disadvantaged children, the counselor
should have a significantly reduced counselor-pupil ratio.

- To work effectively with disadvantagad children the coun-
selor needs time--time to do the job. The counselor-pupil
ratio in this case should approximate 1:250. The zradi-
tional counselor-pupil ratio of 1:400 or 1:500 students is
completely unrealistic.

6. Extended Counselor Employment. The counseling and guidance
of disadvantaged youth is not a nine-months-a-year job.
Counselors should be employed on a twelve-months, year-
around, basis to provide additional time and a broader
range of opportunities to work with his studeats.

7. Head Start. Counseling and guidance programs must start
early in the life of the child. The success of programs
like Head Start clearly indicate that public preschool
and elementary education programs including guidance
programs and other pupil services programs are a
necessity.

In conclusion, perhaps the counselor should consider the following
quotaticn. An eleven-year—old "culturally diverse" child paraphrased
the Twenty-Third Psalm in this manner:

The Lord is my probation officer (counselor).
He will help me.

He tries to help me make it every day.

He makes me play it cool.
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In a very broad sense the session on counseling and guidance of
the "disadvantaged" could be encompassed within the general paradigm of
problematical inquiry. That is, there was expressed discontent, a sense
of trouble and perplexity with both the nature and the effectiveness of
the counselor in relation to thke "“disadvantaged" child and adult. During
the course of the session, the nature of the obstacles to effective coun-
seling were explicated. Hypotheses or strategies to surmount these
obstacles were generated. Probable consequences of these solutions were
considered. The final phase of the problematical paradigm, that of
choosing and testing alternative strategies, did not lie within the
charge given the session participants at this time.

In this paper, an attempt will be made to encorporate the contents
cf the session within the above paradigm. The perplexity and discontent
with effectiveness were self-evident in the session and need not be
further elaborated here. Tt should be noted, however, that without
this ferment, the session would not have been as producrtive as it was.
Sevaral short, prepared papers were presented by membei of a penel.

Obstacles to Effective Counseling of the Disadvantaged

The obstacles to effective counseling brcught forth by the parti-
cipants resided within the counselor himself and within the person being
counseled. Instftutional shortcomings were noted as were unfavorable
aspects of the community or cuitural milieu in which the disadvantaged
person attempts to maximize his potential, Many of these concerns
would, at first glance, appear to be legitimate grist for the counseling
mill. However, it is a positive commentary on the counselors that they,
as professionals, were able to appraise their professional activities
and find them wanting in terms of achieving their basic goals. This
posture can be contrasted with some profession wherein the professional
activities hav: attained such a degree of functional autonomy that the
original reason for the activities is very seldom, if ever, considered.
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Intrapersonal Obstacles

_A number of factors within the counselor himself were identified
as standing in the way of providing help for the "disadvantaged."
Typically, these shortcomings could be traced to the inappropriateness
of the training he has received. Specifically, the training has not
been change-oriented. The training procedures and models provided by
the university equipped him to maintain the status quo, to encapsulate
himself in a rigidly prescribed role rather than inculcating the desire
to centinue growing both affectively and cognitively. His training has
foisted on him testing techniques which are irrelevant in the sense
that the data they provide are vi.tually useless in working with the
"disadvantaged."
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The need for increased sensitivity on the part of the counselor
was recognized. The myth of objectivity was implicated in this obsta-
cle. The lack of sensitivity was identified as preventing communication
with, and acceptance of, the "disadvantaged.” It manifested itself in
various ways. There was the problem of overgeneralization. All Indiams
are viewed as the same, whereas tribal differences are considerable.
There was the problem of overprojection. The Indians', the blacks',
and the Spanish Americans' perception and experience of time is quite
different from that of the white middle-class counselor. Yet no allow-
ance seems to be made for this factor in counseling. E

Finally, there appeared to be limited commitment on the part of
the counselor to really involve himself in the world of the disadvantaged
counselee. This lack of commitment was seen as an obstacle standing in
the way of effectively helping the disadvantaged. Manifestations of this
phenomenon are the labels (such as the "disadvantaged,' used in this
paper) used to effectively distantize the various groups of those pre-~
sumably being helped.

Obstacles within Counselee

It is possible to view obstacles within the counselee which impede
the counseling process as having their genesis in the immediate environ-
ment or the history of the individual. However, whatever the casual
nature of these obstacles, they manifest themselves in the counseling
milieu as the counselor attempts to help the individual; were they not
present, the guidance process would be more effective.

In the conference, two impediments stood forth. One was the lack
of skills appropriate for coping with a complex society. Inability to
read well and the inability to think abstractly seemed to be the major
concerns; both provide an indictment of the formati.ve educational
process. A second area of concern was the self-concept of the "disad-
vantaged." Here the problem of identity loomed large. Many youngsters,
it was reported, do not see themselves as Indians or blacks until they
are defined as such by their white peers, with the attendant negative
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connotations, at a later age. Since people tend to act consistent
with their self-perception, the counselor is then faced with the dif-
ficult job of modifying negative aspects of the self-concept so that
the indiwvidual can be freed up to maximize his potential.

In terms of motivation, the concensus was that the majority of the
younger 'disadvantaged" see education as a path to betterment of their
condition and demonstrate a desire to succeed in school. The school as

an institution, however, must be prepared to bend =z little to make the
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learning environment relevant to the life styles of these individuals.
Institutional Obstacles

The largest source of obstacles to effective counseling of the
"disadvantaged" appeared to be the educational and administrative insti-
tutions themselves. Most of these impediments had their genesis in the
often-observed phenomenon that any institution, conceived for whatever
noble cause, tends in a very short time to have as its main concern the
perpetuation of its own existence to the exclusion of other concerns.
Given this self-seeking tendency of the ianstitutions, the counselor con-
cerned with helping the individual finds his work negated. This is not
surprising since in the final analysis, institutions are society's method
of perpetuating the status quo. Allowing and encouraging the poor and
"disadvantaged" into the mainstream cf American society is, by defini-
tion, going against what has heretofore been the status quo.

The conflict in goals between the individual counselor and the
institutions took a number of forms. As part of an institution or sys-
tem, the counselor receives rewards from the system, generates loyalties
and engages in instrumental acts which work to perpetuate the system but
at the same time tends to stand in the way of his meeting the needs of
the individual client. He has, for instance, to work through and with
financial aids officers and other administrators whose forms and regula-
tions are a constant source of frustration engendering much hostility on
the part of the "disadvantaged" student. Moreover, the counselor is
hard put to justify these paper and administrative road blocks. One
result is that the student acquires a marked distrust of the whole sys-
tem, including the counselor.

Many counselors feel “boxed in' by the system, with little room
being left to grow and develop into a fully functioning person in their
own right. Here the energy devoted to form filling, the inflexibility
of scheduling, and the irrelevance of administrative solutions to the
problems encountered by the counselor stand out., The irrelevance and
insensitiveness of some of the administrative solutions were brought
out in the conference. In some schools, special colored foods stamps
are given to the poor. At mealtimes, these children are identified as
(say) green stamp holders and forced to form separate lines from the
other children. This sort of activity would effectively negate any
attempt of the coumselor to integrate these chiidren and to improve
their se¢lf-concept.
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Another example of bureaucratic insensitivity was brought out with
respect to the federal government's handling of the Indians. A number
of years ago, it was fashionable to think of the Indians as soldiers.

