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are still to come. Various strategies and models for improving urban
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Urban Education in the 1970's

A, larry Passow
Tcachers College, Columbia University

What 18 ahcad for urban education in the 1970's? What will be the
future of the ghetto and the slum in American cities and how wil) this
affect and be affected by education? In what ways will education for
urban populations--particularly the increasing portion designated as the
"digadvantaged'"-~be reshened and will changes result in substantial
opening of opportunitics for iundividuals from these groups? These arve
hard queotioas about which to speculate, especfatly in the light of
events of the paat decade,

In the carly 1960's, as the civil rights movement and the war on
poverty pgathered momentum and as the poat-sputnik concern for skilled
marpower highlighted the inadequate development of talent among minority
groups, Congress was on the threshold of new social legislation and one
could be optiaistic, despite the apparent complexities of the problems.
A summer 1962 conference concerncd with education in depressed arcas
concluded on this note: 'The outlook 18 hopeful in the forces which are
being mobilized to dissect and resclve this wasteful, destructive protlem
of displaced citizens {n a rejecting and fgnoring homeland.' (Passow,
1963, p.351)

Since then, having s.ent billions of dollars on compensatory educa=
tion, initiated thousands of projects (cach with its own clever acronym
title), completed hwundreds of studies of uneven significance and even
more disparate quality, entered numerous judicial decisfons end rulings,

experienced dozens of riots and disordets, and gencrated whole new agencies

e s o A o s s



-2«
and cducational institutions, the nation's urban schools continue to
operate in a vortex of segregation, alienation, and declining achieve-
ment . /

Despite a considerable amount of rhetoric and numerous studies and

‘ reports, what has been called the '"urban crisis" grcws more Intense in
all {t: dimensions, The Kerner Commirsion probing for the causes of
civil disorders, pointed to the interactions of a varicty of factors-~
economic, political, health, welfare, education, justice, security--and
warned: "None of us can escape the consequences of the continuing econo-
mic and social decay of the central cfty and the closcly related problem
of rural poverty," (National Advisory Committec on Civil Disorders, 1968,
p.410) The Comminsion saw a continucd movement toward two socfetics«-
one casentfally white in the suburbs, small cities, and outlyirp dfstricts,
and the other largely :ton-white, located in the central citfes--and de-
clared that 'we arc well on the way to just such a divided natfion.”

While the concentration of the poor and the non-white populations
continues in central cities, Downs avserts that '"not onc single significent
program of any federsl, state, or local government is aimed at altering
this tendency or {s likely to have the unintended effect of doing so."
(Downs, 19C8, p.1333) Preliminary data from the 1970 national census
indicates that the greatest population growth has been {n avburbia with
the segregation of the poor and minority groups becoming even mure intense
in central citicas. Black and oth.er non-white migration to suburbia docs
apprar to be fncrecasing at a rate vhich scems to be exceeding carlier
projections, An analyzis by Birch noted that the consequences of these

papulatfon shi€ts "on the Inner suburbs and, eventually, on the outer
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suburbs, may be quite dramatic. Alrcady inner suburdb densities are
approaching those of central cities, and increcasingly this density
growth is attributable to the poor and the Blacks." (Birch, 1970, p. )

The American city faces a fourfold dilemma: fewer tax dollars
available as m{idle-income taxpayers move out and property values,
buelnéae and commerce decline} more tax dollars needed for cssential
public services and facilities and for meeting the ba.ic nceds of low-
fncome groups; incrcasing costs of goods and services resulting in
dwindling tax dollars buying less; and increasing diesatisfactions with
scrvices provided as needs, cexpectations, and living standards increasc.
(Narional Advisory Commissfion on Civil Disorders, 1968, p.399) While
it 15 posaible to cite improvements in many :¢pectes of urban life and
development., the imperative neceds call for far greater investments of
our intcllectuval and financial resources. 1In the current ceisis, educa-
tion s part of rhe problem as well as part of the solution., Aside
from the role of schools in developing "brainpower' and all that is
entailed in those cndeavors, cducation represents the means for creating
the comnitments and attitudes needed to grapple with the problems as well

as the promisce of our urban cencers.

Urban Educatfon in Trouble
Sneveys of large city school systems continue to document the faile
ures of the inner cily schools confirming that they are, as the situation
In Hashington, L.C, was characterized, '"in dcep and probably worsening

trovble," The District of Columbia Schools report, noting that the samo

findings would undoubtedly obtain in most large city systems, observed:

e TSR AP IO



-4~
Applying the usual criteria of scholastic achicvement as

measured by holding power of the school, by college-going and

further cducation, by post secondary school employment status,

by performance on Armed Forces fnduction tests, the District

schools do not mecasure up well. Like most séhool systems,

the District has no measures or the extent to which schools

arc helping studentq attain other educational objectives, for

there are no data on self-coucepts, cgo-development, values,

attitudes, aspirations, citizenship and other 'non-academic'

but important aspects of personal growth. However, the

fvrability of large nunbers of children to reverse the spiral

of futility and brecak out of the poverty-stricken ghettos

supgests that the schools are no nore successful in attaining

these poals than they arc in the more traditional objectives,

(Passow, 1967, p.2)

The Urban Education Task Force cited as indicators of the challenge
facing urban schools such facts as student unrest on sccondary school and
college campuses, proups secking cowvmunity control of neighborhood schools,
teacher strikes, voter vejection of bond issues, court suits, lack of
privrity for cducation cvidenced by state aud local governments, and a
sharp incrcase in alternative plans for schooling., Most {mportant,
hewever, 18 the conviction of large numbers of minority ethnic and racial
iroups that '"they have been shori-changed by thefr fellow American citi-
zens=«the white majority-+who lar,; 1y "“™mtrol the social, economic, poli-
tical and cducational institutions of our natfon.'" (Urban Rducation Task

Force, 1970, p.5)
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After presenting 'evidence which indicates the enormity of the
failure of the urban public schools to ecducate the poor in the past and
the present' Harvey Pressman argued that those concerned with educating
the urban poor "cannot realistfcally rely on the public schools to do
more than a disappointingly small fraction of the job at hand,"

(Preasman, 1966, p.62) And, gloomy observers, such as Jonothan Xozol,
warned: "An ominous cloud hangs over the major cities of Amerfcas It

fs the danger that our ghetto schools, having long ceased to cducate
children entrusted to their care, will shortly cease to function altogether."
(¥ozol, 1970, p.28)

The Kerner Commission pointed to the faflure of thie ghetto schools
to provide the kind and quality of ecducatfon which would help overcome
the cffects of discrimination and deprivation as one of the festering
sources of resentment and gricvance in Black communities, contributing to
increasing conflict and disruption. Morcover, the '"bleak record of public
cducation for ghetto children 18 prowing worse, .. «  critical skillg--
verbal and rcading ability--llepro studenta fall farther behind whites with
cach ycar of uchool completed," (National Advisory Commission on Civil
Disordere, 1968, p.425)

Asscssing the uation's response to the Kerner Commission Report one
year later, the steffs of Urban ’ verica and the Urban Ccalitfon concluded
that “the inuictment of failure ra: <\ on educatien in the slums and ghettos
is just as valid and cven more fai: [lar." (Urban £~ . .ca and the Urdban
Coalfition, 1970, p.33) However, the staffs felt that the ferment begun by
the so-called Coleman Report (Equality of Fducational Opportunity) and the
Commissfon on Civil Rights study (Rncial Isolation in the Public Schools)
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and accelerated by the Kerner Commission Report had '"incrcased to the
point where it is rocking--in some instances, cven toppling--the educa-
tional establishment."

The massive Coleman Report, 737-pages plus a 548-page supplemental
appendix, rcpresented the U,S, Commissioner of Education's compliance
with the C{vil Rights Act of 1964 provision for a asurvey on the '"lack of
availability of equal educational opportunities for individuals by rcason
of race, religion, or national origin in public educational institutions
at all levels.,.." (U.S. Office of Education, 1966, p.iii) The Coleman
Report yielded a rather bleak picture of widesprcad segregation of both
students and staffs, of scholustic attafnment of Black students sub=
stantially below that of white students, and with achievement disparaties
becoming progressively grester with cach year of schooling.

The "companion report" by the U,S. Commission on Civil Rights, Racial

Isolation in the Public Schools, involved some further analyses of Coleman

data, some special studies for the Commission, and asscssments of the
cffectivencss of a number of compensatory education programs 1 large
citics. The Cormissfon reported that in the metropolitan areas vhere
two-thirds of the BRlack and white populations now live, school scgregation
was cven more severe than for the nation as a wli>'e: '1In 15 large retro-
politan arcas in 1960, 79 percent of the nonwhite public school enrollment
was in the central cities, while 68 percent of the white enrollment was
suburban." (U.S. Commission on Civil Rights, 1967, p.3)

‘The Cormisaion on Civil Rights rejected "aumber of yeare of schooling"
as a mcaningful mecasure of educational attaimment, Coleman data on verbal

ability and reading achievement indicated that 'by the time 12th grade {s
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reached, the average white student performs at or slightly below the
12th-grade level, but the average Negro student performs below the 9th-
grade level. Thus ycars of school completed has an entirely different
moaniné for Neproes and whites." (p.14) Moreover, while acknowledging
that the 1950's had bLrought some cconomic progress to the Black pcpulation
fn absolute terms (f.c,, higher income levele, greater college going rate,
increased entrance to the professions and more skilled jobs) the relative
change with reepect cither to whites or to more affluent Blacks was small.
Most Blacks, the Commission concluded are still have-not Americans: ''The
cloger the promise of equality scems to come, the further it slips away.
In every American city today, most Negroecs inhabit a world largely isolated
from the affluence and mobility of mainstrcam Amerfca." (p.l15) With some
cxccptlon‘for the Oricntal peopulation, much the same picture could be
detailed for other minority groups--the Puerto Ricans, the Mexican-Americans,
the American Indfans--and all poor groups, {ncluding vhites. Socfoecononic
differences tn schiolastic performance have been consistently significont,
In 1968, {t was cstimated that twicc as many whites were below the poverty
level as non=whites--17.4 million as compared to 8.0 million. (U.S. Bureau
of Connus, 1969) Income level alone does not take into account discrinina-
tory practicea. Consequently, "poverty' takes on different meanings for
different populations; ta be poor and a member of a non-white group can
have differont contcquences from being poor and white.

Schoola‘aud the cducational delivery systoms arc part and parcel of
the urban crisis--both a consequence and a contributinp factor. The IEW
Urban Task Force, pointed out that the problems facing urban s:hools are

not entirely new and have actually extisted for a considerable period of

- . - i e e o = e e e t e i + = o h e e b e e i . —— s - s o v P




-8~
time. What is differcnt now {s the surfacing nationally of these prob-
lems and the recognition of their complexities and severity, including:
the steadily dwindling financial resources; the persistence of racism;
the rising expectations of impoverished urban residents; and the inter-
relatedness of all the problems to poverty." (Urban Education Task Force,

1970, p.5)

Quality and Equality

The increasingly active and militant demands for achools to upgrade
the achicvement levels of inner-city pupils and prepare them more ade-
quately for 1ife in an urban technical gcciety has beon expressed in the
calls for ”duallty cducatfon’” and "equality of educational opportunities.”
Neither phrasc has been clearly defined but discussions have served a

useful function in highlighting existing ambiguities and resulting con-

flicts in cducatfonal practice. Quality educatfon is defined by some

groups as "the kind of education provided the white niddle class suburban
child" and measured by standardized tests of achievement and admissions
pained to collepges and universities, Others see such a poal as too

limited and describe quality in terms of "maximization of human potential,"
maintaining that the kind of cducation presently provided cven the majority
child {8 totally inadequate and {nappropriate.

