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FOREWORD

As we enter the 70's, all Americans are concerned about the
deteriorating quality of life in our large cities and the crisis in
urban schools. In this volume, The Reform of Urben Schools,
Mario Fantininot only presents a penetrating analysis of the urban
crisis but also moukes concrete suggestions for renewing urban
education through a unique design that he calls the public-schools-
of-choice system. Fundamentally a plan in which a range of
optional schoel programs wiould be offered to diverse student
groups in every communily, the public schools of choice would
open up a range of educational opportunity and choice in public
schools heretofore available mainly to the privileged patrons of
private schools. It is impnrtant to note that Fantini is not sug-
gesting a voucher plan. Rather he is calling for new kinds of
public schools.

For teachers, Fantini's volume opens up a whole new world.
Teachers have too long been shackled by the constraints of stand-
ard institutional organization. These restraining forces have virtu-
ally forced them to put into practice decisions made by others far
from the students and the life of the school. As Fantini puts it,
“Closest to the learner, the teacher is farthest from instructional
decision making.”

On a positive note, the author argues that as agents closest to
the action, teachers ere in a logical position to assume major re-
sponsibility for making instructional policies and putting tham into
action. He suggests ways to bagin to move forward into a new
world of professional stature and responsibility. Not every teacher
who reads this book will agree with all the author has to say, but
no one who reads this book will ever look at his job again in
precisely the same way.

In a plea for a new approach to educational decision making
that involves direct participation by all concerned parties of in-
terest—1cachers, administrators, students, and parenis—Fantini
would open up the structure of public education to a whale new
range of ideas. Behind his approich is the reasoned acknowl-
edgment that while the standard public school system might stiil
be acceptable for the majority of its users, we are naw confronting
a critical mass of discontented sludents and parents for whom the
public schools are no Tenger accepitable. These "tonsumers" of
education are demanding reform at a time when education is
crucial to their own survival and to that of society. Unless our
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public schools are revitalized and reform realized soon, it is not
an exaggeration to say that the entire struciure of American life
may give way. What has happened is that we are entering a new
educational era with an cutmoded educational institution that is
unable to meet its huge obligation to individuals, groups, and

society.

Fantini's public-schools-of-choice system would transform the
usual standardized, monolithic offering of most public school pro-
grams into a broad range of educational options for diverse popu-
lations in each school community. Fantini mentions seven differ-
ent types of programs already in existence that might be made
available, ranging from a classical academic prep school, to a
community-centered school, to a school without walls. Manage-
ment and direction of public schools of choice would be by co-
operative governance of those parties most directly concerned
with the educational process-——teachers, administrators, students,
and parents.

The Reform of Urbaen Schools is one of several volumes in the
Preliminary Series of NEA's SCHOOLS FOR THE 70’s program,
anajor publication and action program underway at NEA's Center
for the Study of Instruction (CSI). The 70's program has three
parts. The first is a comprehensive, single-volume report, with
accompanying multimedia and action programs addressed to all
members of the profession and the public. The second, which
includes this volume, is a Preliminary Series focused on critical
issues, The third is an Auxiliary Series that includes four volumes
already off the press addressed primarily to curriculum specialists
and university and school researchers. The entire SCHQOLS FOR
THE 70's program is more than just a series of books. It under-
lines anew NEA's continuing commitment to promote instructional
improvement in the light of new priorities and imperatives.

Helen Bain

President

National Education Association
September 1970
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ABOUT THE AUTHOR

The name Mario 1. Fantini is synonymous with commitment to
the reform of urban education. The breadth and depth of his
experience with the problems of city schools is well known, and
his dedication to making city schools work has produced both
concrete and abstract models for educators to study in approaching
urban problems nationwide.

In late 1964 and early 1965, Dr. Fantini served as a consultant to
the Fund for the Advancement of Education of the Ford Fouida-
tion, where he directed a project to identify and record effective
teaching practices with disadvantaged elementary school children.
In May 1985, he joined the regular staff of the Ford Foundation
where he is a program officer. Additionally, in May 1967, Dr.
Fantini was appointed executive secretary of Mayor Lindsay's
Advisory Panel on Decentralization of the New York Gity Schools
and became staff director of the Bundy Report (Reconnection for
Learning: A Community School System for New York City}. In
1968, he was appointed by President Johnson as a member of the
National Advisory Council of Supplementary Centers and Services
(Title II). In addition to his position with the Ford Foundation, Le
is serving as consultant to the Task Force on Urban Education,
National Education Association, Washington, D.C.; as consultant,
NDEA Institute for Advanced Study of Teaching Disadvantaged
Youth; as chief consuliant to the $10,000,000 Model Demonstra-
tion School Project (Anacostia Communily School Project) and
Fort Lincoln-New Town, both in Washington, D.C.; and as a mem-
ber of the Commission on Goals in American Education, ASCD,
Washington, D.C.