In Indian schools across the country, Indians marched wherever they went.
A bureaucratic edict then decided they should be farmers and programs to
this end were implemented with little success. The reason was that the
Indians look upen the earth as mother. The thought of gouging and tear-
ing up their mother {(albeit symbolically) just did not agree with them.

The irrationality and ineffectiveness of much bureaucratic planning
and maneuvering has been the perennial source of many good jokes and was
considered in the conference as an obstacle to effective counseling of
the "disadvantaged." The inability to communicate the purpose, goals,
and procedures of such programs, good and bad, appeared to be the main
irritant.

Commuriity Obstacles

The education of the poor and "disadvantaged" has to take place
within a community--most often an affluent, white, middle-class com—
munity. Pre-judging and misunderstanding of the "disadvantaged" by the
citizens of these communities appears to be the rule rather than the
exception. These attitudes and ignorances work to undermine the effec-
tiveness of the counselor.

Strategies for Effective Counseling of the Disadvantaged

The third and fourth phases of the paradigm of problematical
inquiry, strategy or hypotheses generation and exploration of the con-
sequence, are presented in this section of the paper. A number of the
panel members presented relevant and well thought-out papers developing
alternative strategies in various areas.

Professor Wray Strowig of the Department of Counseling and Guidance
at the University of Wisconsin, Madison, developed a number of points
relating to the selection and preparation of counselors to work with
educationally disadvantaged youth.

Sister M. Charles Ann, SSND, Ph.D., Director, Guadalupe Center,
Mount Mary College, Milwaukee, offered some practical implications of
the basic needs of disadvantaged students in the area of guidance and
counseling.

Richard R. Roth, Ph.I., Supervisor in Guidance and Counseling,
Wisconsin Department of Public Instruction, suggested institutional and
educational modifications which would increase counselor effectiveness.
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The discussion session of the whole group yielded a number of
specific strategies for overcoming obstacles to effective counseling
of the "disadvantaged." These strategies, to a certain extent, over-
lapped some of those offered by the pamelist. Thus the following
points can be considered summary statements of courses of action. As
suck they are stated in the form of injunctions. iIn making the follow-
ing points, it is assumed that the counselor’s primary professijonal
responsibility is that of helping the individual client make the most
of his potential within the context of the society in which he lives,

1. The counseling enterprise, particularly for 'disadvantaged"
clients, should be allowed to operate independent of the
educational institutions--public school, university, or
college. It would seem that only in this way can effective
communication with the client be established.

2. A corollary of the above is that the counselor of the
"disadvantaged" should be prepared to live in, or at least
spend a great deal of time in, the community from which
his clients come. Here again the concern is that of
communication as engendered by increased sensitivity and
understanding of the lot of the ''disadvantaged.'

3. In order to allow the trained counselor to more effectively
use his time, form filling and record keeping should be
kept at a minimum through the use of clerical aides and/or
a reduction in these requirements by the bureaucracy.

4., 1In meeting the manpower needs in counseling, equal emphasis
should be given to the needs of the rural and urban poor
and of the various minority groups.

5. 1If a university or college accepts minority groups on its
campus, then it must be prepared to take the lead in
modifying community attitudes and increasing the community's
understanding of the minority group. It was suggested that
such undertakings as cultural centers could serve as the

3 focal point for dialogues between the community and the
: minority group.

6. The Department of Public Instruction should have authority
to selectively fund, under NDEA or some other source, special
projects related to the inservice training of counselors.
Two immediate concerns presented themselves. Oue was a
series of T-group sessions to increase sensitivity. Another
area of concern was that of tests. It seemed that testing
as a source of information about the "disadvantaged" has to
be thoroughly evaluated and/or counselors have to receive
additional training in the use and limitations of test scores.
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7. The rigidity of the educational administrative system
was repeatedly aliuded to. However, specific strategies
to overcome this obstacle to effective counseling of the
disadvantaged were not easy to come by. One suggestion
was that fiscal officers and instructional perscanel
should either take courses in counseling or be counseled.

8. Research continues to be needed in the area of counseling
the "disadvantaged.” This should be the action type of
research primarily, although pure researcn of the type
which contributes basic knowledge is needed also.

9. Finally, in implementing any of the above strategies, the
personnel involved should be involved at crucial decision
points along the path of action.

Testing Alternative Strategies

The final phase of the problematical inquiry paradigm, that of
choosing and testing alternative strategies, implies several things
that the evaluators would like to emphasize. First, the decision-
makers should be prepared to explicate the value of the outcome of the
various strategies open to them. This might be no more than a simple
ranking of the outcomes. They should also indicate the probability of
achieving the various outcomes. The combination of these two factors
should then determine which strategy is chosen. It would seem to be
of value to have a committee make these two parameters of decision-
making explicit.

Secondly, and perhaps most important, whatever strategy is chosen
must be considered tentative until it has been found effective in
achieving the specified outcome. In this way, the erection of mini
bureaucratic structures can be avoided. What is being alluded to here
is the need for continuous and conscientious evaluation of any of the
strategies chosen to act upon.
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FACULTY SENSITIVITY TO PROBLEMS

Velma Hamilton
Assistant Chairman, General Education
Madison Area Technical College

Educators like to feel some pride in the competencies and knowledge
that students acquire; we share the belief that we help to shape the
emergent social systems. By the same token, we share some of the blame
for the attitudes and values that mzke necessary a conference such as we
attend today. '

We live in a society that increasingly prescribes education as the
passport into the desirable political, economic, and social realms. Yet,
as guardians of the passport office, we must assume a part of the re-
sponsibility for narrowing the chances for successful participation of a
large segment of our youth. And if we agree that all youth of ethnic and
racial minorities are somehow disadvantaged, then this segment may add up
to more than 20 percent of our students.

Two personal anecdotes may serve to illustrate some of our short-
comings. Shortly after the 1954 Supreme Court decision on school
desegregation, a friend and teacher in our school attended a national
meeting of the American Psychological Association. In a session which
she attended, one school psychologist said, ''Oh well, we have a means to
protect our schools., We will just test them out." Whether this
represented one mar's opinion or was an agreed-on policy, it does
describe what I believe was and still is, an all too common attitude
among school personnel--administrateis and teachers—-toward the educa-
tion of minority group students. Instead of being in the vanguard for
the liberalization of our society, some of us have been the handmaidens
of the power structure, sometimes supporting racist attitudes and colla-
borating with bias, consciously or unconsciously.

At our school we have a small group of students whose parents are
migrant workers; this has given me a second anecdote. These students
have not completed high school, but have passed a general educational
development test and are now trying to absorb a post-high school
curriculum. They are supported by the State Rehabilitation Department.
About two weeks ago, one of these students came to talk about her grades
and in the course of the conversation, asked if we would write to her
parents to try to convince them to let her stay in Wisconsin. I suddenly
realized that I had taken for granted that parents in migrant camps in
Texas or New Mexico would be so grateful to have their children in
classrooms that they would forfeit any right to be concerned about their
welfare while in Madison. Insensitive? You bet!
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What do we mean by sensitivity? I asked one of our psychology
teachers for a definition and he quoted an authority: ''the ability to
predict what others will feel, say, and do about you, themselves, and
others."