Conceptiona of the meaning of cquaiity of educatfonal opportunity

arc cqually varied, ranging from equalfty with respect to varfious school
and community fnputs to equal educational vutcomes. The mandate to assess
"the lack of equality of cducational opportunity' among racial and other

minority groups required that Coleman and his staff define equality and



incquality. He has observed:

The original concept could be examined by determining the
degree to which all children in a locality h#d access to the
same schools and the same curriculum, frece of charge. The
cxiastence of diverse secondary curricula appropriate to dif-
fecrent futures could be assessed relatively easily., But the
very assipgnment of a child to a specific curriculum implies
acceptance of the concent of equality which takes futures as
piven. And the introduction of the new interprctaticns,
equality as measurad by rcsﬁlts of schooling and cquality
defined by racfal integration, confounded the issue even
further. (Coleman, 1969, p.l18)

In a memorandum to his staff which determined the desipgn of the

survey, Coleman set forth five ''types of inequality' defined in terms of:

(1) differences in community inputs to the school (e.g., per-pupil expendi-

tures, facilities, teacher quality, etc.); (2) racial composition of the

school on the basis of the 1954 Supreme Court decision that segregated

schooling was inherently inferior; (3) differences in various intangible

characteriscica of the school and other factors related to community inputs

to the school (c.g., tecachers' expectations, level of student interest in
learning, tecacher morale, ctc.); (4) cducntional outcomes for students with
cequal backgronnds and abilities (1.ec., cqual fesults given similar inputs);
and (5) educational consequences for individuals with unequal backgrounds
and abilities (i.e., equal results given different individual inputs). .

The Coleman study focused primarily on the fourth definition on the basis

that the findings might best be translated into policies which could improve
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the effects of schooling--that is, the determinatiorn of those elements
that are effective for learning. (ibid., pp.18-19)

Among the controversinl findings from the Coleman survey was one
stressing the signfficance of the social context in determining achieve-
ment in contrast to sckool services and resources, The survey reported
that differences in majority Black and majority white sclhiovol characteris-
tics which had been considered signjficant--e.g., per-pupil crnpenditures,
physical facilities, tcacher preparation expressed as ycars of training,

ete,-~were not nearly as large as had been expected,

In fact, repional differences werc much greater than majority-minority

differences, Because the school scervice variables explained only a small
part of the pupil performance variances, Coleman concluded:
Taking all these results together, one impl'cation stands

above all: That schools bring little influence ko bear upon

a child's achievement that is independent uf his background

and general socfal context; and that this very lack of indepen-

dent effect means that the inequalitics imposed upon children

by their home, ncighborhood, and pcer environment are carried

along to become the incqualities with which they confront

adult life at the end of school, For equality of educational

opportunity through scliools must imply a stroug effect of

schools that is independert of the child's social environment,

and that strong ludependent cffect is not present in American

oschools, (U.S. Office of Education, 1966, p.325)

The Coleman study did find differences among cthnic groups in their

apparent sensitivity to the effect of some school factors such as iae
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quality of teacners and the availability of enriched programs, Generally,
school factors appeared to be strongest for Black schools in the South, 1In
addition, a pupil attitude factor which appeare& to have a particularly
strong relationship to achiqvement--stronger than all "school' factors--was
the cxtent to which the individual pupil felt he had some control over his
own dcatiny. While minority pupils tended to have far less conviction than
whites that they could affect thelr own environments and futures, when théy
did have such a belicf, their achicvement was higher than that of whites
who lacked it, Furthermore, for Black students, the environmental control
variable appecared to bé related to the proportion of whites in the school--
the Blacks in schools with a higher proportion of whites had a grcntef
sense of control. What the origins are of strong feclings of fate and
environmental control i{s quite uncléar, whether the convict}on i8 a cause
or conscquence and how the achool influences it,

The Colemun Report raised many questions for policy makers and program
planners, |

For cxample, Guthrie has pointed out that since the publication 6f
the Coleman Report, |

the belief has become iﬁcfeasingly pervasive that patterns

of ocudeﬁic performance are immutably molded by social and

economic conditions outside the school. 1If incorrec;, and

1f allowed to persist unexamined and unchallenged, this

belief could haﬁe wildly disabling consequences. It is not

at all difficult to forcace how it could become self-fulfilling;

administrators and teachars Bclicving that their school and

schoolroom actions make no difference might begin to bchave
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accordingly., Conversely, if the assertion {e correct but

allowed to pass unheeded, the prospect of pouring even more

billions of local, State, and Federal dollars down an in-

effective rathole labeled "sichools' i« equally unscttling.

(Guthrie, 1970, p.25)

A reanalysis o7 the Coleman datu by the Office of £ducation has
tempered asomevhat the flat assertion in the original report, suggesting
that the influence of the school on achievement ciénnot be separated from
that of the student's social background and vice versa: 'In conclusiog,
it may be . "nted that the schools are indeed important. It is equally
clear, however, that their influence 18 bound up with that of the student's
social background." (U.S. Office of Education, 1970, p.xiv) On the basis
of a review of nineteen studies, Guthrie rcported that he was "impressed
witlt the amount and ccnsistency of‘evidence supporting *ne cffectiveness
of school services in influencing the academic performance of pupils,”
(Guthrie, 1970, p.46) ‘While expressing the hope that the time would come
when it would be possible to determine which school service components have
greatest impact and in what proportion, ﬁevertheless, he eoncluded, "there
can be little doubt that schools do make a difference."

The Commission on Civil Rights interprets the Cﬁleman findings as
supporting school dcsegregation--both racial and sociceconomic--since there
is u strong rclationship betwecen the family economic and educational back-
ground of the child and his hchichment and attitudes: 'Regardless cf his
own family background, an individual student achieves better in schools
where most of his fellows are from advantaged backgrounds than in schools

wvhere most of his fellow students are from disadvantaged backgrounds,"
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(U.S. Commission on Civil Rights, 1967, p.203) However, some analysts
accept the Coleman findings on the extent of segregation and academic
retardation while questioning the casual relationships between segrega-
tion and rectardation.

The then U,8. Comnissioner of Rducation Allen viewed "opportunitics
for learning'” ae cncompassing much more than school builldings and specially
truined qualificd teachers:

"Cpportunity for learaning' means, to me, a community

where fathers are employed and where children ceun learn

through thejr fathers about the digaity éf man, Lt meane

a community where the population of rats does not c¢xceed

the population of children, and whare children can learn

the values of a ﬁonlchy socicty. It means a community of

clean streets, of playgrounds, of uncrowded bomes, where

children can tearn the value o€ living in a fice country

and the importance o keeping it free. And finally, ic

means a community free of fear, where children can learn

to love life and théir fellow man, i(Allen, 1970, p.81)

The policy implications of the Coleman and Commission on Civil Rights
reports point to the interaction of family, neighborhood, and school on
the academic and affective growth of children and the need to improving
theose environments. RBut, the questions concerning equality and inequality
fn cducatinnal process inputs and outcomes are now being more fntelligently

exaniined,
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Reseaxch and Development

Poor scholastic performance of disadvantaged populations has been
so amply documeﬁtcd that few challenge the accuracy of such reports, The
past decad¢ has witnessed an outpouring of rescarch and experimentation
and the initlation of a vast array cf programs and pro)j.cts, Most of this
rescarch, Gorde 1 noted, can be dividided into two broad classifications--
one encompassing studics cof the performance characteristics of Jdisadvantaged
groups and the other containing descriptions and superficial uzsessments of
programs presumably designed to provide for the disadvantaged., Much of the
rescarch tends to focuy on "deficits" or "differences" of disadvantaged
from morc advantaged populations with such deviations '.sed to account for
the obscrved dysfunctions in educatfonal performance among members' of the
former group. (Gordon, 1970a, pp.1-2)

There is a rich and srowing body of literature on cognitive and affec-
tive development differences among various racial, etinic, and sociceconomic
group:ﬁ on family structure, life styles, and child rearing patterns as
these affect cducatinnal procegsas; on language development and linguistic
differences; and on other behavioral characteristics of individuals and
grovns, While many studics focus on social and cultural factors effecting
educational achievement, there is inércasing attention to the healtnh of
the disadvantaped child as a contributing factor to scholastic failure.
Reviewing a variety of studies, Birch concluded that "a serioue consider#»
tion of available health information leaves little doubt that zhildren wao _
arc cconomically and aoci&lly disadvantaged and in an cthnic group exposed

to discrimination, are exposed to massively excessive risks for maldevelupment.
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(Birch, 1967, pp.30-31) ‘ocial class and the socialization processec has
been widely studied with respect to behavioral correlates, cspecially of
young children, (Zigler, 1970) A variety of studies have focused on the
effects of segregation and the conscquencés of desegregation on minority
proup performance. (Weinberg, 1970)» Researsh has also shed some light
on the effects of organizational and grouping practices, teacher expecta-~
tions, curricular options, instructional materials, and neightorhood setting,
and similar factors on achievement of disadvantaged students,

Some research and experimentation has stimulated new treatment pro-
grams and intervention strategies--for example, the mushrooming of pre-gchool
and curlf childiood programse-=-the relation of program to theory and recsearch
has been somevhat tenuous. Gordon has observed that:

treatments tended to emerge from spcecial biases or dominant

models in the field, with either the fact of intervention

or the magnitude of interventions receiving more attention

than the specific nature or quality of interventions. This

tendency may account .lor the fact that much of the rescarch

referrable to ireatment and programs is characterized by

superficial description of propram or practice and gencral

evaluation of impact., (Gordon, }970&, pe8)

Most program proposals, almost by nccessity, contain some implicit, 1if
not cxplicit, indication of the hypotheses or theoretical bases underlying
the proposed intervention or treatment, TFor example, Lf experiential dif-
ferentfale and deprivations in infancy are perceived as accounting for
mirority proun youngsters entering classroom ill-prepared to cope with the

demands of the achool, ther early childliood programs should be designed to
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compensate for such deficiencies, If language development impedes transi-
tion from concrete to abstract modes of thought, then programs should pro-
vide appropriate linguistic experiences which will nurture such growth.
1f child wearing patterns and maternal teaching styles affect cognitive
growth, thcn‘parent education programs should develop different skills and
behaviors. But cven research which does provide the kinds of analyses
vhich contribute to building theory and understanding behavior often re-
ports equivocal findings which open debate rather than provide guidetines
for the practitioner. Consequently, there are several '"theories' or ex-
planations or models set forth to explain inferior scholastic attainment
and intellectual functioning of poor children~<nonec of which is completely
satisfylng., Nor is it likely that a theory will emerge although hopefully
theofetical models will provide befter guidance for program planners and
decision makers, uowe§ef, the cafeteria~-eclectic approach which presently
nrevails lcaves much to be desired.