Dr. Fantini, a native of Philadelphia, Pennsylvaniz, completed
his undergraduate work and eained his master's degree at Temple
University in an experimental Ford Foundation program. In 1960
he earned a Certificate for Advanced Study in Educaticnal Admin-
istration from Harvard University, and in 1961 Harvard granted
him his doctorate in education. He has worked extensively in the
field and in the classroom teaching urban youth as well as mentally
retacded and emotionally disturbed children. He also acted as
chairman of experimental teacher-training programs at Temple.
From 1962 to 1964, Dr, Fantini served as senior research associate
at Syracuse University, as director of the Madison Area Profect
in Syracuse, N.Y., which is described in this volume, and as direc-
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tor of the Urban Teacher Preparation Program at Syracuse Univer-
sity.

His long list of published works include Toward a Contact Gur-
riculu », Anti-Defamation League of B'nai B'rith, 1967 (co-authored
by Gerald Weinstein); Designing Education for Tomorrow's Cities,
Holt, Rinehart and Winston, 1970 {co-authored by Milton Young);
Community Control and the Urban School, Praeger, 1970 (co-au-
thored with Marylin Gittell and Richard Magat); Toward Humanis-
tic Education, Praeger, 1970 (co-authored by Gerald Weinstein);
The Disadvantaged: Challenge to Education, Harper & Row, 1968
(co-authored with Gerald Weinstein); aind Making Urban Schools
Work;, Holt, Rinehart and Winston, 1968 (co-authored with Gerald
Weinstein). The latter two were included in a selection of 21 out-
standing books of 1968 by Educational Books of 1968, and were

chosen as outstanding educational books of 1968 by Pi Lambda
Theta.
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1. Introduction:
Diagnosis

Before something called “the Urban Crisis’ became the longest
running problem in the nation, the city represented the most
sophisticated, civilized aspirations of modern man. Horatio Alger
left home for it; stowaways huddled in bleak corners of ships for
the promise of city lights; metropolitan America was the talk of
Greek Islanders, the whispers overheard in small cafes. All that
was golden and alluring seemed to dwell in the cities of the United
States, and millions of hopeful immigrants scrambled for visas.
They scrambled for excitement, {or decency, for financial stability
and opporiunity.

Decades later, American cities have overgrown into unwieldy,
unmanageable seas of frustration, Between 1950 and 1959, there
was a 1.5 percen! population increase in American cities, as com-
pared with a 44 percent increase in the suburbs. Suburbia, the
retreat of the middle class, is a temporary phenomenon; by the
year 1880, 9 out of 10 Americans will be urban dwellers. By the
turn of this cenlury, there will be no place left to hide from the
urban environments we have created; they will be an unrelenting,
unavoidab'e way of life for the 21st century American.

Urban school systems, which once represented America's finest,
are now tripped in a spiral of deterioration, As measured by the
effects on children, cily schools are failing. For example, in a
survey recently completed by the Citizen's Committee for Children
in New Y rk, joining countless other studies, it was reported that
of 65,203 students admitted to the class that would graduate from
high school in 1968, only 60.5 percent finished the public schools,
Only 30 percent of the original “class” finished with an academic
or college-preparatory diploma.

All citizens are paying @ heavy price for this decline—reflected
in the dramatic upsurge of drug use, crime, welfare, rehabilitation,
and student unrest. But the most obvious victims are the casualties
themselves, found mainly (but nct exclusively) in those parls of
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the city that need education most desperately—the low-income
neighborhoods. The poor in our big cities have little choice but the
public schools, and in the absence of successfu! schooling, the poor
are expressing their frustration in the form of apathy on the one
hand and rebellion on the other. The consumers of public educa-
tion—parents and students alike—are in increasing revolt against
the system's failure, a failure that will trap them unmercifully in
the cycle of poverty: poor education, to low paying jobs, to poor
housing, to poor instruction, to poor education, and so on,

It iz not possible to discuss urban education as a problem
peculiar to some Americans. Urban education is American educa-
tion. The urban conlext of today and tomorrow is one of almost
continuous stress imposed by intensely concentrated social pres-
sures—Iloss of identity, bureaucracy and feelings of powerlessness,
density and diversity of population, and feelings of disconnected-
ness. In our own lifetime, we have seen relatively simple social
atmospheres become complicated by increased populalion or polar-
ized interest groups. We have seen small towns divided by public
swimming pools, a black man buying a house, a high school cheer-
leader moving into the East Village (the community of rebellious
youth in New York City).