Are our teachers able to predict what educationally disadvantaged
students will feel, say, or do about themselves and their problems? What
attitudes do they display? I believe that I can identify on this basis,
five groups of faculty members on the staff of our school.

1. Some teachers are indifferent. They are not concerned about
social issues, least of all about racial issues. Teaching is
for them a means of obtaining money and time for the pursuit of
other interests. They are not hostile to students nor are they
helpful.

2. Some faculty members are frightened and uneasy when more than
two or three blacks, or Puerto Ricans, or Indians, happen to be
in their class. Many teachers from white, middle class back-
grounds have been isolated (and insulated) from the culturally
different. Such individuals are often uncertain about emotional
overtones in any situation and are so conscious of conflict
potential that they go to almost any length to avoid contre-
versy.

3. Some faculty members are themselves status striving or have
wives who want to be socially mobile. Many of these people
have immigrant backgrounds and consistently avoid any behavior
that might be unacceptable to those whose acceptance they seek.
They do not identify with the "underdog" from which role they
have often so recently escaped.

4. Some teachers are deeply committed to helping the underdog. They
have a mission--to lift the deprived, to prove that they "are
on the right side." Many black students find this type of
teacher patron’zing, insincere, and, in their words, "phoney."
The young people whom I know, whom many of us define as de-
prived, do not think of themselves necessarily as being de-
prived. They certainly do not want to be "uplifted."

5. The truly sensitive teachers are those wio Fave deep personal
convictions that students can be educated (led out) and who have
a professional commitment tc this end. Such a teacher is accept-
ing of himself and can accept others as the same kind of human
being. He is competent in his subject matter field; he is
jr-ovative in his teaching methods; he is ccncerned when
learning does not take place; he realizes that textbooks and
classrooms are at best partial and limited tools for reaching
the hearts and minds of students. He realizes, further, that
more education goes on outside the classroom than inside.
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If the foregoing description of the sensitive teacher is even
moderately accurate, and if there were a bare majority of them in our
school systems, our problems would be minimal. I would suggest three
proposals:

1. The concern for a subject-matter field often blinds the teacher
to the fact that not all students are equally interested in or
able to master every subject. In subjects not particularly
related to a major or an occupational skill, teachers should not
expect the same level of performance as in subjects that are so
related. The nonrelated subject may be mathematics, or English,
or history, or a foreign language. I would suggest that a
system of pass-fail grades might relieve the pressure of re-
peated failure and frustration of students who have poor back-
grounds in these areas.

2. Relevance of materials. Many teachers have had their prepara-
tion in traditional insticutions with craditional materials and
methods. It is no secret that tradition has been slanted if not
biased in favor of a particular group. Examples and illustra-
tions from this traditional pattern of living give little
opportunity for the student who is culturally different to
identify with the material presented in the classroom. The
sensitive teacher will be aware of the gaps in his own education
and will realize thac he is teaching individuals, not subject
matter.

3. Sensitive teachers need to work actively to change the racial
imbalance in the staffs of our schools. They should propose to
administrators that faculties as well as student bodies be
culturally mixed.

What I am proposing in these three suggestions is that teachers take
the initiative for making changes in the all too bureaucratic structure
of American education.

It is impossible to know just how many sensitive teachers we have in
the schools and colleges of Wisconsin, but I can safely say that there
are not enough. To improve the situation, we can hope to change the
attitudes of some of the deficient ones, but we must be realistic and not
expect to change many of them. College teachers, especially, are highly
specialized, remote, impersonal, and dedicated to the search for know-
ledge in some cases. Many of them separate their roles as teachers from
their roles as citizens and feel no responsibility to the student who
can't "hack it.”

Therefore, we must look at other possibilities. We can change the
curricula in teacher education. We can provide firsthand encounterxs
for teacher trainees with culturally different individuals and groups.
Concern for basic attitudes toward racial, religious, and ethnic minority
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groups might even de made a measure of fitness to teach. Perhaps the best
we can hope for is to establish on our campuses true community--a community
in which all share in the dynamic experience of mutual teaching and
learning. Such communities may then prove to the larger society that
democracy is indeed a possibility.
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FACULTY SENSITIVITY TO PROBLEMS

Amy Henderson
Student
University of Wisconsin - Milwaukee

I am to address myself to the question of how the faculty to greater
degree might recognize the problems cf the educationally deprived. But I
would first like to summarize the attitudes of the faculty toward the
average university underclassman-~~as viewed by a student, myself--to give
you some feeling of the kinds of barriers imposed under normal circum-
stances to students who have been given some adequate preparation for
the uvniversity environment, I would hope that you can project how ampli-
fied these barriers become then to a student who is classified as inade-
quately prepared for the university by standards now enforced. I will
then turn to a discussion of present faculty involvement specifically in
the Experimental Program in Higher Education at the University of Wis-
consin ~ Milwaukee, and how it needs to be extended.

Most students, I thiank, enter the university with the idealistic
impression that, four years later, they will march out as broadly
educated members of society. The professors they see from 30 rows back
in their introductory courses somehow seem to be incredibly wise--and
thoroughly unreachable. Unfortunately, a few professors begin to believe
and actively perpetuate this myth. The idea of actually going to see
your professor without the insulating cover of 300 other students to
protect you from his intelligence and wit is a fantastic barrier for the
student to overcome., Thus, some students go through their first two years
in college without a face-to-face meeting with a professor--and if he's a
full professor, it may take another year.

While some of the blame for this lack of contact falls on the
students, a share also belongs to those faculty members who see them-
selves in a kind of "noblesse oblige' relationship with their studeats,
and set themselves up as feudal-like barons--so that even when they do
condescend to meet with their student-serfs, they treat them with all
the respect a man with three degrees feels is proper vis—a-vis the lowly
undergraduate., This, I think, is carrying the Lockian concept of
"tabula rasa" = bit too far.

In all fairness, there are factors which propagate this system
beyond the control of most professors. For example, time is certainly a
major factor; professors are obligated to do extensive research not only
for their classes, but for publication--publication, that's the unique
symbol of competence establisheua by the university structure, and pro-
fessors are rated accordingly. Combined with teaching an average load
of three courses and attending the all important committee and depart-
mental meetings necessary to a professor's career, little actual time is
left over for contact with students. And whatever incipient interest a
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professor may have toward his students 1is gradually snuffed out by pres-
sure from his colleagues. For example, raised eyebrows often greet the
professor who is caught talking with a group of students outside the
classroom~--it tends to put him in a rather subprofessional stratum if he
is suspected of associating with students. Yet it is not considered
unusual--or detrimental--for a professor to lecture from dog-eared and
yellowed class notes. Something is wrong here.

And something is wrong when there is only a small minority of the
faculty who will reach out to students, who will come to them out of
interest~-the question arises, "How do they manage this time when their
colieagues cannot?"

Something is wrong when you've had a professor for two semesters in
a row and you're surprised when he remembers your name.

Something is wrong when a professor isn't given the time to really
know his students--when the only time he has for students out of class is
categorized as "left over."

It would appear that two basic alternatives are confronting the
university in general and the faculty in particular. First, since the
faculty must function within the framework of the university, should the
institutional sitructure be geared at (a) research, or (b) teaching?
Perhaps the university needs to be divided into a kind of dual faculty,
those whose primary interests lie in teaching, and those who prefer
research. In this alternative, there would be no pretension at trying to
accomplish both objectives, nor would a student be put in the middle of
this controversy--at least he could walk into a classroom and be aware
of what he's facing.