Some of the amﬁiguit{es for .he program planner and practitioner are
11lustrated by an analysis of carly childhood research by the Baratzes.
In a review of "the interventionist literature with particular emphasis on
the role of social pathology in interpreting the behavior of the ghetto
mother," Baratz and Baratz corclude that much of the rescarch represents
"the predominant ethnocentric vicw of the Negro community by social science
[:;hicﬁ:7 produces a diécortcd ihhge of the life patterns of that community,"
(Baratz and Baratz, 1970, p.30) They contend that intervention programs
which aim at changing the child's home environment, altering the child-
rearing patterns of Biack families, and improving his language aqd cognitive

skills "are, at best, unrealistic in terms of current linguistic and anthro-
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pological data and, at worst, ethnocentric and racist,' The Baratzes
reject interpfetutiona of research which suppbrt either the social path-
ology and genetic 1n£erlor1t§ models and set forth instead a culturai
difference model based on the assumption ''that the behavior of Negroes
is not pathologicel but can be éxplained within a coherent, distinct,
American-Negro culture which reprusents a synthesis of African culture
in contact with American European culture from the time of slavery to the
present day." (p.45) Thus, they argue that intervention programs are
needéd but that thete should deal with the materials and processes of the
school rather than ﬁith the children beiﬁg served in such programs, They
algo point out that interprctations of research are often subject to the
socfo-political convictions of the researcher,

Gordon has obeervéd that 'in contrast to the rather well-designed
and detailed rescarch into the characteristics of disadvantaged groups,
the description and evaluation of educational programs and practices for
thiese children have génernlly been superficial,'" (Cordon, 1970b, p.8)

Wle suggests that such research can be groupéd into four categories:

(a) studies: of large-scale projects such as Head Start, Title I ESEA,
and Upward Bound; (b) studiea of specific projects and services in
schools such as curricular innovations, remedial reading programs, and
tutoring groups; (c) ‘- studies of administrative and ovganizatioral changes
such as descgregation, flexible grouping, pupil-tecacher ratics; and (d)
studies of at;itudinal and qkill changes in school peraonncl; focusing on
tnachef expecthtions and role models, (pp.8-12)

Evaluation of various kinds of program, from pre-school through

college, compensatory and remedial, have not indiceted uniform or con-
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siderable "'success,'" On the basis of its comprehensive review of compen=-
satory programs, the Commission on.01vil Rights concluded that such efforts
had not met with lasting effects in improving student achievement probably
""because they have attempted to solve problemslthnt stem, in large part,
from racial and social ciass isolation in schools which themselves are
isolated by race and social class;'" (U.S. Commission on Civil Rights,
1967, p.205)

A study of Title I ESEA programs in 39 cities at the end of the second
year indicated that concentrated remedial help could raise the level of
pupil achievement but‘that such programs were extremely costly in terms of
tcachers, space, egpecialists and materials--resources which tend to pe
particularly scarce in the central cities. Ilowever, the costs per student
were often almost prohibitive., (U.S. Officé of Education, 1968) The
Fourth Annual Report of the Natfonal Advisory Council on the Education of
Disadvantaged Children obscrved:

It has long been cléar that the merc addition of people,
equipment, and special services does not by itself constitute
compensatory education; success in making up for the educa-
tional deprivation which stems from poverty requires a strategy
for blending these resources in an integrated program that
strikes at both roote and consequences of disadvantage, The
details of this strategy, however, have by no means been
clecar, (National Advisory Council on Education of Disadvantaged
Children, 1969, p.3)

Despite the fact that all Title I ESEA proposals require an evaluation

component, in the view of the Advisory Council, thc combination of in~
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sufficient experience with compensatory programs and the wide varifation
in the kind and quality of evaluative date collected has prevented any
overall nationwide evaluation of such effdrts and made it difficult to
identify clements which contribute to any successes, The Advisory
Council observes rather ambivalently: 'What is clear is that among the
thousands of different programs and approaches labeled as compensatory
education, some efforts are paying off and others are not." (p.3) The
Council's report included details concerniﬂg 21 programs (séreened from
1,000 of the more than 20,000 ESEA programs) which the American Institute
for Rescarch had found to have produced "significant achievement gains
in language and numerical skills," The successful programs were compared
by the AIR with unsuccessful ones to ascertéin what distinguished tha two.
The AIR identified two requirements: establish clear goals and specific
academic objectives and concentrate attenticn and resources on these
objectives, '

A different kind of assessment of Title I ESEA was prebared by the
Washington Resettich Project and the NCAAP, two organizations whose concern
is with the rights of the poor. Their report focused on how Title I is
administered and the money spent and the consequences for poor children,
They did not éttempt to study the educational value or impact of specific
programs of compensatory education, The review found that in school systems
across the country, Title I:

~- has not reached eligible children in many instances;
-- has not been concentrated on those most in need so that
therc ie recasonable promise of success;

== has purchased hardware at the cxpense of instructional programs;
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-~ has not been used to meat the most seri ;s educational
nceds of school children; and
-= has not been used in a manner that invol res parents and
communitics in carrying out Title I projects.
(Washington Research Project, 1969, pp.i-il)

This roview 6f the administration of Title I funds at the local,
state and Federal levels raiscd serious questions about whether the
pessimistic cvaluations of pompensntory programs were due to mismanage-
ment and misapplication of the funds rather than the nature of the programs
themselves., The report reinforced observations made carlier that compen-
satory cducatjion hud‘nof failcd-~rather, it had never rcally been tried
as yct,

Even studies of nationwide programs such as Head Start have been
rather vestricted in scope or results. The Westinghouse-Ohio University
National Lkvaluation of llead Start reported that: ‘summer programs alone
produced neither cognitive nor affective gains which persisted through
the carly clementary grades; year-rcund programs had marginal effects on
cognitive development which persisted in the early grades but had little
influence on affective development; programs appcared to be most effective
in mainly~Black centers in écattcfed central cities; Illead Start children
scen otill to be below norms on néhicvcment and psycholinguistic tests but
approached norms on readiness tests; and parents approved and participated
in llead Start activities. (Smith and Bissell, 1970, pp,.51-52)

“The Westinphouse-Ohio University evaluation was not the first of ilead
Start but the timing and the nature.;f the release of the findings resulted

in a widespread impression that such programs were of very limited value
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and such cfforts were generally futile. Smith and Bissell rcanalyzed some
of tune data and indicated that findings were far more positive, However,‘
the Westinghouse~Ohio University rescarchers rejected most of the re-
analysis and defended their own procedure: and findings, (Cicirelli, Evans,
and Schiller, 1970)

Evaluative and research studies of such nationwide projects as Upward
Bound (to help underachieving low=income students prepare for higher educa-
tion) and the Neiphborhiood Youth Corps (to prevent and assist high school
dropouts) have provided fnsighte into the nature of the populations served
as vcll as some of the consequences of the propres activities, (Office
of Economic Opportunity, 197G 1,5, Department of Labor, 1970)

In gencral, project cvaluations consist of pre- and post-treatmens
testing, usually of rcading, mathematics and general intelligence. Few
efforts have been made to assess affective growth, Few compensatory projects
have been designed with sufffcient sophistication to provide insights as to
what aspects of the treatment or program produced a change, if any. The
vast wnajority of cvaluation efforts have simply attempted to determine
vhethicr there haa been an "{mprovement’ in basic skills and Intellectual
ability after a period of time. Most school-based projects are primarily
fnterested in program development-e-providing what it is hoped will de tore
appropriate experiences-«and not in research to determine what fnputs account
for change, The fact that {t s in the areca of pre-school and early child-
hood education that the best designed research {8 taking place nay be due,
in part, to inuch programd functioning outside the ongoing school framework
and the feasibility of controlled experimentation,

Discussing the complexities in acsessing compensatory education,
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MeD{ill, McDill, and Sprehe noint to three general problems: (a) diffi-
culties in determining program effectiveness because the critical variables
are efther unknown or cannot be ﬁeaeured adequately--for example, are
changes due to treatment.ér maturational effects or both and to what ex-
tent; (b) difflcuitles in separating the effects ¢f interaction of
various socfalizing agencies 3ince learning takes place in a variety of
settings in and out of the schéol; and (¢) technical difficulties due
to the shorcape of rigorcus measuring instruments even when the criterion
and predictor varisbles are known, Along with these general problems,
compensatory program cvaluators face recurring problems asi pressures
for immediatc a8 opposed to long-term, carefﬁlly planned evaluation;
vagucness of criteria and the setting of objectives which are poli:ically
sound but operationally impossible; altering trcatment before adequate
cevaluation; scarcity of such resources as money and skills which mitigate
against replicability; and diffficulties in initiating and maintaiaing
treatment and non-treatment populations, (McDill, McDill, and Sprehe,
1969) Undgrlying all of these is the fact that 'in compensatory prog-ams,
wa are stfll trying to diagnose the problems and their causes while simul-
tancously applying remedies, Socioty insists on finding a workable solu-

tion even bofore we understand the mechanism by which the solution works."

(p.66)

Strategics and Hodels for Urban Progranms

A continuum of aix basic strategies for reforming urban schools has

been set forth by Fantint and Young: (&) compensatory education--attempts
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to overcome shortcomings in learners and to raise their achiecvement levels;
(b) descprepation~-designed to improve educational achievement and human
relationships through a better racial and socioeconomic mix; (c) model
subsystems--dcvelopment of experimental upits to improve staff training,
curriculum, methodologics, and school-community rclations and have such
units serve as demonstration and dtsseminafion bases for the rest of the

system! (d) parallel systoms--establishment of private schools, often

operated by non-profit companics, which presumably would be free of public
gchool burcaucracics and be more responsive to ghetto educational needs;
(c) total syatem rcform--aimed at providing new leadership and structural
chanpes and increcasing efficiency of the existing system; and (f) new

syatems development=«conceptualization of an educational system for a new

community or a newly designated arca autonomous from the rest of the
system, (Fantini and Young, 1970, pp.13-20)

A somewhat different analysis of alternative models for transforming
the lnstitutidnal structure of {nner city schools has been set forth by

Janowitz: (a) the mental health model assumes that slum family resources

arc 8o linmited and the values so different from those of the school that
the school ftself must fntervene to insure that the needs and services
required by ecach child are made available, becoming responsible for the
total social spoce of the child even {f this means becoming a ceaidential

fustitution; (b) the early education model assumes that 1f the school

18 unable to become a residential instltution then it can intervene during

the critical ycars of infancy and early childhood; (¢) the specialization

nodel involves the {ntroduction on a pilecemeal basis of new techniques,

prograns, specialfsts, adninfstrative procedures--cach of vhich may appear
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valid--so that the teachinpg process is hroken up into more and more
specialized roles performed by specialists and resource persc i L1; and
(d) the aggregation model stresses the need for maintaining .nd
strengthening the teacher's role aﬁ central manager of a classroom which
18 cesentially a social system and involving other personnel and resources
as nceded, (Janowitz, 1963, pp.35-60) Each of these models, has dff-
ferent implications for such aspects as ''classroom management; the use
of the new media; teacher education and career lines; authority and
decentralization; pupil composition; school-comuunity relations.'" (p.60)

M{ller and Roby believe that the various strategies for improving
cducational performance of poor and minority group children can be sub-

sumed into five categorice: (a) changing the student and his family--

aiming at "'compensatory socialization' in which the deficiencies of the
cducational environment provided by low-income family life would be made
up later;" (b) changing the school--aiming at bringing about changes

fn the tcachers, administrators, curriculum, materials, secrvices, etc,,
rather than focusing on the deficicncies of the learners; (c) increasing

resources and changing their distr{bution--increasing the level of funding

and algo altering the integration; and (e) chanaing control of the

schools--decentralizing administrative arrangements for schools and pro-
viding for greater community control and {nvolvement in decision-making.
Miller aad Roby contend thac our limited understandinps of how to bring
about changes at the rmicro-level of education (teaching of reading or

teachers' attitudes, for example) result in efforts at alteration at the
macro-level: "lopefully, vhen we have sccomplishnd change at the macro-

level--change in the organieational context, changes across urban-suburban
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lines in student composition, changes in the distribution of educational
and cconomic rcosources, and the development of alternatives to education
for economic sclf-improvement--we will be able o function at the micro-
level," (p.29) tlowever, it can be argued that many programs are simply
projects at a mlcrn-icvél with vno basic conceptual model fnvolved.