Complexity, whether good or evil, is a fact of our t{imes.
There are those who hesitate to relinquish the safe and undemand-
ing nature of a simple life, and one cannot blame them entirely.
But there is virtually no way of returning to e days of easy
answers, and it is dangerously naive 1o suppose thal complexily {4
the result of a conspiracy. [“ollowing such reasening, you could
get back “'che good old days” by seizing the conspirators.)

Educalional syslems can be simple designs in a saciety of easy
answers. Puritan America did not have to search for an ethical
code to pass on to ils children. Single-purpose societies need not
flounder for educational objectives; China and Cuba, for example,
knew in very specific terms what they mean by productive, useful
citizens. Hitler had no difficully envisicning an educational sys-
tem. Some nations are in the beginning slages of growth, fresh from
revalutions and requiring popular allegiance for development:

... in a revoiutionary s-~iety (i.e., a society in the process of
cultural transformalion under the leadership of a revitalization

Tar ntini, Marlo, and Weinstein, Gerald, Making Utban Schools Work.
New York: Holt, Rinehart and Winston, 1968.
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movement) the primary concern of schools must be the moral
transformation of the population. Next in order of priority will
be intellect; and last of all, technic {despite the often critical
needs for technically trained personnel to carry out the program
of the transfer culture). The reason for this prierity list—moral-
ity, intellect, and technic—-is that the moral rebirth of the popu-
lation and the development or a cadre of morally reliable ani
intellectually resourceful individuals to take over executive po-
sitions throughout the society is the immediate necessary task.?

The United States has already embarked on her “preservation-
ist" stage, seeking to protect and defend the society that has
already developed and the institutions within it. The frenetic
progress of only two centuries, however, has produced giganiic
discrepancies between the reality of modern America and our
ability to deal with it. In many ways, our schools are still pre-
paring children for rural, spacious living, and delivering the old
easy answers even though the questions have changed. For ex-
ample, our present summer vacation period is a carryover from
the agrarian harvest tim> when children were needed to lend im-
portant arms to the farming chores. The institutions we are con-
serving are overwhelmingly and harmfuily obsolete. The child
educated in the classical Western tradition is given the values of
peace, harmony, justice, order, beauty. Hnw likely iz he to find
those elements in Harlen or downtown Chicago? "It is an ac-
cepted fact that neuioses develop when an environment makes it
impossible for a person to achieve the ambitions and goals that he
has been taughl in youth to believe arc within his grasp, if only
he sincerely strives,”

What is wrong with cur city schools has been discussed, argued,
belabored beyond endurance. The horror of urban education is a
popular theme of the media, National Baok Award winners, ladies’
luncheons, and cacktail parties. In this velume you will find fewer
answers than questions and certainly no wall-to-wall soltion or
blanket cure for “‘death at an early age.” Consider the emineat
schuol supcrintendent who recently described his visits to three
predominanily black schools in the cit+ where he works. He

- 2 Wallace, Anthony F. C. “Schools in Revolution and Conservative So-
cleties." Anthropology and Educetion. (Edited by George D. Spindler,) Palo
Alto, Calif.: Stanford University Press, 1955, p. 43.

3 Higbee, Edward. The Squceze: Cities Without Space. Nev: York: Apollo
Editions, 1960. p. 10,
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claimed that he does not dare walk down the corridors of those
schools in New York City where policemen patrol the halls. It is
time to close the curtain on documentaries and to translate over-
worked jargon into practice. Surely we have come far enough to
know that learning cannot take place in an armed camp. Or do
we need guerrilla warfare to convince us?