The second alternative would be that rather than an "either-or"
dichotomy, a faculty member would determine his primary interest area,
research for example, but then make a commitment to excel in teaching
also. In this way, he would be able to further his own discipline
without failing in his responsibility to his students as an educator.

The point that emerges from this whole quandary is that students
are no longer accepting their status of serfdom--~they are reacting to
the very things I have addressed myself to today. For even in our
somewhat tempered idealism, we still feel that the university's role
ought to be one closer to leadership in a changing society-—-that is, a
resource pool from which a better society may arise~-rather th -. an
institution which acts as a static perpetuator of things as they are--or
were.

I would now like to turn to present faculty involvement in, and
sensitivity to, educationally disadvantaged students at the UWM. The
Experimental Program in Higher Education at the UWM was established to
meet the problems of this student population; overall faculty involvement
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in this program is crucial. At present, a number of faculty members have
been involved as consultants at various stages in the program; another

12 to 15 participated in the Orientation Program at the beginning of the
first semester (most of whom have done little since); and three have been
directly involved through teaching course sections specifically structured
for students enrolled in the Experimental Program. When you're talking
about a total faculty community of 900, that is not a very satisfactory
number of faculty directly or indirectly involved in the program, or even
aware of it.

i

Thus, increased faculty involvement is essential to the success of
the Experimental Program. However well-intentioned individual professors
are, the potential of this program will be realized only through greater
faculty awareness and formalized support.

Primary faculty involvement in the future of this program will grow
from a Faculty Advisory Council. This 2l-member council will include
seven students, seven faculty members, and seven community leaders. At
least four of the selected faculty members must teach full or part-time
in the Experimental Program. Whenever possible, the teaching staff of
the Experimental Program will be appointed on a joint basis with the
academic departments of the university.

Other direct faculty participation will be through workshops
involving professors and small groups of students, and through an
expanded tutorial program utilizing teaching assistants as well as
professors.

Somehow, and especially in an urban situation where the university
simply cannot operate in isolation, the faculty must become more aware
of and actively concerned about the problems of the educationally disad-
vantaged. They must help us break down the old barriers--to reach out,
and not to say, "I don't have the time," or "Why?" When I hear this, I
think of what Shaw wrote, "Some people see things as they are and ask
why....1 dream things that never were and ask why not."
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EVALUATION OF WORKSHOP #5 -- FACULTY SENSITIVITY

Glen C. Pulver
Dean of Human Reesource Development
University of Wisconsin Extension

G. John Stoelting
irector of Program for High Risk

and Disadvantaged Students
Wisconsin State University - Eau Claire

Faculty sensitivity to individual student concerns and rneeds is an
absolute necessity for effective education. The degree of sensitivity to
the problems of the educationally disadvantaged depends upon:

1. The teacher's individual makeup based upon his experience.
2., The problems of general school operation.

3. The restrictions imposed by the educational system.

The Teacher's Individual Makeup Based Upon His Experience

His sensitivity ranges from the indifferent, through fear, uneasiness,
and patronization to real understanding. The nature of the teacher's
family and personal life style, community experiences, formal education,
and work experience determine his capacity to be responsive to the con-
cerns of the student inside and outside of the classroom. Many Wisconein
teachers come from middle class white backgrounds with little or no
experience with minority groups or the impoverished. This insulation and
isolation has caused a high degree of insensitivity.

The Problems of General School Operation

The teacher as a part of the professional staff faces problems of
lack of sensitivity when he is placed in a choice situation involving
recognition of student needs and welfare as against such matters as
personal concern for salary schedule, for working conditioms, for patterns
of staff and pupil control, for administrators, and for peripheral duties.

The Restrictions Imposed by Educational System

The general impersonal regulations imposed by central offices and
administrations often do not fit the specific needs or concerns of the
educationally disadvantaged. The teacher and student all too often
cuffer with an "all things to all people" curriculum. The evaluation of
learning success and teaching ability may have little to do with the
achievement of the real goals of learning. Universities are especially
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guiity of rewarding research competency and ignoring teaching ability.
Rigid institutional policies may prevent real response to the needs and
concerns of the educational program.

If faculty sensitivity is to become a reality, a series of positive
steps must be taken.

i. To improve individual teacher semsitivity:
a. Qualified teachers of diverse cultural backgrounds and
divergent points of view must be sought and employed in all

educational systems.

b. Teachers should become involved in the life style of the :
students and the community. b -

c. On~the-job training shoculd be provided which includes

teacher visitation with student and family. Live-in ex- %
periences should be considered seriously. F-
d. Teacher training programs should include special courses 3
taught by people with an immediate feeling for and under- .
standing of racial minorities and those who are impoverished. o

e. Teacher aides should be employed from the immediate community ,
to interpret the deepest concerns of the people. E

2. To improve general faculty sensitivity:

a. Problems of teacher welfare must be matters of total faculty 3
consideration. 3

b. Careful study must be given to means for stimulating learning j
efficiency in pursuit of individual and school objectives. 3

c. Boards of education and the legislature need to be encouraged ;
by teachers, administrators, and the community working to- 3
gether to provide adequate resources for desirable opera-
tional conditions.

d. Faculty relationships must be characterized by free inter- @é-
action with no professional stratificatiom. 3

3. To encourage sensitivity within the educational system!
a. There should be direct community and student involvement in

curriculum development, teacher evaluation, and school ad-
ministration on a continuous basis.
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b. The faculty member should be recognized and rewarded on the
basis of his teaching merit rather than other factors such
as the number of his publications, and years of employment.

c. Class size and faculty support should be sufficient to make

the opportunity for teacher-student communication a reality
rather than an educational myth,
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COMPENSATORY PROGRAMS
THREE MYTHS OF COMPENSATORY EDUCATIONAL PROGRAMS

Gordon L. Berry
Assistant to Academic Vice President

Marquette University

The conference this week has been addressing itself to the chal-
lenges faced by our institutions to develop sound programs for the
socially, educationally, and economically disadvantaged people in our
society. Sound and productive programs must be provided for all of our
children whether they live in the green-grass areas of suburbia or the
often teeming areas of -the central city. Assuming and hoping that the
children of suburbia will be provided a good education, it is the
children of the inner city, and the compensatory programs designed to
assist them, that I would like to comment on briefly.

Dr. Rollo May, the noted author and psychotherapist, uses the word
"myths" in a very positive way when discussing their role in our
society. I have selected for my theme today the "Three Myths of
Compensatory Educational Programs'; I am using myths to refer to
imaginary beliefs and practices which we have fostered in compensatory
programs. I use the term in this fashion despite the fact that I am
very much impressed with the concept advanced by Dr. May.

MYTH ONE

Compensatory Educational Programs Have Developed Innovations in Curri-
cular Design

Many of the programs have ard are attempting to make significant
changes in the lock-step curriculums of the past. They have done this
through involving programmed learning materials, paraprofessions, audio-
visual devices, community involvement programs, some flexible scheduling,
and various forms of tutorial assistance. While such introductions into
a compensatory program are valuable, they do uot necessarily constitute
innovation. Im fact, such approaches, when studied in detail, often
constitute warmed-over techniques which have contributed to our very
need to hold this conference.