A U, 8. Office of Education publication titled, Profiles in Quality

Education, typical of program descriptfon literature, contains i{nformation
on "150 outstanding Title I projects.,...desfgnated by State Title I
Coordinators as worth emulating,” No data are provided to support the
fntroductory statcment that cach of these programs "provides valuable
aspeistance to the low-income chifldren {t serves," (U.S. Offfce of
Education, 1968, p.iv) The projects cover a variety of focf and nclude
cxamples of '"work-study programs, heolth services, remedial prograns,
English as a sccond language activities, college preparatory classes,
teacher training....programs that concentrate on carly childhood educa-
tion, the dropout, the vocational student,'" The various projects encom=
pass all aspects of the cducational process, most restricted to some facet
of the problem and only a few designed to be comprehensive and inclusive.
Most such programs, particularly those at the secondary school level,
are atmed at upprading academic achievement in standard subjects. A
comprehensive study of student objectives of compensatory nrograms for
adolescents by liarrison fnvolved gleaning stated or implied goals from
h32 documents, llarrison ident{fied 689 distinct, operational objectives
which could be catatoged by behavior (cognitive or affective) and by
referent (specific schoal subject, general academic achievement, social

development or carcer development) and found that primary emphasis (75
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percent of all objcctfives) was on academic achievement with 1ittle or no
concern for social or career development. This stress on academic achieve-
ment at the expense of the development of other behaviors was essentially
the sume cmphasis for the more advantaged youth and represented a rigidity
in school structure, requiring 'all students to adapt to the system qf
expectations, rather than changing the system and its expectations to
adapt to the con:uemporancous need of the students," (Harrison, 1969, p.l13)

To reverse present trends and to move toward the provision of full
cquality of educational opportunity, the Kerner Commission recommched
the pursuit of four "basic strategivs," and provided suggested propgrams
for each:

a, Increasing cfforts t- eliminate de facto sepregation--

fncreased financial aid to school systems seeking to
climinate segregation within the systenm ftself or {n
cooperation with nefghboring systems; establishment

of najor educational magnet schools to draw racfally
and socioeconomically mixed populations and provide
special curricula and specfalized cducational programs;
establishment of susxnlemental education centers to
provide racfaliy {utegrated educationnl experiences

for white and Black students.

b, Improving the quality of teaching in ghetto schools--

year-round education for disadvantapged students; estab-

lishment of early childhood programs designed to overcome
effects of disadvantaged environmeat, involving parents

and the home as well as the c¢hild; provision of extra
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fncentives for highly qualified teachers in ghetto
schools; reduction in maximum class size; curricular
recognition of the history, culture and contribution
of minority groupé; individualized instruction; in-
tensive concentration on basic verbal skills; and
development of new patterns of ecducation for students
who do not fit into traditional forms.

c. Improving community~school relations--elimination of

obstacles to community participation in the educational
process; opening 8c...ols for a variety of community
service functions} use of local residents as teacher
aides and tutors; increasing the accountability of
schools to the community.

d. Expanding opportunities for higher and vocational education-~

expansion of Upward Bound Programj rcemoval of financial
barriers to higher educationj emphasis on part-time
cooperative education and work-study programs through
use of release timej elimination of barriers to full
participation in vocational education programs; in-
creased training to meet the critical need for more
workers in professional, semi-professional and
technical ficlds. (National Advisory Commission on
Civil Disordere, 1968, pp.438-455)
The Kerner Commission supggests no priorities for these four 'atrategies.'
It could well be that education in the ghetto is in such a state that vy

of the sugpested programs has some potential payoff. 1In fact, cxamples of
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of éach of theae suggeqtéd érograms can already be found in operation in
some urban school systems, In a critique of operating compensatory pro-
grams, Gordon and Wilkerson observed:

For ali their variety of mcans, the programs have generally
suffered from one fundamental difficulty--they are based on

sentiment rather thaq fact....The great majority of the pro-

grams are simply an attcmpt to "do something' about these

problcms.. Their stated aims are usually couclied in unarguable

generalities,. ... The urge to do something hns been 8o compelling

that many of the prdsrnms have been designed without grounding

in any systematic study of ways and means. (Gordon and Wilkerson,

1966, p.158)

What 15 nceded, Gordon and Wilkerson argue, i{s not simply a filling in
of gaps so that disadvantaged children can be reached by existing practices,
but rather an inquiry of a different kind: 'Vhat kind of educational
nxperience 18 most appropriatc to wihat these children need and to what our
socicty is becomingl"

The many urban education programs and projects can be characterized

end cataloged in a variety of ways--by target population (preschool,

clementary, higher cducation, adult, tcacher, etc,); by nature of treat-
ment (therapeutic, compensatory, remedial, enrichment, ectc.); by nature
of services (fnstructional, counselling, community development, health,

ctc.); by focus of sctivitics (in school, family, community, industry,

ron-school agency, etc,); by bastc intent of strateay (reform of system,
redisteibution of power, integration, reallocation of resources, etc,);

by focus of diegnosis and prescriptive activities (learnew, professionals,
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the educational system, society, etc,); and by source of fundinp (Office

of Education, Office of Economic Opportunity, state, non-govetnméntal,
foundation, etc,). These catalog sets are not mutually exclusive, of
course. Some cfforts are limited and reetriéted (c.g., a Head Start
clase for 15 four-year olds) while others are more global and comprehen-
sive (c.g., an "open" high achool or a Model School sub-system), Most
school programs tend to-be uddit(ve rather than designed for fundamanetl
reform, Some proposals deal with personnel changes, some with organiza-
tion changes, and still others with affecting the relationships among
varfous componenta of the educational enterprise--formal and fnformal,
school and non-achool,

Any listing of urban projects would be quite lengthy as indicated
by publications fssuel by the U, S. Office of Bducation and the ERIC
Information Retricval Center on the Disadvantaged at Teachers College,
Columbia University., The peneral patterns of strategies and prugrams
which follow provide an overview of the range and diversity of activities
attacking somec aspect of the urban education problem,

Infant Bducation and Interventfon in Family Life--Efforts have been

aimed at changing child-rearing sfyles through cducational programs de-
signed to alter interactions and relationships between parent (usually

the mother) and ¢hild, Rescarch has indicated that parentechild and
familfal intcractions strongly influence fntellectual and affective
development of chlldren, Programs of parental involvement range fronm
helping the mother become an acrive teacher of her child to altering the
rother's language usage to improving family stability., (See, for instance,

GCrotberg, 1969,)
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Eaxly Childhood Educatfon~-There has been an explosion in the

number and varfety of early childhood and pre-school programs in the

past half-dozen years, particularly with the f{nception of the Head Start
programs. Pre-school programs may consist of traditional nursery school
activitics or provide much more structured activities such as a "thera-
peutice éurrlculum in language, math, science, reading skills, and con-
cept formatlon,' an academlca11y~urlcnted program in verbal skills and
language training, a Montesorri program, a diagnostically-based lenguage
currfculum, and a cultural enrichment program. By far, the largest

nunber of pupils are found under the llcad Start canopy in prograns wvhich
are intended primaxily for the children of the poor. The natu ¢ and
quality of 1l «' Jtart and other early childhood programs vary consciderably.
Various public and private non-profit agencics are eligible for assistance
in organizing Head Start activities for children beginning at age three.

Reading, Language aud Basic Skills Development-<Because of the poor

academic achievement of disadvantaged pupils, reading, language and basic
skills devclopment programs have been the focus of mary compensatory
efforts, It has been catimated that in the early years of Title I ESEA,
more than half of all the projccts dealt directly with the improvewsent

of reading through new curricula, methodologics, matcrials, personnel
deployment, and 'systems," New basal reader series and suppleﬁentary
materials have beern produced, including self-instructional progr :mmed
matcrials, reading aids, and mechanical devices, Hew technologies include
language laboratorics, talking typewriters, indfividualized teaching
machine devices, and computer-aided fnstruction, Professionals and

noneprofessionals have been used in a variety of tecaching and tutoring
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situations., Various publlahlné and industrial groups have prepared new
"systems" for tecaching reading. Yet, reading disability and scholastic
failure has become more, rather than less intense and the incidence of
functional {lliteracy among urban disadvantaged population grows.

Bilingual Education-- For larpe numbers of pupils, English {is noﬁ
the mother tongue, Spanish {s the first language of thousands of Puerto
Rican, Chicano, and Cuban pupils in the East and Southwest. Move thaw a
half miliicn Amorican Indian children speak one of the tribal la:guages.
There is a large concentration of French-speaking children in lLoufsiana.
For these youngsters, FEnglish represents a second language--their primary
and spoken language i{s a language other than English, In addition,
there arc many children in urban settings whose speech patteras and
dialect are considered 'non-.iandard," Past practice has brey to pro-
vide instruction in Englieh, to make cvery effort to teach the child to
speak and rcad English, and to elfminate non-standard speech, Incrrasingly,
proprams have been developed to provide bilingual {nstruction based on
the recognition that “no rcading program for disadvantaged children will
be effective unless {t takes into consideration the children's spoken
language habits," (Saville, 1970, p,115) The question of non-standard
dialects and their affect on communication is being reassessed. Many
disadvantaged children communicate quite effectively in non-st.:.dard
English and efforts are being made to capitalize on this base rather than
ignore fts existence.

Curriculun Relevance--Raosponding to the argument that much of what

{s taught {n today's schools is frrelevant for the student, efforts are

being made to provide more meaningful and approg :fate fnatruction.
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Relevance is a term which is still being defined and has many meanings,
GCenerally, the indictment of irrelevant programs is based on the premise
that '"they have no relationship to the world the student knows outside
school or to the roles he plays now or will later play in his adult life.,"
(Fantin{ and Young, 1970, p.50) Curriculum development efforts havc
involved students and parcnts as well as professionals in designing new
courses and nmphqslzing different content within traditional subjects.