For while the standard public school system continues to be
acceptable for the majority of its users, this majority has dwindled.
In fact, we now have a critical mass of discontented educational
consumers (students and parents) for whom the public schocls are
no longer a viable choice. They are demanding reform at a time
when education is crucial to their own survival and to that of so-
ciety. Unless reform is realized soun, the entire fabric of our real
suciety will be in serious trouble. We are entering a new age of
education but we have entered with an outmoded institution to
meet its obligation to saciety, groups, and the individual. The edu-
cational institution—publi schools—must be revitalized. The
problems seem, and indeed are, most acute in our urban centers.
But in a country that is already urban, solving the crisis in urban
education is solving the problem of public education.

i1
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2. Where We Have Been-—
What We Have Learned:
An Education Agenda

for the 70's and Beyond

The two most significant events that sparked the recent reassess-
ment of educational policy were Russia’s Sputnik and our own
Civil Rights movement. The 1950’s produced the slogan “curricu-
lum lag,” and our politica! fear of “falling behind"’ precipitated the
National Defense Education Act of 1958 [NDEA). That decade
initiated an unprecedented era of federal concern for public edu-
cation, and as a policy statement, the NDEA reinforced the need
for better schools. Suddenly, science and mathematics were in-
struments of national defense, and the education business cata-
pulted almost overnight. Research and development centers multi-
plied; new techniques for teaching were explored. Complacency
concerning the quality of American schools was replaced suddenly
with challenge and inquiry. Parent-teacher groups were aclivated,
and money was invested for educational innovation.

The federal legislation of 1958, 1364, and 1965 launched us on
a journey to rehabilitate the schools. The Elementary and Sec-
ondary Educatica Act of 1865 fostered economic assistance in
urban areps because cities seemed to conlain the largest propor-
tion of poor people. Educational administrators in slum areas were
showered with promises and subsequent gifts of funds. Although
the inadequacy of cily schools had cerlainly existed prior to 1965,
urban education became a national issue as a result of the acceler-
aled attention.

In the 60's, therefore, we identified the crises in urban schools
ar.d quickly mounted programs of action.

If we are 1o profit from the valuable educational experience of
the 60’s and nat repeat some costly ecrors, we must develop a new
set of guiding assumptions for the 70's and beyond. The educa-
ticnal activities of the 60's, whether federal, stale, or local, were
based on a set of assumptions developed largely as a reaction
to crash programs dealing with the poor—i.e., people classified
euphemistically as “‘disadvantaged.”

12
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THREE ASSUMPTIONS OF THE 1960’s

Compensatory Education

The first assumption of the 60's had to do with the nature of
the educational problem. The use of such terms as culturally dec-
prived or culturally disadvantaged carried with it the notion that
there was something wrong with the learner—with his cultural
and environmental background, not with the school and its educa-
tional process. In short, we assumed that the problem was with
the student rather than the school, with the client rather than the
institution.

With such a diagnosis, it made sense to mount programs of
compensatory education, programs that focused on the remediation
of the “disadvantaged” learner with the aim of rehabilitating him
to fit the existing school. Most of our federal programs of inter-
vention—most notably Title I of the Elementary and Secondary
Education Act—were compensatory in nature, altempting to get
learners to adjust to schools rather than the other way around.

The compensatory strategy seemed revolutionary at the time of
its inception, but in retrospect it seems only mildly reformative.
The exorbitant, extensive activities of the last five years have been
primarily additive. They supply neither a revised foundation nor a
changed model for educating American children; they simply pile
new layers onto an old, weary framework. In many ways the
recent era of compensatory education has served to reinforce the
original theory of adaptation and adjustment to middle-class so-
ciety. While both Project Head Start and Upward Bound have been
conducted outside the regular system as preparatory scssions for
subsequent school experience, in effect these efforts are append-
ages to the sitandaid education systein.

The results of the "‘gap-filling" devices have been discouraging
indeed. Although youngsiers have demonstrated appreciation for
the extra attention, their later academic performance has not
proved to be substantially different. Data from Higher Horizons,
the Great Ci'ies Projecl, and More Effective Schools confirm the
ultimate impotence of compensatory programs. Recently, the First
National City Bank conducted a study which concluded that read
ing progress among Puerto Rican and black students in New York

City has little correlation with the amount of money spent per
child.t

1 New York Times, November 25, 1969. p. 41.
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It was not until the latter part of the 60’s that we began to raise
questions about compensatory education. Repcrts from the field
began to show results that were not encouraging. President
Nixon'’s 1970 message on educaiion acknowledged that “the best
available evidence indicates that most of the compensatary educa-
tion programs have not measurably helped poor children catch up.”