The watering down of course content, to introduce reading groups
handled by paraprofessicnals, and to take children and adults to see the
resources of the community does not in some a priori fashion constitute
innovation.

An example cf these innovative assumptions can be seen in selected

educational and training programs described in several position papers
distributed prior to the conference.
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Innovation in a compensatory program should involve a willingness
to evaluate the sequential aspects of course content, to try out ap-
proaches such as Flanders Interaction Analysis and Questioning Tech-
niques, to attempt to experiment with teaching styles found successful
in dealing with disadvantaged students, and to look empirically at the
learning processes characteristic of culturally distinct children, youth,
and adults.

Fajlure to incorporate some of these aspects into the total planning
of our curriculum might rob us of the viable and creative thrust neces-
sary to make significant changes in the lives of the people we serve.

I would submit that an innovative curriculum must provide an
opportunity for each person to function in a relevant program which is
sensitive to the life style of the central city and to program activities
capable of developi~g some cultural identity. It must establish an
opportunity for the young people to express themselves in their language
without being considered "nonverbal.'" An example of this would be:

"Dig baby; let's make it down to my
crib and talk to those ribs on Mr.
Bell's thing."

Translated we find:

"Say John, let's go to my house and
talk to the girls (ribs) on the
telephone."

I personally consider that as verbal as some parts of the "Canter-
bury Tales."

Compensatory programs can be made innovative by taking into con-
sideration the social, psychological, and physical environment in which
learning for the disadvantaged takes place.! Understanding these factors
will cause the instructional leaders to seek out the strengths of the
learners in the program and to provide an opportunity for them to share
their ideas and do "their thing." I would caution, however, that rele-
vance and the opportunity for every person to be "with it" never can
substitute for a viable and meaningful program which has its base in
empirical knowledge, professional know-how, coupled with good common
sense.,

lEdmund W. Gordon and Doxey Wilkerson. Compensatory Education for the
Disadvantaged (New York: College Entrance Examination Board, 1966),
PP. 1-20




173

MYTH TWO

Teachers in Compensatory Programs Have Been Imvolved in Instructional
Innovation

Martin Deutsch, Harry Passow, Allison Davis, and Kenneth Clark have
discusced in great detail some of the problems the disadvantaged child
brings into the educational setting. These problems range from auditory-
visual handicaps to difficulties with the school language, health
problems, and the entire pathology of deprivation. Despite the abundance
of research reported on this target group, many teachers in compensatory
programs do not build this information into their teaching-learning
activities. Perhaps one reason for this oversight is that teachers and
administrators have not fully defined what the instructional program
should include and their role in the teaching-learning process.

There is a strong movement in theory and practice to involve sub-
professionals, paraprofessionals, and lay teachers in many compensatory
programs. The inclusion of paraprofessionals in such programs can play
a vital, important, and a necessary role in assisting the professional
teacher to become more effective as well as help to establish rapport
with central city students. My basic problem with this concept,
however, is that we must first develop some behavioral objectives
designed to give the paraprofessionals some guidelines for their
activities.

You see, the children of the central city are a heterogeneous group
with strengths, weaknesses, trightness, dullness, and a mixture of
aspirational levels. It is not enough just to give them a teacher and a
paraprofessional and begin a special program. These children need the
same type of unique instructicnal services, and teachers, found in ou-
programs for the gifted. The gifted child needs a highly trained,
creative, and gifted teacher able to make significant changes in the
curriculum through individualized instruction. The disadvantaged child
also needs a highly trained, creative, and gifted teacher able to make
significant changes in the curriculum through individualized instruction.

MYTH THREE

Compensatory Programs Have Included Innovative Counseling and Guidance
Services

Many compensatory programs point to their guidance services with
2 great deal of pride. Counselors in these programs usually provide a
variety of standard counseling, testing, and evaluatlon services common
to much of what we see in guidance activities. Some of the programs,
however, have considered themselves innovative and have stopped admini-
stering any standardized test instruments because they have a cultural
bias for central city students.
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There is much to be said about the limited success we have seen with
standard measuring instruments. It would appear, however, to throw them
out does not in itself offer the best solution. An innovative guidance
program would attempt to get some quantitative measure of the potential
of each student, but would always understand the limitations of the
instrument and attempt to include qualitative criteria into the evalua-
tion.

The counterpart of throwing all tests out the window is the
program that evaluates each person as they walk in the door. This
"test everybody approach" is typical of a state program considered by
some people to be rather successful. I would clearly point out, how-
ever, that the program runs the risk of losing potential candidates
when the word gets around about their testing practices.

In addition, this same program tends to take over the counselee's
problems in an attempt to rush it through to a speedy conclusion. This
directive approach most likely relieves the anxiety of the counselor,
but I would suspect that the counselee's problems still are active.

In addition, some compensatory programs are content to have
counseling sessions handled by an unskilled person from the community,
because they can identify with the counselee and speak his language.

I would submit that tais approach does have some merit, but it would be
most difficult to assume that it has assisted people until we are able
to gather additional information on its value as a counseling approach.

It would appear that the problems of the central city people in
some of our compensatory programs are often related to bread-and-butter
issues requiring some action on the part of the counselor. The counselor
to be helpful should have at his command health, welfare, legal, finan-
cial, and employment resources ready to aid the counselee and his family.
The counselor should also be wise enough not to tamper with persomality
disorders somewhat characteristic of adolescents and adults living in
the inner city areas. The decision to use any of these services, however,
is up to the counselee working in a supportive relationship with the
counselor.

It would be remiss of me to close leaving the impression that I am
against compensatory programs or that I have the simple answers for this
complex problem. Further, I am not one of the school people who want to
factor out or measure every program before it is implemented. If either
of these false impressions were given, it is another myth.

I have simply argued that we must not misunderstand or assume, on
superficial evidence, the real impact many of our untested and unevaluated
compensatory programs are having on the lives of inner city people. The
children, youth, and adults of the central city are too important and have
too much untapped potential for us to embrace myths without a clear search
for their value. It is, therefore, up to each program to evaluate its
myths in light of some clearly defined objectives and move toward com-
pensating for those practices that are not productive.




COMPENSATORY PROGRAMS

Leonard A. Haas
President
‘Wisconsin State University-Eau Claire

The university or college that admits students who are culturally
disadvantaged or who, on the basis of the traditional means of measure-
ment of academic ability, are lacking in the necessary qualifications to
be successful has a responsibility to provide compensatory programs to
enable such persons a reasonable opportunity for success.

Fundamental to the approach in the teaching process is the recogni-
tion that the student must be taken from where he is and that he must
be helped to obtain the maximum that his awility will allow. Essential
to accomplishment at this point is individual diagnosis. Programs such
as those at Carleton and the University cf Wisconsin-Milwaukee and many
others emphasize the significance of counseling at the time of admission
to the point that much more is known about the student than may be
recorded in the standard indices.