For example, a high school Fnglish coursc may add Black writers to the
literature studied or a new course may be added dealing with Black writers
and their contributions to various kinds of literature. Or the standard
Problems of Amcrican Democrécy course may be completely redesigned to
grapple with the fmmediate manifcstations of these problems--poverty,
pollution, population, war, cconomic politics--rather than the more
gencral aspects,

The concern with developing a Blacle identity has resulted in reassess-
rent of content {n existiny language, literature, and social studies courses
as vell as the development of new coursca with titles such as: The Black
Expericnce in America, African Studies, World Cultures, Afro-American Art,
Simtlar currtculun developnent projects are found dealing with the heritasge
and conditfon of other vacial and cthnic groups--the Ancrican Indian, the
lMexican Anmerican, the Puerto Rican, for exanple, Sometimes such programs
arc destigned for the nfnority group students alone and, {n other instances,
the expericnces arc meant for all students, Some projects deal with the
problens of coltural reneval and change, with questions of political,
econonfc and social power-redistribution, or with 'Citfes in Crisis."

The traditional cducational goals, largely middle-class majority-
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proup oriented, have cowme under scrutiny as to their appropriatencss and
vilue, In the course of ﬁhis reappraisal, all aspects of the instructionél
nrogram are being reexamined for relevance., As a conscquence, curriculum
changes range from minor tinlering (c.g., substituting onc novel for
anothier) to major reconstruction (e.g., student-faculty operated school,)
Such changes have neant different responses to the traditional curriculum
questions with students and pavents participating mor - actively in pro-
gran developnent, DBullding more relevant curricula is one of the reasons

advanced for greater community control of schools,

Compensatory and Remedial [roprams--Compensatory proframs may involve
a varilcety of provisions rimed at pregumed defects orv deficlencles in dis-
advantaged learners, Such programs may include remedinl instruction
desiyned to overcome poor performance, especially in the basic skills
arcas. Remedial pregrams ruugé from supplying an itinerant specialist
to comprehensive clinles and diagnostic-treatment centers, Remedial
teclinfiques ineclude more individualizcd trecatment, extra inattuction,.SpeciaI
tcaching materials, rcading laboratories, language arts centers, and pro-
visions for oanc~to-cne or small group teaching., Such programs may focus on
pupil attitudes and motivation as well as learning-hoﬁ-to-learn skills,
Compensatory prograns may also include cultural enrichment opportunities,
experiences designed to broaden the norizons of disadvantaged pupils,
The MNew York City Nigher llorizons P'rogram, at one time, represented the
prototype for many such pr2§§ﬁjif combining a variety of remedial and
puildance sexvices in schobligiﬁl'h cultural enrichmert program of museun,

theater, concert, and ficld trips. Many prg-school prograns are designed

to compensate for various expericntial deprivations preéumably suffered
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by disadvantaged learners,

Guidance and Counselling Programs--Guidance, psychological, and

therapeutic services are provided iﬁ some projects for the disadvantaged.
In some instances, the absence of personnel has been due to shortage of
funds and Title I ESEA has made it possible to add counscllors, 1In other
cages, intensive group therapy programs and concentrated clinical services
for pupils with academic, social, and psycliological difficulties have been
provided, Cocial workers have been involved to bridge the gap between
school and family, focusing on social rather than academic problems of
learners. Parent involvement in counselling and therapy programs has

been arranged,

Tutoring Propramg=--Individual and small-group tutoring programs

with profesajonals, paraprofessiorals and volunteers based in school
and non-school agencics (churches, settlement houses, and storefronts)
have spread rapidly. The tutors range from middle and secondary school
youth to college students to adults of all ages, 1In one of the carliest
such proprams, Mobilization for Youth's liomework Helper Program, high
school youth were trainced and paid to work with fifth and sixth graders,
with the two-pronged pgoal of enchancing the self-image and academic
achievement of the tutors and the scholastic attainment of the younéer
children, Tutoring programs may involve nothing more than reacing to a
disadvantaged child or may consist of a highly structured program in
mathematics and language development, The tutoring programs often aim
at providing a positive adult model and a one-to-one relationship to

indicate that someone really carce cnough about the disadvantaged child

ot

to devote tiine to him,




-15-

Testing and Mecasurement--Tests and testing procedures have been
criticized for cultural and social class bias. The validity of stancdard-
izad tests of intelligence and achievement uscd with minority group
students has been seriously questionned. Minority group students are
geen as handicapped by language difficulties in test~taking, by lack of
experience with testing requirements, by inadequate understanding of
the purposes of the tests, by low motivation to succeed on such tests,
Moreover, the testing procedures are viewed as a means by which Black
“and other minority group students are "tracked” fnto inferior educational
propgrams and effectively blocked from pursuing further cducation, Test
scores and prading procedures affect both pupil and teacher expectations,
often contributing to early dropout. Some efforts arc being made to
develop more cffective dlagnostic and progne-tic procedures, to develop
cvaluation procedures which serve instructional rather than selection
functions, to train staff members to interpret and usc testing results
more meaninpfully, and to sensitize staff to the consequences of misuze
of testing anq grading procedures, ‘The demands for accountability from
various community ¢roups have resulted in the search for evaluation and
assessment piocedures to determine the cffectiveness of teachers and
teaching and organizaticnal arrangenments,

School Organization--Included {n programc in urban schools are a

variety of organizational changes, These include such changes as extended
school days, extended achool years, and year-round school programs., Team
teaching, non-praded programs, open classrooms, flexible schedules and
similar arrangements--first introduced in many instances in suburban

schools=--are being adapted to the urban school. Because tracking has




' =36~
become controversial, alternate flexible grouping arrangements are being
made .

Instructional Materials and Resources=--Concern with urban education

has resulted in a flood‘of new materianls, some of which are part of the
peneral flow of multi-media instructional resources but focused rather
specifically on the real or perceived needs of central city students.
Lublishers have bhroadened their production from white, middle-class
oriented textbooks to a varicety of resources, print and non-print,
Varietics of multi-gengory materials have been developed, often packaged
in kits, some of which arc visual, some audio, often providing for "séund,
touch, move, and make.'" There ave units consisting of individualized,
self-instructional materials, Talking typewriters, tcaching machines,
and computer-aided devices have been adopted for use with disadvantaged
children and adults, The production of materials for teaching reading
has been especially prolific. (Cohen, 1970)

In addition, there has bécn a sharp increase in the availability
of materials appropriate for disadvantaged and minority group children,
Insofar as materials are concerned, appropriate may mean: (a) materials
which are multi-racial, wmulti-ethnic, multi-social class--through the
text or content, the illustrations, or both; (b) mnaterials wvhich are
urban-oricented rather than suburban ov rural, depicting life in the
urban setting with its problems as well as its resources; (¢) materials
which present the historical and cultural contributions of various
mincerity groups to the American story, attempting to correct the dis-
tortions of the past; (d) materials which try to develop an understanding

of the pluralistic world which surrounds children and youth today, often
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through literavy and social science materials; (e) materials which draw
on the art, music, dance, drama and cultural heritage of various groups
and societies; and (f) materials which use the contemporary story of
emerping nations to help pupils understand the story of America's
energence and quandarices, (Passouv, 1966, p,246) The output has been
especially marked recently in the arca of Blacl Studies materials with
resources for the study of other minority groups just beginning to emerge.

Vocational Education, Dropout Prevention and Return Lrograms--Since

the dropout rate for the disadvantaged minority students is several times
that of more advantaged vhite studénts, A numbc? of school programs are
nimed at preventing school dropouts or facilitating their return to an
cducational program of some kind, Humerous studics have been made and
psycholopical, gsociological, economic as well us educational and othex
explanations have been advanced to explain early school withdrawal,
(Lannenbaun, 19663 Dentler and Warshauer, 1965) Yrom time to time,
various programs have been mounted to reduce school dropouts, ranging
from advertising (''Stay in School!) to éomprchcnsivc school programs
restricted to students who have already left. Numerous work-study pro-
prams piving cqual importance to work skills and basic skills have been
organized, Usuﬁlly sonc kind of vocational or technical education is
central to such propranms with opportunities for work exploration, on-the-
job tr.laing, subsidized work expericnce, Some school systems have pro-
vided short-term work experience for unemployed dropouts and cumbined

thi «ith in-cchool instruction, In some instances, afternoon and evening
schools ave provided for high school students who then combine work with

study. Arrangements are made with industry and business for coopcrative
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programs for vocational tralning. Other dropout preventionprograms include:
compensatory and remedial instruction;\counselling and guldance; reduction
of social distance between home and school through soclal and community
workers; vocational preparation out of school; training and re-training
by private industry, (Tannenbaum, 1966, pp,21-30)

The Vocational Education Act of 1903 and the amcndments cnacted in
1968 aimed at making vocational preparation an integral part of the educa-
tional process at the clementary and secondary school level, preparing
all students for the world of work., The act emphasized development of
érograms “for equipping in-school youth, persons who have completed or
left high school, and the disadvantaged and handicapped with job attitudes,
mowledge and skills,., It was specifically orie...cd toward reaching those
in the phetto--the potentlal drepouts.'" (Venn, 1969, p.4) The law
authorized =pecial proprams for the disadvantaged and earmarked funds for
this purpuse, Vocational-technical programs are viewed as onc of the
vehicles for making curricula more relevant for urban youth, Thus far,
the possibilities of ncw vocational programs have nol been realized but
school gystems ave beginning to develop and test more meaningful approaches.

Finally, some of the alternative proprams now operating arc speci-
fically designed to provide an option to the school experience from which
the youth hnn‘wlthdrawn. Sometimes these options e designed to re-motivate
the student to return to the regular secondary school; in other instances,
the intent is to by-pass the high school and provide other avenues to
further education and training.

Urban School Staffing~--Clearly, if any school factor makes a difference

in academic perfornmonce, it appenrs to be the professional staff., Although
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far from conclusive, rescarxch data supports the notion that teacher
attitudes and expectations are reclated to performance of the inner
city pupil, Surveys of litcrature on the disadvantaged often results
in

ev et bleak montapge of tceachers and administrators
who are blinded by thelr middle-class orientation;
prcjudiccd toward all pupils from lower-class,
racial, and cthnic minority proups; culturally
shocked and eithter {rmobilized or punitive in the
classroom; and groping for safcf berths where
success, In terms of academic achievement, 1is more
likely, (Passow, 1966b, p,.104)

The NDEA National Institute for Advanced Study in Teaching Disadvantaged
Youth 'came to consider tcacher education more and more as a whole, to
attribute failures and inadequacies of cducation for the disadvantaged
to defects in the cducation of teachers." (Smith, Colen and Pearl, 1970,
p.ix) Much the same criticisms are being made wifh respect to all pro-
fessional personncl--administrators, counsellors, and supervisors.'

Numerous programs are aimed at recruitment, training, induction,
retention, and continuing education of professional pcrsénnel both at the
pre~service and in-service levels, Such programs have mecant the beginning
of major reform at teacher-preparing colleges and universities as well as
in in-scrvice programs in schcols. It has meant new and different relation-
ships between schools and institutions of higher education, as well as
the entry of publishing and other commercial firms into the teacher

training ficld, With the concern for developing differentiated staffing
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patterns has come a need for diverse modes of récruitment dnd preparation.