The results of compensatary education suggest strongly that any
appropriate assumption for the 70’s shifts the problem fre.a the
learner to the institution. The problem is institutional obsoles-
cence. We are asking the standard school, forged in the 16th
century, to solve 20th and 21st century problems. The schools as
*hey presently function cannot meet the challenge cf contemporary
aniversal public education. The schools as major social institu-
tions simply do not have the capacity to deal with diversity. We
are asking public schools to become the major instrument for
solving many of our social ills—paverty, racism, alienation, power-
lessness—and also to respond to the manpower needs of an ad-
vanced technological society. 'a short, we have given public
education a mission for which it presently is not prepared. Faced
with these growing demands, schoolmen have responded the only
way they could—through an add-on strategy, building on layers
1o the standard educationa! structure while at the same time keep-
ing the present system running. We have added vocational edu-
cation, special education, adult education, and early childhood
education, and each has reinained separated from the other.

The result aver the yeais is that the total educational system
has become ponderous and unresponsive lo the growing aspira-
tions of those who use schools. The basic charge for the 70's,
therefore, is institutional reform,

Ti.ough the most visible victims of institutional obsolescence
are the poor, ali children are disadvantaged as the products of
archaic schools; misguidance and distorted notions know no ezo-
nomic class.? If a scientist were to suggest modifying a Boeing
707 for space travel, he would not survive too long in the labora-
tory. Yet, the recent activity of educational reform has been based
on a similar fallacy of “tinkering” with the available mechanism;
the money is squandered, the national frenzy mushrooms, and the
fundamental problems persist.

?For an expanded presentation of this view, see: Fantini, Mario, and Weln-
stein, Gerald. The Disadvantaged: Challenge to Education. New York: Harper
& Row, 1968.
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More Money

A second major assumption of the 60's was that riore money
was needed for public school improvement. While on the surface
this does not appear to be a fallacious assumption, it becomes so
when more money is used to de more of the same thinr. When,
for example, more mor.ey is used for more reading teachers, more
counselors, more psychologists who try to rehabilitate the learner
to adjust to the conventional school, then "'new’ money is used in
old ways. Federal “'seed” money made available to public educa-
tion in the 60's was new money which should have been used in
new ways to explore more effective ways to use the old money.

We have been pouring money into an outdated system. If we
continue, we shall merely end up with an improved, outdated
educational system. Putting more money into the present system
is like pulting money into an old car—after a point, one reaches
the stage of diminishing returns. Most urban schools are well into
this stage.

In New York City, for example, the school system doubled its
educational budget in less than a decade. Taking into account in-
flation and rising costs, the doubling of expenditures has produced
no significant difference in results. We assume, for instance, that
we should continue to build schoolhouses. Thn Parkway Program
in Philadelphia—the School Without Walls—uses the city as a
campus and saves the school district $15 million on construction
costs alone. Moreover, TV programs such as Sesame Street may
point the way to more economical and pleasurable approaches to
basic skill-making for young children than the drab, conventional
approach to basic skills practiced in mest schools today.

The question for the 70's must ke, More money for what? As-
sumptions undergirding the fiscal policies for the 70's must center
on the effects or results of various conceptions of education; given
the same per-pupil cost, what are the results of different educa-
tional approaches?

Rise of the Consumer

A third assumption of the last decade had to do with the notion
that the only legitimate parly of interest in education was the
professional educator—usually the administrater. It was his re-
sponsibility to decide how the money was to be spent. However,
the 60's also saw the rise of the parties closest to the teaching
front—:eachers, students, and parents. The 70's will see these

12
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major parties of interest acquire a louder voice in educational
decision making. Consequently, the thinking of the 70’'s must em-
phasize the consumers of schools—parents and sindents—as well
as teachers and administrators. Basic to this idea is that the
process of education is as important as the product. The parties
of interest must be connected in a search for quality education.
Ideas however sound, cannot be superimposed ¢n others. Doing
something for or to others must be replaced by doing something
with others,

In effect, the realignment of the participants in public education
promises to produce richer yields for all:

1, For learners, a school system responsive to their needs,
resonant with their personal style, and alfirmative in its
expectations of them.

2. For parents, a tangible grasp of the destiny of their children
and the heginnings of richer meaning for thair own lives.

3. For professicnals, surcease fron an increasingly negative
community climale and, even more positively, new allies in
their task.