The term compensatory programs may have two different applications.
The terms "compensatory programs" and "compensatory practices' have been
used interchangeably with implied meanings associated with the reader's
own background. Gordon and Wilkerson in their book entitled Compensatory
Education for the Disadvantaged suggest that a continuing activity by
institutiens of higher education that help disadvantaged students to
enroll and progress in college is here termed a "compensatory practice."
An organized group of related activities is termed by them "compensatory
programs"—-concerted efforts to attract and help disadvantaged students
through a series of practices and special precollegiate and college level
instructional programs,

It appears that compensatory programs and practices in the main in-
volve three types of activities. Two of these, curriculum innovation and
the problems involved in admission, financial aid, guidance and counseling,
and social identification, are being discussed in other panels at this
conference. My remarks will be limited to those specialized procedures
that are developed to fill a distinct gap in the student's academic and
cultural background. Specific attention will be given to reading improve-
ment, writing skills, study skills, and tutoring.

In recognition of the need to meet the problems of the disadvantaged,
the faculty at Wisconsin State University-Eau Claire created an ad hoc
committee in the summer of 1968 to study the dirsction of the program.
Upon the recommendation of this committee, the faculty determined that all
students should be treated as individuals regardless of race, religion,
geographical origin, or cultural background. Acting on this basic
premise, the following implementations resulted:
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1. No special group be designated as culturally disadvantaged or
deprived because its members come from rural Eau Claire County,

central Milwaukee, Chicago's south side or any other specific
area,

2, The university is interested in developing academic potential in
all students.

3. That each student will have some problems--social, personal and
academic--that are common to other student: and some that are
unique to him. Any grouping to handle problems that are common
to a group of students should be done on the basis of objective
criteria related directly to the specific problem involved.
This might include grouping for remedial work in reading and
study skills as determined by ACT data and Cooperative Reading
Tests or other tests measuring these skills.

4. This does not imply that minority group students, specifically
black students or Indian students, as a group do not share the
common problem of relating themselves to an environment that
may contain unusually hostile elements. Even here, however,
each student's previous experience with prejudice and his
personal adaptation to it makes this a unique personal problem
best handled through individual help from other students, from

interested and sympathetic faculty, and from responsible and
concerned townspeople.

The faculty also determined that there should not be a second-rate
program leading to a differentiated degree since this would lead to a
second-class student body and faculty and would place the university in
the position of duplicating the major portion of the role of the
secondary school. In keeping with this decision, the faculty desired to
maintain existing standards of achievement in all programs.

To implement the program it was determined that 50 freshman students
(Later the number was increased to 52), whose academic success at Wis-
consin State University~Eau Claire would be doubtful op the basis of
skills and readiness for university work, were identified for compensatory

programs provided. These compensatory programs include the following
activities:

1. These students should enrcll in existing programs.

2. That interested volunteer faculty members, townspeople, and
upperclassmen be given the names of these freshman students who
might need special encouragement and help in pursuing their
academic goals at Eau Claire. These faculty members, upper-
classmen, or townspeople would then contact the students
assigned to them to offer perevnal help, social contact, and
generally informal counseling.
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3. That each department having extensive offerings at the freshman
level set up a remedial service for students who are having
particular difficulty with their subjects. Such services might

utilize Work-Study students as tutors, a system of personal
conferen( es with instructors, a combination of both, or whatever
other devices the department may employ in aiding these students.

WO Wi

Departments are urged to identify these students early in the
semester. The coordinator will assist departments in orientating
tutors to the special problems and needs of high risk students.

4. That a faculty inservice discussion series be initiated on a
voluntary basis to enable interested faculty members to develop
an awareness and sensitivity to the problems and needs of the
high risk, culturally distinct, and minority groups. It is
suggested that such topics as differing cultural values,
poverty, discrimination, and psychological prcblems of the
disadvantaged be studied and discussed to achieve some under-
standing of the high risk student.

A member of the School of Education faculty was named to coordinate
the program and was given a one-half time assigmnment for this coordina-
tion.

The Study Skills Program is a noncredit elective course available
to all undergraduate students. Sectioms are limited to groups of 20
students. The course consists of seven lecture-demonstrations which
meet for one-hour sessions for seven consecutive weeks. The purpose of
the course is to improve students' grade—-point averages through effective
study methods. Topics studied are:

1. Analysis of Ineffective Study Habits and Use of Scheduling Study.
2. The SQ3R Technique, the Most Effective Study Method.

3. The Art of Note—-taking.

4, Analysis of Individual Student's Learning Style Through Use of
a Standardized Instrument.

5. Vocabulary Development, Techniques and Materials.
6. Preparing for and Taking Examinations.
7. Skimming, Scanning and Speed Reading.

Another activity of a compensatory nature was the creation of the
Composition Laboratory.

The composition laboratory was designed to give freshman English
students specific help in mastering the basic composition skills.
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The instructér may refer to the laboratory those students who have
difficulty with basie éfmposition skills and those who lack the
linguistic concepts and rules underlying these skills,

The students who are referred are counseled by the instructor, glven
a referral form, and instructed to report to the lab for assignment.
The students are referred at any time during the semester, but re-
ferral within the first three weeks ig desirable for scheduling
purposes. During the fall semester of 1967, 162 students were
referred.

Upon reporting to the lab, the students are enrolled and the in-
structors notified. The instructors are also notified in the event
the students used the lab voluntarily. Each student is assigned to
a tutor who meets with him from one to three hours per week
depending on the severity of the problem. A two-hour per Week
schedule is the most common practice. The lab staff may vary this
one hour a week either way but permission of the instructor is
required to cancel lab attendance entirely,

To make individualized remedial work practical, each tutor teaches
no more than two students per hour. This process required 1,623
hours of actual tutoring during 1967-68. The basic composition
skills involving unity, coherence, order, introduction, development,
summation, etc., as well as specific mechanical skills such as
punctuation, capitalization, spelling, verb agreement, etc., are
part of the laboratory curriculum. Students plan, write, and revise
themes and work textbook drills supplied by the lab library of
grammar, composition, and rhetoric texts.

The lab personnel consists of one assistant professor of English,
one graduate assistant and 15 tutors. The tutors are sophomore,
junior, and senior English majors. The majority are enrolled in
the School of Education. To insure competency, each tutor requires
the recommendations of English professors who have personal know-
ledge of his ability. The tutors had a mean G.P.A. of 3.37 last
year. In weekly meetings, the lab personnel discuss students'
themes and varying techniques for teaching composition.

An important part of the lab's system of operation is the conference
between the tutor and the instructor. During the conferences, the
tutor and the instructor review the work done by the student and
plan further remediation. In the process, the instructor may help
to improve the lab staff by giving the tutor training in criticizing
themes. Tutors have the responsibility of initiating conferences;
however, instructors communicate with the tutor through the lab
director or by going directly to the lab.

The lab is open from 8:00 a.m. to 5:00 p.m. every weekday. During
that time, any instructor may send a student to the lab to write
makeup themes or use the lab library. Students also use the lab on
their own initiative.
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The G.P.A. of the average lab student in freshman composition for
the fall term of 1967-68 was 1.52 with 84 percent of the referrals
passing their composition course.

For the freshman class as a whole the fall semester showed a marked
improvement in grades in freshman composition over the previous fall.

There were two percent more A's, six percent more B's, three percent
nore C's, four percent fewer D's and two percent fewer F's at the
failure rate of four percent. There are undoubtedly a number of
factors responsible for this improvement. The composition laboratory
may have been one of them.

of the group of 100 students who are involved at any one time:

Approximately 25 percent separate from the program at the end of 12
weeks by having developed a degree of skill in writing and having
removed the specific difficulties which caused their referral.