At the pre-service level, program revisions include: (a) early
and continuous contact with children and adults in disadvantaged areas
in a variety of school and non-school activities, ranging from tutoring
to supcrvising after-school activities to observations to intensive
clinical tecaching experience; (b) involvement of uchavioral and social
scicentists, such as cultural anthropologists, political scientists, and
social psychologists, who apply research and theory from their disciplines
to the needs and problcms of disadvantaped arcas; (c) {intensive involve-
ment of successful school practitioners--teachers, principals, counsellors
and others--in working with students and faculties {n planning, super-
vising, and gvaluating experiences; (d) provisions for working with non-
school agencies and to become actively involved in on-going anti-poverty
and community development activities in order to understand bettqr the
problems and resources of ghetto 1ife; (e¢) modification of college
courses to make them more rclevant to acquisition of insights, skills,
and techniques nceded for tcaching In depressed arcas; (f) provisions
for examining and analyzing, and planning local program adaptations to
known situations, currcent research, and experimentation being reported by
other centers; and (g) provisicn of means for continuing relationships
with college staff and resources beyond the initial induction period.
(Passow, 1966a, pp.108-109)

On the twin assumptions that professional preparation has not pro-
vided for the attitudes, insights, skills and knowledge nceded to work
cffectively in today's schools and that continuing education is a necessity

for all professionals, numsrous programs have been initiated involving
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schools, colleges, and other agencies  These programs may focus on:
changing attitudes and increasing seclf~understanding; remedying defi-
ciencies in earlicr preparation; developing insights into rew skills,
techniques, and resources; preparing to specialize in some nevw area
of cducation or scrvice; preparing to work in a school with a changing
population, such as one that is nowly desegregated; developing skills
needed for working in a Jdifferentiated staffing pattern; acquiring
skills for working with paraprofessinnals and volunteers; preparing
to fill new inatructional and non-instructional roles,

The hipgh correlation of academic achicevement with race ethnic
group, and social clags has led to a numbexr of studics attempting to
understand and c¢xplain the casual factors, In recent years, & number
of studies have focured on teacher expectations--the so-called '"Pygmalion
Effect'" and the 'Sclf-Fulfilling Prophecy'~--and several studies have
attempted to test the notion that the pupil's performance can be altered
by changing teacher cxpectations, (Rosenthal and Jacobson, 1968) Others
have attempted to analyze the factors that are critical in determining the
teacher expectations., (Rist, 1970) Although th¢ phenomenon is ‘not clearly
understood, a number of projects at colleges and in schools are aimed at
gsensitizing tcachers to the consequences of their attitudes and expectas
tions on pupll performance.

Various programs often involve ncw staffing patterns, Sometimes,
funds are used oimply to improve the pupil~teacher ratio in an effort to
provide more onc-tco-one contacts between pupil and adult., 1In other
instances, various '"specilalists' arc added to the staff to work in the

classroem, in a clinic or anci)lary service, {n the community, or in the
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home . NHew pocitions are being created, requiring different kinds of
entry skille and preparation,

Auxiliary School personnel--The recruitment, training, and use of

auxiliary personnel~-paraprofessionals, volunteers, and aides--has
mushroomed {n the paat half dozen ycars, particularly as federai funds
have been made available through Office of Education, Office of Economic
Opportunity and Manpower Development and Training sodrces, Bowman and
Klopf have cited four basic differences between prcscnt>programs favolving
auxiliary personncl and carlier oncs employing 'teacher aides," These
include: (a) ecmphasis on the right of all persous to essential human
services coupled with the paucity of cxisting services; (b) shift from
new entry-level jobs leading nowhere to the idea of a careor ladder,

with training available at cach step; (c) cmphasie on invelvement of
low-income workers as participants in the problem solving process rather
than recipients of directions from professionals; and (d) a systematic
approach involving role development, training, and institutionalization
of such personncl as a stable and integral part of public service,
(Bowiman and Klopf, 1970) Paraprofessionals and aides tend to come pri-
marily from low-income minority groups, They help provide individualized
attention to students, improve communication between disadvantaged
students and middle-class teachers, and provide concerned-adult models,
They extend their owm understandings into child development and community
fnvolvement while, af the same time, are gainfully cmployed on a carcer
ladder., Thus, the use of low-income auxiliarics in disadvantaged areas
potentially may yleld positive pupll outcomes and have other soclally

valuable outcomes as well,
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Low-income parents iay be involved as volunteers as well in programs
in which parent-involvement is an integral element, Volunteers, on the
other hand, often come from middle-income groups and provide somewhat
different kipds of services to students and schools,

Post-secondary and Highexr Education--The percentage of minority

group youth who go on for poat-sccondary and highor education has bdbeen
but a small fraction of the rate for whites who pursuc further education,
As latc as 1905, Coleman found that racial segregation in higher educa-
tion vas about ags complete as it vas in elementary and sccondary schools,
While collepe atteudance {s dependent on avallability of financial re-
sources, for non-vhites inadequate preparation for college and poor
counselling have been equally important factors affecting attendance.
Programs concerncd with increcasing participation in higher education of
disadvantaged youth take a varicty of forms, These include:

a, High School I'tograms and Proprams for Sccondary School Youth-=-
Several large-city nchool systems have initiated programs which attempt
to {dentify dlnudﬁnntnucd ninth graders living in ghettos who appear to
have potential for college work and to arrange conditions which will
fmprove their academic attainment and increcase their motivation for
higher education, 1sually such programs involve intensive instruction
in the Lasic subjects, smallexr classes, additional counselling, cultural
enr{chment, and admission to local colleges and universities assured upon
nuccéasful completlon of the secondary school program. In some instances,
financfal assistance is included during high school and college ycars,
Often colleges and universitices cooperate in various asbccts of such

programs, The federally sponsored Upward Bound Program {8 afimed at
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secondary school youth, providing an inteusive recsidential summer educa-
tional and counsc!ling progranm at a college or boarding school plus an
academic-yrar folltow-up, designed to motivate disadvantaged youth to
prepare for collepe, Other programs involve college students tutoring

high school students or univeraity facilities being made available to
sccondary school youth in order to help orient them towaxrd higher educa-
tion,

b. Admisseion to College--1t has been argued that college admiss{ons
procedurcs arc stacked against disadvantaged youth with the specific
criticisms dirccted toward tests that are culturally unfair and alleged
racism amonpget admission officers, A variety of procedures are being
used by collepes and universitics in efforts to increase the nwibers of
minority groﬁp youth vho are admitted to college. These rauge from
"open admissions' policies, to differential requirements, to substitution
of nominations for test performance, to admission by lottery, While
studics of prediction of success and relection of admittees abound, their
inapplicability to minority group youth has rcsulted in testing alternative
procedurca to thote counventionally employed.,

c. Transition to College for Disadvantaged Youth--A variety of
programs have been initiated to Increase the probability of success for
disadvantaged youth once adimitted to college. ‘These include: '"summer-
preadmigsions proprams, reduced coursc load, remedial courses, tutorial
asslstance, guldance and counselliny, extended length of time te mect
graduation rcquircments, and financial assistance." (Kcu@rick and Thomas,
1970, p.167) MHost of these programs are compensatory or remedial in

nature although therc have been substantive curricular changes ns well,
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vendrick and Thonas concluded from the 1imited rescarch available 'that
exicting compensatory programs and practices have made little {mpact in
c¢radicating the problems of disadvantaged college students, nor have the
najority of collepes accepted this arca as their role." However, as
admissions procedures {ncrease the number of disadvantaged youth vho

enter collepe with preparation that differs from the traditional patterns
and standards, cullegen and unfveraitics are forced to develop new and
different fnttructional programs, Gordon has suggested that the {mmediate
problem "{s a radical distribution of labor {n higher cducation, with tu
atronger institutions fncrcasing thefr share of the responsibility for
educat Inp weaker students, and the smaller and weaker fnstitutions
serving more of the stronger students,' (Gordon, 1969, p,.10)

d. Lxtennfon of Pust-Lccondary Opportunitics-<Although colleges and
universitics have expanded thefr enrollments substantlally, perhaps even
sreater provth has cccurred in other areas of noust-secondary education.
Two=year comaunity collepges {n a number of states has made such Institu-
tions rcadily available to high school praduates on a full- or part-tinme
ba:1s with en vpportunity to demonstrate one's capability for higher
cducation, Tuchnical and vocational sclhiools at the pust=high school
level are Leing developed in come aveas specifically to fncrease oppor-
tunftices for disadvantaged youth,

e, Finally, ost prograns represent cfforts to Incrcase selection
and attendance in the more or lesn traditional forms of higher education.
Efforts at najor rcforma in higher cducation are as sparse as those at
lower levels, There are those vho sce the {ncrcare {n colivge-going of

{sadvantaped youth as a stimulus toward bringing about reform not only
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fn prosrams of higher cducation but {n the relationships between colleges
and their surrounding communities,

Conrunity School and Community Development--In an effort to cxtend

ecducation into the neipghborhood and the family and to make the school an
fntegral part of the area, some systems have attempted to develép "community
schools.' 7The concept 18 not a new one, although its penesis scems to have
been in rural arcas. ‘The community schiool as defined by the New llaven
Board of Lducation should function as: (a) an education center where
children and adults would have opportunities for study and learning; (b)
- a ncighborhood center vlicre persons of all ages may take part in a varfety
of recreational, c¢ultural, lefsure-time, and civic activities; (c) a
center for comnunity servicer where individunls and families may obtain
hcealth, counselling, legal ald, cmployment and other services; and (d)
a center for nciphborliood and comaunity life, a catalyst for uniting
citizens in the study and solution of significant neiphborhood problens.
(Twy~an, 1970, p.205) Variations of the cemmunity scliool concept are
being develuped and fnplencented in large citfes and the possibilities for
reconceiving the role of the school {n ghetto areas leom large. In some
instances, fssues of cormunity control and accountabflity are being worked
through in community school scttings,

A nore comprehensive approach {8 cxemplificd by Chicago's Woodlawn
bevelopieat Project vhiose purpose is:

Co improvs the quality of cducatfon in two inncr-city de
facto seprepated schools through: a change in the socfal
structure of the {nrtfitutiony which wili include parents and

children an participants; a comprchensfve fn-service education
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progran and a substantfal increase {n human and material

sources: all concerned snd implemented within a collabora-

tion structure involving the Chicago Public Schcols, the

Woodlaun Organization and the University of Chicago,"

(Congreve, 1969)
The ptaff view thin collaborative arrangement as having considerable
potentisl for Lringing about local reform in urban cducation, The
tripartitc arraupenent cnables cach of the participating agencies to
bring its strenpths to bear on school and cormunity development problems,

Deseprepation and Intepration--In its 1954 decision in Brown v. Board

of Lducatjon of Topcka, the Supreme Court ruled that segregatfon compelled
or exprescly permitted by law was unconstitutional. The ruling that de
Jure segrepation vac to be climinated "with all decliberate speed' proved
to have been very slov in ite fmplementation and {t was not unt{l ¥all
1970) that rcal descgrepation bogan to take place, At that time, 543
school dictricts In the eleven Southern states were scheduled to take
desegrepation actfon, moot under court ordered and approved plans, Whether
inplementation of these plans will in fact place the majority of Southern
Blacl children in denepregated achool systems is yet to be determined,
An cqual, 1f not morc complex aspect of the problem, is that of de facto
seprepation and racial fsolation, both of which arc most concentrated in
the centrel cftfes, Renfdential seprepation f8 particularly scvere {n
the fnner citier.,