APPROACHES TO SCHOOL IMPROVEMENT

Although some of the educational assumptions of the 60's
proved to be misleading, they engendered approaches to school
improvement that are likely to continue into the 70’s and beyond.
Some of t!ese approaches may eventually be successful, while
others, if they conlinue to rest on false assumptions, will not
produce the needed improvements,

Desegregation

Since the 1954 Supreme Court decision, considerable effort to-
ward integration has been based on the assumption that Negro
pupils’ achievement is enhanced in an integrated school environ-
ment, The Coleman Report tends to support this view, and the
U.S. Civil Rights Commission is unequivocal in stating that “Negro
children suffer serious harm when their education takes place in
public schools which are racially segregated, whatever the source
of such segregations may be. Negro children who attend pre-

13
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dominantly Negroe schools do not achieve as well as other children,
Negro or white.”? ‘

The frustration felt by black students .1as resulted in a growing
shift of emphasis by minority group members themselves away
from desegregation as created by the white majority. A new focus
of increased numbers of racial-minority pa.ents is on power and
control over the schools that their children attend. The changing
mood springs not only from the poor record of integration efforts,
but also from a revolt against the condescension perceived by
minority group members in the school desegregation effnrts of
the post-1954 decade. First, many of them resent the fact that
integration is, under current power arrangements, an option of
the white community. Second, they believe that the dependent
status of the Negro in American society is perpetuated by the
notion that the only way to help the black child is to seat him
alongside .vhite children. Beneath this mood is a quest for stronger
racial identity and pride and a desire to gain more control of their
own destiny. Many Negro spokesmen say that the desire for inte-
gration was based, rather, on the belief that parents in predomi-
nantly white schools exercised enough power tu ensure that their
schools affered finer education, in which Negro pupils could share.
The converse is powerlessness, further destruction of identity, and
increasing disconnection frem the larger society.

The implication for public education is greater participation by
Negroes in control of predominantly Negro schools. This is rather
different from the “separate but equal’ doctrine, since some “black
power” philosophers reason that when Negroes achieve suzcessful
education under their own aegis, they will than be prepared to
connecl [integrate) with the white sociely on a gronndwork of
parity instead of deficiency. A good school then would be defined
not by the kind of children who attend it, but by the quality of the
education offered. In shor, the blacks seek connection as equals.

The goals of integration must be broadened, therefore, to restore
a quality that has been sidetracked ; . the e.aphasis on the aca-
femic-achievement goal of desegregal.on and in equating ossimila-
tion with integration. In other words, we must recognize that
viewing diversity and diffetences as assets rather than unfortunate
barriers to homogeneity has as positive an effect on human growth

3U.8. Commission on Civil Rights. Racial Isolation in the Public Schools.
Washinglon, D.C.: Governmert Printing Office, 1967, p. 1.
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and development as the teaching of academic skills. All of which
is to suggest that militant Negro demands for participation in con-
trol of public education are actually a means of promoling greater
connection to society, precisely opposite from the connotations of
separatism usually associated with *“'biack power.” However, in-
tegration as a path both to quality education and to a connected
human society that values human worth must remain a central
goal of an open society.

Parallel Syciems

One set of approaches to better education is not really inter-
vention in public education at all, but rather an escape into a
parallel system. Such approaches assume that if the poor (or
others] cannot reform public education, the system is meaningless
to the poor and they should be aiforded options to it.

A few privately managed schools have been established in urban
ghettos, and several others are in the planning stage. Precedents
for such schools exist in southern Freedom Schools (notably Neil
Sullivan's school for Negro pupils deprived of educational eppor-
tunity when the Prince Edward Cour:ly, Va,, public schools closed
to avoid integration). Some northern counterparts include Har-
lem's Stieet Academies and the New School and the Highland
Park School in Boston’s Roxbuzy section. The New York Urban
League-sponsored Street Academies report sencing more than 75
percent of their students—hard-core rejects from the public school
system—to college.

Of considerable potential significance to urban education is an
act approved by the Massachusetts Legislature late in 1967, which
enables the State Department of Education to assist and sponsor
experimental school systems planned, developed, and operated by
private nonprofit corporations. The first of these is the Committee
for Community Educational Development (CCED), which has a
state school in Dorchester, Mass, Assuming a greater role in ed:ca-
tion and urban prablems, states could establish yardsticks—"edu-
cational TVA's''—in order to measure the effectiveness of different
forms of educational innovation.