About three percent are separated from the program due to lack of
acceptance of the assistance offered by the laboratory. Generally,
this includes students who have withdrawn from the university, those
who recognize the inevitability of withdrawal, or those who are
negligent in attendance both in the laboratory and in the class
making the original referral.

Approximately 70 percent remain in the laboratory during the entire
semester or beyond to extend growth in their writing skills beyond
the original remediation required.

To be most effective these compensatory programs ought to start in
the summer preceding the academic year.

On the basis of experience at Wisconsin State University-Eau Claire,
it appears that marked benefits have been reaped by students who fully
used the opportunities provided by the programs. However, it should be
recognized that motivation is probably the most important single factor
in the determination of success. How well the motivation is accomplished
will be dependent upon the student himself, counselors, and members of
the faculty who are involved.

On every college and university campus, there will be differences
among faculty members on the question of how far the university should
become involved in an activity that has been the primary responsibility
of elementary and secondary schools.
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COMPENSATORY PROGRAMS

ACCELERATING THE EDUCATIONAL/VOCATIONAL
DEVELOPMENT OF LOW INCOME AREA RESIDENTS:
IMPLICATIONS FOR HIGHER EDUCATION

Edward C. Wilkinson
Specialist, University Extension and School of Education
University of Wisconsin-Milwaukee

A short while ago, I heard Dr. Howard Thurman define freedom. He
said that a man is free if in his lifetime he senses alternatives. A
free man feels that he has options open to him. It's these alternatives
that I hope this conference is all about. My remarks today relate to the
critical problems of undereducation and underempioyment of our low in-
come area residents. They will contain some suggestions regarding steps
our state's higher education institutions might take to assist in ac-
celerating the educational/vocational development of these residents.

Although both the experience and the research upon which these
remarks are based have been concerned with Milwaukee's central city
(North), my impressions from the conference position papers indicate that
the conclusions apply equally to the other low income areas of the state.

PRESENT PROBLEMS

Employment

As the Kerner report points out, black workers in this country are
"concentrated in the lowest skilled and lowest paying occupations' which
often involve "substandard wages, great instability, and uncertainty of
tenure, extremely low status. . .and little or no chance coming for
advancement."! Table I compares the job level of white and nonwhite

workers in the United States and in Milwaukee.

To summarize these figures, column one shows that 61 percent of all
white workers are concentrated in the top three levels as opposed to 30
percent of the nonwhite workers. Of the white workers, 39 percent wculd
fall into the semiskilled or unskilled category, while 70 percent of the
nonwhite workers hold jobs in these clasaifications. In the 8econd
column, my estimates indicate that Milwaukee's problem is even more
severe. There, 58 percent of the white workers hold jobs in the first
three levels, as opposed to only 21 percent of the nonwhite workers.

lReport of the National Advieory Commission on Civil Disorders (New
York: Bantam Books, 1968), p. 253.
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Education

Historically, the public schools of this country have been the
vehicle through which children from all levels of society could develop
their full potential. "But for many minorities, . . . the schools have
failed to provide the educational experience which could help overcome
the effects of discrimination."? The following tables confirm this

fact for Milwaukee black youth.

Table II relates to those Milwaukee youth attending schools
classified as ESEA schools. These are the schools which qualify for
additional federal aid under the Elementary and Secondary Education
Act because they contain a significant percentage of youth from low
income families. As the table shows, by the time they reach eighth
grade, pupils from the ESEA schools are more than two grades behind the
expected naticnal norms and i-3/4 grades behind students in the non-

ESEA Milwaukee public schools.

Table IIT shows that students from ESEA high schools are almost
three times as likely to drop out of high school before receiving a

diploma as are students in non-ESEA high schools.

Table IV, however, has been added to point out that the statistics
from Table III may be somewhat misleading because they would tend to
understate the number of youth and adults who presently are out of
school without a high school diploma.

It is quite likely that the statistics in Table 1II indicate oniy
those students who officially transfer out or drop out of the schools
without graduating. They probably do not include the large numbers of
students who never officially leave the system, but who do not in
fact ever receive a diploma. To my knowledge, the Milwaukee school
system at present does not have these kinds of data available. There
is no question, however, that this information should be recorded and
publicized. My own estimate is that about 40 percent of Milwaukee's
black male youth do not receive a high school diploma.

Another indication of the fact that the public schools do not
succead with their black youth is shown in Table V. Here we see that
the grade-point average earned at the UW-Milwaukee by the graduates of
Milwaukee's central city (North) high schools is significantly below
that earned by the students from eight other Milwaukee public high
schools. We also see that, despite the fact that a higher percentage
of students from the central city schools graduate in the top half of
their class, only 36 percent of these students were able to earn a
2.0 grade-point average or above as compared with 60 percent of the
students from the other Milwaukee high schools.

There can be little doubt that a number of alternatives must be
provided in order to change the present employment-education picture.

ZIbido s ppo 424-4250
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TABLE I
PERCENTAGE OF MALE WORKERS IN EACH TYPE OF OCCUPATION
T B U=S=* !*Ii].t.eu:.v_'lr.ee.r
Type of Occupation
White Nonwhite White Nonwhite
Professional-Technical-Managerial 27% 9% 224 6%
Clerical-Sales 147 9% 154 5%
Craf tsmen~Foremen 20% 127% 217 10%
Operatives 20% 27% 257 487%
Service Workers 6% 167% 7% 13%
Nonfarm Laborers 6% 20% 7% 18%
3 Farmers and Farm Workers 7% 8% - -

*
Report of the National Advisory Commission on Civil Disorders (New York:
Bantam Books, 1968), p. 262.

TAuthor's estimates based on: Charles T. O'Reilly. The Inner Core North

(Milwaukee: University of Wisconsin Extension, 1963), p. 68 and 1968
fragmentary Equal Opportunity Employment data.
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BASIC SKILLS ACHIEVEMENT IN MILWAUKEE

*
TABLE 11

PUBLIC SCHOOLS

Expected by ESEA Non-ESEA

Grade Area National Norms Schools Schools
4 Composite 4,2 3.0 3.9
6 Composite 6.1 4.6 5;65
8 Composite 8.05 6.0 7.75

son:

*
TABLE III

* .

Michael Harder. State Aids for the Educationally Disadvantaged (Madi-
Task Force on Local Government Finance and Reorganization, 1968),

p. 3.

PERCENT OF STUDENTS WHO DROP OUT OF MILWAUKEE PUBLIC HIGH SCHOOLS

—_—  —  ——  —

Milwaukee Public
High School Students

ESEA High
Schools

Non-ESEA

High Schools

Pexrcent Dropouts

13%

5%

*
Harder, Ibid., p. 2.
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%
TABLE IV
HIGH SCHOOL DROPOUTS AMONG MILWAUKEE BOYS, 1960

4 %
16 1.6 2.4
17 9.2 16.2
A 18 16.72 29.2
: 19 21.3 35.7
‘ 20 21.3 38.5
21 23.9 4649
22 24,3 43.3
] 23 23.9 41.1
: 24 21.0 32.6
] *0'Reilly, Op. Cit., p. 39.
:
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*
TABLE V

ACHIEVEMENT RECORD OF FRESHMAN STUDENTS
ENTERING THE UNIVERSITY OF WISCONSIN-MILWAUKEE
FROM MILWAUKEE PUBLIC HIGH SCHOOLS - SEPTEMBER, 1965 SEMESTER

Ww
Number Composite Grade-~

Enrolled From Enrolled Point Average

4 Zentral City (North)

High Schools 101 1.52

8 Other Milwaukee Public

High Schools . ‘ 1.93

Number of Students Number of Preced-
Enrolled From in Top 50% of Class ing Column Earning | Percent

2.0 + G.P.A.