A varicty of plans have been initlated to corrcct racial and etlinic
fnbalance (delined diffcrently by state and localfty but generally twaning

a high concentration of Rlack, Puerto Rican, Chicano, or other ninority
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sroup children and an absence or small proportion of white pupils.)
These plans for desegregation have been used in both de jure and de
facto situations. They include:

a. Altering ottendance arcas or rezoning school catehment arcas,

b. Open corollment or voluntary transfe: from schtiools with heavy
concentratfons of non-whites to schools where space is avail-
able,

c. Voluntary cxchange wherein whfte and non-white children are
transferred on a onc-to-~onc exchange,

d, Frece-cholce transfer under which parcuts may cnroll their
children ta nav school where space §s avaflable,

¢. Princeton Plan or school pairing under which school bufldings
and/or gradce levely arce combined for larger attendance pools
to achfcve better racial balance,

f. FEducatioral parks which provide for a concentration of educa-
tional facilitiea ~erving school populations from a large
sttendance arca or cven the total pupil population of the
9ystem,

g2« Supplementary centers and magnet schools representing specialized
cducational programs which draw from all or many parts of the
city,

h. Metropolftanization fnvolving voluntary cooperation and exchanges
between fnner city and suburban schools or actual merger and
consclfdation of educational functfons fn a metropolitan arca,

1. Site selection wherein new schools are strategically placed with

respect to housing patterns to provide for better balance,




H9-

Yariations aml cvombinetionn of tlicee techniques for idesegregating
~chuuls have been uned with some success in smaller citics and subuxbs
but racial {solation has, i€ anything, incrcased in inner cities primar-
1ly becaucze of socioeconomic and racial rcsidcptial patterns, Iu many
instances, it becomes necessary to transport children to achieve racial
balance, Deapite the ‘act that millions of schoul children are and have
been transported by achool buses cach day, particularly fu the rural and
aparsely populated regions, a nation-wide Gallup Poll taken {n March 1970
disclosed that 86 pcercent of those questionned opposed busing as a means
to achool deseprepation. The poll disclosed only small regional dif-
ferences and very little difference between those who called themselves
"liberal" ~o "conservative.," (New York Times, 1970a) Other studies
{ndicate that reristance to desepregation s not limited to the white
ma jority.

The: cducationel consequences of desegregation have been nixed and
fnconclusive., Often a rescpgregation has taken place within the class-
rouns of dencegrepated schivols through grouping and tracking procedures,
Comenting on the "inconclusfva cvidence of a relation botween ethodic
integration and achicvement,' Su, John observed:

Une good rcason that there has been nn adequate reseavrch
to date on the effect of intefration is that there have
been no adequate real-life tests--no large-scale, long-
run instances of top-quality schoolinp {nscgregated
minority-group schools, Uutil our socicty triea such
experiments, rescarchers will not be able to cvaluate

them., (5t. John, 19270, p.129)
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{he fact that gubstantial dcsegrepation, lét alone significant
integration, has not been achicved in central cities, combined with
proving ethnocenur{an and nationalism, has resulted in proposals by
some groups for scparate school dirtricts and systems. (Day, 1969;
Jencks, 1968) The Congress on Racial Equality (CORE), for instance,
has pressed for legislation for a scparate school district in New
York's jlaclem and in Mobile County, Alabama. In Mobile, CORE supported
a two-diotrict plan--onc predominantly white and the other predominantly
Biack., Teatifying before a Scnate committce, a Mexican-American educa-
tor commented: “Intepgratfon of poor black with poor brown or even a
few poor whites fo not benefiting any group of this nation.,'" (New
York Times, 1970b) The discachantment by some minority groups with
decegregation ¢ {forts {5 found {n the drive for scparatism and for
cormunity control,

Decentralizatfon and Community Contro’ -large-scale educational

burcaucracics, unresponsive to community nceds, have been blamed {n part
for inferior cducation. The prime argument for deccentralization (s the
bLeltef that the educational program will be qualitatively f{mproved to the
axtent that the school, parents, and community are brought into a more
neaningful relatfonship with one another, with the community having a
greater vofce In cducatfonal decisfon-making, As a strategy for improving
cducation for poor and minorfity proups, the rationale for decentralization
and community control varfcs, from the conviction that parental involvement
in determinatf{on of curriculum and seclection of staff {s essential, to an
abandoning of faith in desegrecgation and compensatory programs, to the

beljef that scparatiem and isolatfon are the mean: by which power will be
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atteined and quality provided.

A number of large city school systems have initiated various plans
for decentralizing, some simply for administrative purposcs and others
to facilitate community involvement in control and decision-making. The
domain within which control Ja cxercised varics but the key arecas involve:
hiring and {iring of schiool personnel, determination of broad curriculum
soals, seleetion of instructionnl materials, determination of nature and
site of physical facilities, allocation of funds, and sctting conditions
of accountability. The issues concerning decentralization and community
control nve just being rafised, sometimes through confrontation and struggle
for power and somctimes throuph politicnl processes, (Gittell argues that
community control of cducation i{s only onc aspoct of a morce general move-
nent: “Underlylinp the cffort tovard this poal {s the desire to guarantee
a neaningful rediantribution of power in our citics....The ends that they
scek and the thrast of their actions may benefit the political system
and the larger community as a vhole." (Gittell, 1969, p.375)

Alternative Schunls aund 8School Systems-=Arpuing that urban schools

have becone {notruacnts f[or blockiup rather than facilitating cconvaic
moliflfty and for fntensifying class distinctions, Clark has proposed six
conpetitive 8yctems. These Include: regional state schools, federal
replonal schools, collepes and university-related open schools, industrial
denonstration schools, labor union sponsored scliools, and Defense Depart-
nent schools,
With etrong, cfficient, and demonstrably excellent parallel
systems of public achuols, organtzed and operated on a quasi-

nrivate level, and with quoality control and professionsl
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accountability maintained and determined Ly Federal and State
cducational standards and cupervision, {t would be possible

to bring back into public education a vitality and dynamism

vhich arc now clearly missing..,.American educational health

may be made ﬁousiblc through cducational competition., (Clark,

1969, p.186)

A nunber of proposals have been made for keceping the educational
market frce and installing compgtlng systems which fnvolve providing
vouchers to parents thus enabling them to choose the kind and quality
of cducation their children will receive., With the voucher, the parent
could ehop for better schoolfny and competition would be fostered between
public and private schools where the grants could be used. Some proposals
call for differential grante with large amounts going to poor children.
(Carr and llayward, 1970) At least one vorsion of 'cducatfon by chit" is
being tested in the field.

Another kind of competition has been proposed by Levin who advocates
that decentralized, community controlled public schools should be provided
lump-sum allocations which they could use to purchase appropriate services
from {ndustries, non-profit groups, universities, or any other source.

The community school board, in conjunction with the professir-al staff,
would work out rclevant educational strategies and then solicit competitive
bids from a varicty of sourccs, (Levin, 1969)

Still another proposal is that of Coleman vho advocates pudlication
of standardfircd test scorcs as & basis for interscholastic and intramural
competition, Coleman suggests an open school with subject-specific chofces--

the student would spend part of the day at his home base but could take other
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courses outsoide the ncﬁoal with payment by results. Ilc seces the focus
on echolagtic achicvement increments as providing an incentive structure
if placed on a competitive games approach, (Coleman, 1967)

The pazt few years has scen the cstablishment of alternative schools
of another kind, schools specifically designed for youth vho have dropped
ont of public high school: Chicago's CAll Acadeny and llarlem P'reparatory
School in llew Yorii. BDoth arc private schools, supported by grants fron
foundations and 1nduntrlalrcunccrns, enrolling primarily dropouts and
providing "a sccond chance" to prepaxe for a college carcer, llarlem Prep
is ungraded with a flexible, highly t{ndividualized curriculum vwhich em-
phascizes pride in gelf, solidarity with onc's peers, and coumitment to
succes:, Both achools have a deep commitment to the potential of the
students despite their past records and both believe that the school and
fte pro,ranm must adjust to the student, not vice versa. 1In addition to
larler Irep, a nunber of Street Academics have been established in store-
{ronts fn phictto arcas of llew York, staffed by one or two tcachers, a
nunber of volunteceros, and a strcct‘worker, the stress of the Street Acadenmy
16 on re-rotivating students more than trying te attain specific acadenic
objectives,

Even within Lhe public ochool systwm, major relorms arc belng under-
taken. Uhiladelplila's Parkvay Project or "School without Walle, ' Portland's
Adans liigh fSechool and liewton's Nurray Road School represcent totally €lex-
ible, fnformal, :tuldent-teacher planned programs fn which traditional sub-
jects and requirements are dropped, These aud other proposals represent a
belicf that urban schoolo arc failing and cen only be tcformed by being

faced with competition which they nmust mect {f they are to survive,
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Finally, there fe a beginning {n the making of arrangements with
bhu-inecs and inductrial groups for wvhat arc knowm as 'performance con-
tructs,’ In Texrarbana, Acltansas, for instance, the Dorsett Educational
Sy~tem hag contracted to provide instructfon in reading, math and study
skills for a ninfnun of 200 students {rom low-incone families in grades
7 through 12, Presumably, Doractt is paid on the basis of grade-level
increases in readiny and nath and the payments are subjcct to reduction
{f achievenient gains are not made, Scveral other school systems axe
junt initfating performance contracts with publichers of curriculum
naterfals and producere of reading "systems' with payment usually based
on achieverent increnent gafna although some coutracts ave for flat fees.
In July 1970, the Office of Economic Opportunity pranted $6.5 million
dollars to nix conpanics fn 18 schionl districts to test the performance
contract concept during the school year,

Fcderally Supported or Asaisted Prugrams-=Since the 1960's, a nunber

of prograrns have been lannched as a consequence of federal legislatien,

Thege ranpe fron the Pilot Sichool Breakfast Progran fn vhich preference 1s
¢lven to sclicols in low-income arcas to Title I of the Elerentary and
Secondary iducatfon Act of 1965 i{n vhich "the Congress hereby declares {t

to be the policy of the United fitatcs to provide finavcinl assistance....

to local educationnl apgencies serving arcas vith conceutrations »f children
frou lou<income fanmilicr,.,." While not specifically afrmed at urban schools,
clearly the target populotions of a good many federally-assicted programs

arc the nopulations of the central cities. Any consfdervation of urban
prograne must Include federal proprans cvea though many ~{ thenm operate

outpide the publice schoul system, The Vocational Kducation Act of 1963,
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the Civil Rights Act of 1964, the Lconomic Opportunity Act of (964, the

Flementary and Sccondary Education Act of 1965, the Higher Education Act

of 1965 arc the major picces of lepislation, each authorizing a variety of

programs affectiny, urban cducation. Among the most significant are:

a,

Job Corps-- a program of basic education, skill training, and use-
ful work cxperience for young men and women, apes 16 through 21,
Job Corpsmen reside at training centers lucated at national parks
or forests or in or near urban arcas, The centers are operated

by public or private agencics, school and non-school,

tHeighborhood Youth Corpa-- a program open to stwlents from low-

income familic: in grades 9 through 12, or {n lover pgrades but of
high school ape. The three components include an fu-school progran
of part-tfune vork and on-the-job training; an out-of-school program
of work cxperience and on-the-job training to encourage return of
dropouts; and a summer work program.