Project 11ead Start schoals are also “private” in the sense that
they exist apart from the public school system and are not subject
to its rules and regulations governing personnel, curriculum, and
other matters. Some of these scheols are financed under federal
tuition grants and foundation funds, and efforts are being made to
obtain support for others from business and industry. A special
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hybrid, a publicly-financed but totally independent school system
(an enclave apart from the regular New York City system], with a
per-capita budget received directly from the state, was proposed
in 1967 by the Harlem Chapter of CORE, though it failed in the
New York State Constitutional Convention.

Because nonpublic schools are free of some of the built-in re-
straints of large public schoal systems, they often operate with
cunsiderable flexibility. They do not have to deal with distant and
entrenched bureaucracies, with school boards unfamiliar with their
particular needs, or with powerfully organized teachers groups.
They are free to hire teachers from a variety of personnel pools
and to sidestep rigid credentialing procedures. Some may even
modify such practices as tenure and retain, promote, or discharge
teachers purely on the geounds of merit and performance. If these
schools are governed by boards with a substantial representation
of their pupils’ parents, many people believe that they are likely
to be more responsive to the children’s needs and thereby encour-
age better rapport and partnership between the home and the
school. In the most general sense, alternative schools afford the
poor the choice that is open to many middle-class parents—to
educate their children elsewhere if they are dissatisfied with the
performance of the local public school. And if enough private
schools are available, the pattern ushers in an entcepreneurial sys-
tem in which parents can choose, cafeteria-style, from a range of
styles of education~—Montessori, prep school, Summerhill, and
others.

Carried to its logical conclusion, however, the parallel-school
approach would reduce the scope of public education, if not dis-
pense with it altogether. The establishment of private schools
sufficient to handle significant numbers of poor children would re-
quire public support and, in effect, establish a private system of
publicly-supported schools. Middie-income parents would demand
similar privileges. For financial reasons alone, the parallel-school
approach is hardly likely to become widespread in the foreseeable
future; moreover the scheme would flounder on political, if not
constitutional, grounds. Finally, since private schoo!ls are not sub-
ject to public control, there would be no guarantee that some
private education might not be organized by special interest groups
for ends iniinical to a free and open society. Support of such enter-
prises al public expense would be difficult to justify,

These arguments are, of course, no reason to discourage pro-
grams that enable more low-income pupils to attend private
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schools. Private schools could serve a valuable yardstick function
if they were run undar conditions that simulated the resources and
inputs of public education—particularly comparable per-capita ex-
penditures and admission policies that would embrace a range of
low-income pupils, including the "'disruptive.” But that is the limit
of their usefulness as an alternative to improved public education,
for they could never serve the majority of the children of the poor.
They remain, at present, another emerging option.

Credit for Tuition Purposes

In order to provide a family unit with the broadest possible scale
of options, some have proposed that families have a credit voucher
which could be used for tuition to attend various schools in an
‘“open" market. Under this plan, a poor family would have the
option of sending a child to private or public schools. Further,
they could "shop around” for certain kinds of private schools.
This plan would certainly tackle the problem of egualizing oppor-
tunities. It would also serve as an incentive for school systems to
become more efficient through the competition that would be
engendered. This plan may or may not be threatening to public
schools, depending on how it is developed. This is still a relatively
new option, proposed by a handful of education analysts and
critics including Milton Friedman, Christopher Jencks, Ted Sizer,
and Kenneth Clark.

This alternative seeks to foster reform by changing the demand
structure of education, placing economic purchasing power directly
in the hand of the patent as educational consumer. However, the
supply side of education remains unaltered. The problem is not
with demand, but with better supply capabilities for education,
that is, educational allernatives from which a diverse consumer
popula‘ion might choose.

Total System Reform

Since the compensatory approach has apparently failed, since
desegregation is not a realistic short-range prospect, since model
subsystems do not yet give much evidence of realizing their
promise, and since parallel systems are basically an avoidance of
the challenge to reform the schools in which most children will
continue to be educated, another approach to intervention is the
reform of total schoo) systems, structurally and otherwise. There
are several ways of looking at total system intervention.
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One approach is to provide new leadership for the system as a
whole, while leaving the system's form and structure basically
intacl. This approach is exemplified by trends in Philadelphia,
where a reform-minded central school board, including former
Mayor Richardson Dilworth aind a new superintendent of schools
with a record of innovation, is attempting to strengthen the effec-
tiveness of the old system with the infusion of new staff and new
styles. Pittsburgh, too, is improving the efficiency of the existing
system, withii. the operational definition of quality educational
achievement according 1o norms. Washington, D.C., has begun
moving in this direction, beginning with single model schools.
The Passow Report on the District's schools recommends a total
system reform by decentralizing the system into eight subsystems
of approximately equal size.*