4 Central City
(North) High
Schools 94 34 36

8 Other Milwaukee
Public High

Schools 594 358 60

*
Compiled by the author from Registrar's records at the University of
Wisconsin-Milwaukee.




TR AR

A AT TR SR LTI LR R M oy

AR AT TR TR T DAL RN TSR AN R RN AT T TR RN TG AT T e T o T

187

Diagram i shows clearly the close relationship of education and
employment. As is obvious, the route to the higher categories and
levels of jobs is clearly an educational one. Therefore, it is to be
expected that youth leaving our central city schools and ncot succeeding
in the collegiate level are not going to end up in the higher level

jobs in the same proportion as are the white workers as shown in Table
I. Morae than likely the central city black youth who do not make it
through college end up in on-the-job training programs &snd emerge as
semigkilled workers. A number would try the technical level after
attempting and failing -at the B.S. levcl. But this number appears to
be small. My impression is that relatively few black youth enter
Associate Degree programs at the Milwaukee Technical College and
relatively few are presently serving in apprenticeships. There cen be
no question about the fact that those who leave school lacking the high

school diploma enter semiskilled and unskilled occupations.
PRESENT SOLUTIONS

The atte = ts we have made to date to remedy the problems outlined
above have t . defined as '"compensatory programs." I dislike intensely
and seldom use the word "« mpensatory' because, in the context it is
often used by speakers and writers, it seems to imply a deficiency in the
person rather than in our systems and institutions. In essence, these
programs are attempting to provide e..periences to make up for those
things which should have happened to him earlier, but didn't.

Significant state and federal funds have been allocated for these
kinds of programs at the K-12 level. At the higher education level, we
have begun a few programs affecting a relatively small number of youth.
Examples of these programs are the Doyle Program at UW-Madison, the
Spaights Program at UW-Milwaukee, the WSU-Eau Claire Program, the WSU-
Platteville Program, the WSU-Oshkosh Program, aud the Upward Bound
Programs at the UW-Milwaukee and the WSU-Whitewater. These and similar
programs all attempt to provide experiences to give the youth from our
low income areas a better chance to succeed at the collegiate level.
There is not the slightest doubt in my mind that these programs are
going to offer many of our youth a much better chance of succeeding.
They are excellent programs that need to be expanded.

Quite obviously, if we are to make a serious effort to accelerate
the educational/vocational development of our low income area youth,
the rate of expansion must be considerable. 10 illustrate, it was
mentioned earlier in this conference that the ratio of black students
to white students on the UW-Milwaukee campus is 1 to 81. However, the
ratio of the black population to the white population in the Milwaukee
metropolitan area is 1 to 12, 13, or 14, depending on the metropolitan
definition. Therefore, if the Milwaukee campus is to properly fulfill
its role in providing opportunities for Milwaukee's black youth, it
should have a black student to white student ratio somewhere in these
figures. Thus, we would need cbout a 700 percent increase in the black
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DIAGRAM I

RELATIONSHIP OF EDUCATION AND EMPLOYMENT
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student enrcllment on the Milwaukee campus. Quite obviously, this is a
major commitment. And even if we make such a commitment, these kinds
of existing programs provide educational/vocational acceleration only
for those individuals from low income areas who find it possible to
enroll in campus residential programs. This is a very small perceatage
of the people who are seeking alternatives to their present situation.

PROVIDING ALTERNATIVES TO THE FRESENT

There are a number of things that our institutions of higher
education can do immediately to begin to provide ways of accelerating
the educaticnal/vocational development of our low income area residents.
“ 3 Most require only a willingness to innovate. All are closely related
' to each other and for clarity are grouped here into two suggestions.

3 g 1. Change the present degree structure by offering a new and

¢ different Bachelor's Degree and by correlating the new degree
with an expanded and revised Associate Degree program. On« of
the most hopeful developments, vocationally, for low income
area residents is the rapidly increasing reed for pr.: :ssional
and paraprofessional wor’:ers in the health, education, social
welfare, and technicel areas. Our institutions of higher
education, however, Pave not yet begun to recognize this trend
with meaningful degr.e programs. Few of our present degree
programs are in any way relevant to the majority of our
depressed area residents, partic:larly for the careers in
which these people are so badly needed. And I see no hope that

}:nf within our present rigid derzartmental/college structures we
1 will be able to make ercugh changes to make the present programs
relevant.

For these reasons, I suggest that. every institution of higher
education that wishes to serve low income area residents >ffer

[ - a2 Bachelor of Arts or Science in General Studies (or a B.A., or

s B.S. in Applied Liberal Studies or a similar title) and that

JUNE each develop programs for that degree that relate to the many
expanding paraprofessional and professional career opportunities.

Many of our low income residents hesitate to commit themselves
toward higher education because they see only an impossible
task ahead--a program leading to the Bachelor's Degree which

< will take them from four to six or more years. They know that
3 more than half of a2ll students who enter college do not earn

F their degrees and that the percentage is substantially higher
for students entering college from depressed area schools.

For these reasons, it is important that an intermediate goal

of an Associate Degree be established within the suggested new
Bachelor's Degree programs. Under such a program, every course,
or at least the majority of all courses taken, would count both
toward a Bachelor's Degree and toward an Assoclate Degree with
a specific occupational/vocational goal.
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For exampla, credits earned by a student for an Associate
Degree in School Auxiliary Personnel Work should algo give
that student most, if not all, of the first two years of
preparation for the Bachelor's Desgree required for teacher
certification.

Another essential feature of a restructured degree Program is
the elimination of the remedial, noncredit courses. Requiring
a student to take these courses implies that he himself is to
blame for his alleged deficiencies, whereas, in fact, the
institutions of our society must share the blame. I am not
suggesting that the amount of credit necessarily be equal in
all cases. It is quite possible that a student could spend
the equivalent of six semester hours over two semesters in a
course and earn just one college credit. Nevertheless, the
important fact is that the work the student is doing does
count toward his goal.

Establish higher education programs within the low income

communities. It is unrealistic to expect that in Milwaukee,

for example, a substantial number of the residents of the
ceitral city would find it possible to enroll in college
programs and courses offered on the UW-Milwaukee, Kenwood
campus. Time, transportation, and convenience all mitigate
against it. However, I am confident that were college credit
classes offered in a number of locations within the black
community, the classes would be rapidly filled.

Last summer, in our teacher-training program, we used 35
central city mothers as community representatives to help us
work with 195 teachers and administrators. O0f these 35, 16
paid $65 to earn three college credits in the UW-Milwaukee
Letters and Science Department of Sociclogy. They did so
simply because the opportunity was presented, even though most
were not admitted to a degree program and were taking the
course as special students.

I'a suggesting here that we establish what might be called
"Educational Development Centers" in Milwaukee's black
community, in M