Collepe_York-Study I'rograms and Collese Hork-Study Grants--a progran

vhich providea part-time cmployment and grants to students fron
low-income fanllies. WHork-Study Program {s desiguned to stimulate
worthwhile vork experience either one-campus for the institution or
off-canpus with avencics involved iun the Cormunity Action Programs
and other Economic Opportunity Act supported activitics,

Upunrd dound Propiram-- a pre-college pronram designed to motivate

disadvantapcd high school students to rcach thefir scademic potential
and apply Cor college. A residential program, Upward Bound combines
8 6-to-8 week intensive cducatfonal and counselling experience

with an acadenic year follow-up to consolidate swmeer gaing,



e, HNational Tecacher Corps-~ a program for teacher interns with

supplementary teaching assignments and for work in home-school
relations in areas wihere there are concentrationz of disadvantaged
students. The Tecacher Corps teams ave supervised by experienced
teachers and continue their academic study at nearby institutions
of higher ecducation,

f. Full utilization of Educational Talent-- a program desigred to

cncourage high school or college dropouts to reenter educational
programs and to encourage able disadvantaged youth to enter and
remain in college.

£, HNew Carccrs Program-- a program for adults 22 years of age or

older which provides work-training employment primarily fa the
fields of health, educqtion, welfare, community development, and
public safety., The program is designed to provide entrv-lavel
employment opportunities, imbrove prospects for advancement and
continued employment, and create new careo? Jobs in public service.

h. UYanpower Development and Training Programs-- various programs
provide occupational tfainlng for unemployed and under-employed
pexeons, including disadvantaged youth between 16 and 22 years of
age, Basic education and occupational training, ofther {n vocaticnal
schools or on-the-job, are provided together with training
allowances.

{. Ald for Public School Desegregation-- & program designed to aid

echools and school personnel in dealing with problems which arise
from school desegregation by providing technical assistance,

grants to school boards, and grants to tcacher training fnstitutfons.
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In add{tion to these cducation-specific programs, urban schools are
affccted by a variety of other federally legislated activities dealing
with health, community development, urban rencewal, rccreation, cultural
facilities, transportation, rcgional planning and rchabilitation.

Allocation of Educatfonal Resources-- It has bcen argued that 'greater

pupil nceds, higher costs, municipal overburdens, and smaller resources

tc drav upon mean that the present system of financing schools places a
city at a severe disadvantage relative to its suburbs.'" (Levin, 1970, p.68)
Morcover, as tCohen has pointed out, ''there is no simple identity between
dollars allocated among scliool diotricts and the cquality of resources
delivered to thefr students," (Cohen, 196%, p., 123) Beyond the overall
discrepancics in cducational costs and availuble financial resources between
city and suburb, it has been demonstrated that there are often sharp
differences in the allocation of available resources to schools within a
larpe city system with schools in ghetto arcas being shortchanged. 1In
recent years, throuph court litigation and pressures for new legislation,
there have been attempts to corvect such inequalitices on intra-state and
intra-district bases, (Silard and White, 1970) 1In éomo cases, the action
has been brought to {nsure that catcgorical aid is spent vhere the act
intended Lt to be-- c.g., ESEA Title I funds on disadvantaged populations--
and that it be added to, not substituted for, gencral aid, L very dif-
fercnt approach has been tried by some school distriets which establish
projects with substantfal additional funding in depressed arca schools,

New York City's More Lifective Schools Propram 18 an example of a limited

nunber of ghetto schoole receiving compensatory funds and resources enabling

a draostic incrcase in staffing and an improved pupil-teacher ratio,
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In the becade Ahead

Almoct cvery aspect of the edncationnl proccese is being modified and
adgpted through projects, programs, and "lnnovations", cach aiwmed at
improvin; the quality of urban cducation and opening oducational opportunities.
fost of these efierts represent changes intended to fucrease the cffective~
ness in attaining the traditional cducaticnal objectives of public schools=
at a minimum, the attainment of basic literacy, Few projects aim at
fundanental rcappraical of urban education, propose major reforms, or suggest
new goalr or delivery ststems, Some programs could result in significant
reform but, gencrally, schools have been responsive to immediate crises,
to the availability of funds, or to pressur2 from groups,

The Washington, D,C, schools may represent a prototype for what Americs's
central eity ochools nave become, Since 1947, the District of Columbie
Schools pupil population has changed from 46% Black to more than 937% Black.

Scholastic achicvement on standardized tests has fallen far below national

means. A 1965 bulletin titled, Innovation in Education, facluded almost
100 secparate programs and projects, cach aimed at improving instruction.

At funds becanme available through ESEA and other federal legislation in
1965 and the yeors following, the number of programs end projects increased
further., Since 1967, the District Board of Education has'been precented
with four major docunents, cach containing recormendations, prcposals, énd
plane for changing the school system or a part thercof, The so-called

"Passow Report' ( Toward Creating a Model Urban School System) resulted from

a large-ccale compreliensive study of all aspects of cducation and schooling in
the District and contained scores of recommendations regarding the total

school eystem and ite functioning in the nation’s capital community. (Passow,
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1967) The Anacoostia Cormuuity School Project proposal emerged from a month=
long summer workshop and consieted of no fewer than 25 programs ranging
from *otal community part{cipation in school decision-making to updating
equipnent in the 10 scheols in the area which contafuns about half of
Washington's public housing., (Abacootia Comnunity Planning Council, 1968)
The Tort Lincoln llew Town propocal represented a case study in the developrment
of an cducational program for a completely new town to be buillt on a 335-acre
gite in northeast Washington. (Fantini and Young, 19Y70) Finally, the

go~cal'ed "Clark Report' (A Possible Realily) proposcd focusing on the

improvement of recading nchievcment through a Reading Mobilization Year

wvith a Reading NMobilization Team in cach school, and differentiated staffing
and calarier bascd on teacher accountabtlity. (Clark, 1970) These four
reports cxemplify a range of proposals for confronting the educational
crinio in the schools in the nation's capital.

The kW Urban Educatien Task Force urged 'that the problem of urban
arcas should be considered as the major priority of the Administration's
donestic program in the 1970's, Withip this priority, ecducation-~broadly
conceived and with new constituencies involved-- should become a first
consideration," (HEW Urban Education Task Force, 1970, p.0) Recognizing
a nced for long-~term comprehensive planning, the Task Force concluded that
the urgency of the situation required proposals for lmmediate r~ction as
wvell, The report called for:

a. Monecy-- significantly increased levels of funding far exceeding

current appropriations and authorizations from the federal
governnent,

b, Concept of urban education-- expansion of the concept of the



Raaestansinteaie i e b heiat et At e T e sl st ettt a e At s e e

-60-
cducative process to deal with the whole individual, "his health,
his emotional well-being, his intellectual capacitfes, his future
employment, his self-rcalization..,."
Haster plan for urban education-- development and implementation
of master plans for cducation, cach tatlored to particular urban
arcao, dealing with causas and symptome "within a framework of
over-all urban problem-solving rather than education per se...."
Insitutional changes-~ deliberate sequencing of plans and steps
leading to institutional changes, fundamental changes within the
syatenm itoelf,
Cormunity determination-- active participation in decision-making
by community residents and students, including priorities for
using funds, designing curriculum and program components, and
cmploying and evaluating peraonncl.
Performance standards-- clear statements of specific knowledges,
attitudes and skills students are cxpected to demonstrate and which
can serve for personnel and school accountability,
Asscrament-- continuous asscssment of all aspects of the educational
program with regular feedback enabling {mmadiate adjustments and
modificationc.
Racial and ethnic integration-- integration should be 3 major
e¢lement for all planning; scpnratiSm; Jocal control, and a demand
for a rccognized identity are viewed as alternate channels to the

ultimate goal of integration, (pp. 6-7)

The major recommendation of the IIEW Urban Education Task Force was

for development of an Urban Education Act, designed to fund the planning,
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development, and implementation of a comprehiensive master plan to meet the
specific, long~-range broadly conceived nducatiﬁnal ncede of inner-city
arcac,”" (p. 04) 1f enacted, such lepislation would only set in motion
preparation of guidelines and cirteria for potential grantees to develop
their own local macter plans, No model master plan for urban education
fg provided but rather the veport calls attention to the uneed for cumprehen-
sive censideration of education in the urban setting instead of the present
frapgmented project approach which obtains,

Vhnt the crisis i{n urban cducation has done Js to stimulate total
rethinldng about the educative procesa-~ tlie goals, the means, the resources,
the strateglies, the rclationshipa, The '"tinkering approach' having proved
less than adequate, the "do something, try harder” stance having failed,
ve may now be ready for more comnrehensive reforms based on a sound base
of rescarch, theory and expericnce, We have already been reminded that
cducation 18 taking place in setitings other than the classroom and that
much learning consints of behavior about which Che scliool has given little
concideration, Ao one looks at the dilemmas the nation faces, one must ask
to what extent adequate and appropriate education is beiung provided any
proup or set of individuals, advantaged or disadvantaged, majority or
minority, Reform I{n education, like reform in soclety of which the schbols
arc a part, doesi not come casily for there axe constant struggies for power
and prerogatives among individuals, groups and agencics,

A master plan for urban cducation will necessarily deal with urban
achooliny In the broadest sense, with many components of the cducative
process at many different levels. There are not nor can there be poanaccas

in urban cducation; no gingle proyram or system or approach will resoive
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the problems of urban schools, Dloverty, discrimination, racism, and
other nroblems of our society have very dcep roots, Full and equal
enployment opportunities, sound housing, political power, safety and
gecurity, adequate health and sanitation, cultural satisfactinns are part
and parccl of the solution to urban cducational problens just as they
are, In part, a consequence of good education, The school vepresents

one component in the educative process in the community. It cannot
rernmin icolated from the other compnentns nor can it do the educative Job
alone, In some instances, the school may serve as the catalyst for

other agencies to plan jointly their educative ef[ort;; in other instauces,
the cchool ha:u prime leadership responsibility,

There i85 10 clear blueprint for urban educatlon 1n.thu decade ahead
but a conialderable reservoir of cxperiences and rescavch whieh, wvhen
conbincd with gerious intent and fundamental commitmeut to build a better
socfety for all, can provide the basis for morc effective nurturing of
hhuman potential, What is nceded now i3 a reassessment of the total cduca-
tional process-- programs, personncl, facllitlcé, resources, relationships,
and delivery syatems -- within the family, the community, and the school
to ancertain where and how cffective learning opportunitics can be
arranged, The entirce cormmunity, not the lecation we now call "school",
mugt become the clte for education of future urban populations,

A decade ago, educators were presscd by events to drop thefir dcfensivé
stancen and face up to their responsibilities for educating all Americans,
Even then, the directions were well marked and the goals quite clear,

Comprehensive planning for cducation rather than fragmented prop-sals for
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schocling is needed {f America's public schools are to fulfill their

responsibility for helping to build a richer urban society in vhich all

individuale can '"do their thing'",
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