Still another form is the proposed merger of the school systems
of two entire political jurisdictions—the city of Louisville and
Jefferson County. The Louisville-Jefferson County merger differs
markedly from the piecemeal metropolitan experiments noted
earlier. In this case, the new metropolitan system would consist
of @ number of subdistricts, each with considerable autonomy yet
federated into a single system to preserve the best of the worlds
of bigness and smallness.

In the subsystems, models of excellence must swim against the
tide of the status quo system. The total approach has no such
constraint; there is no boring from within, for everyone starts at
the reform gate at the same time. In a federation of autonomous
subsystems, each with an equitable share of resources, instruc-
tional practices would operate in an open, compelitive market,
The most successful models would be on display as a1 challenge
to other school systems to adopt their approaches or surpass them
in performance.

The intervention proposed in November 1967 by the Mayor’s
Advisory Panel on Decentralization of the New York City Schools
—the Bundy Report—adds a crucifal new energy source to the
total system pattern.® Administrative decentralization of large
school systems had been in the wind for some time. [New York

1 Passow, A. H. Summary of a Report on the Washinglon, D.C. Public
Schools. New York: Teachers College, Columbia University, 1967. (Mimeo.)

5Mayor's Advisory Panel on Decentralization of the New York City
Schools. Reconneclion for Learning: A Community School System for New
York City. New York: Praeger Press, 1968,
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City itself has for the last six years begun loosening the reins of
a highly centralized system.) But the Buudy Report’s proposals
go well beyond administrative arrangements into a form of public
engagement in the process of education that is without precedent
in large urban systems and, in a sense, without much real precedent
in many suburbs and small cities.

As with many other alternatives, total system reform, in which
a new lop executive team takes over and attempts to generate
change, need not depend on participation of the clients as a major
source of reform energy. Reform could be mostly an in-house
attempt.

Perhaps the greatest amount of energy for school reform in the
70's will be engendered by three groups that, though vitally im-
portant to education, were heretofore at the bottom of the educa-
tional system in terms of making their voices heard. These three
groups include the “consumers” of educa*on—students and par-
ents—and those closest to the action in education—teachers. It is
to these three groups that we now turn.
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3. The Participants of Reform~
Students, Parents, and Teachers

STUDENTS

The 60's saw the emergence of the three parties closest to the
learning front—students, parents, and teachers. The 70's will
doubtless see parents and teachers—the major teachers of the
young—as well as students become the major influencers of edu-
cational direction. These three parties have risen to power through
dissent—students through increased activism, parents through loss
of confidence and school boycotts, teachers through militancy
{e.g., strikes}.,

The elements of dissent in this country have provided the edu-
cator with an enormous resource for understanding the failures
and possibilities of American schools. The consumers of the pub-
lic service of education, students and parents, are moving in
unprecedented numbers against the institutions that have rendered
them powerless. The institutional and adult power base has been
shaken by the volcanic force of the young. As recently as five
years ago, an alienated youngster wondered what was wrong with
him if he felt uncomfortable with his environment. Now he knows
his disaffection is shared by his peers, and such awareness nurtures
his protest.

The overwhelming student presence is neither an historical fiuke
nor the manipulated mecl.anism of one political faction. Parental,
administrative, and governmental threats may diminish the overt
expressions of the student movement, but they cannot annihilate
the roots; bandaging an ugly sore may camouflage an infection, but
it cannot provide a cure. And the student movement, like the
bandaged sore that defies healing, is merely a symptom of a
broader infection. The students of this era, unlike their ancestors,
are not '‘getting over it,” for the boundaries of their disaffection
transcend temporary political and generational friction:

{Stephen] Spender . . . understands the cultural roots of stu-
dent alienation, that they are trying to change values and con-
sciousness rather than lay down a program and seize state
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power. He understands that they are trying to make revolu-
tionaries, rather than make a revolution, that they are trying to
make a parallel weorld.!

The school, as the immediate community of the young, is the
most obvious target for reform, The Lemberg Center for the Study
of Civil Disorders at Brandeis University rcported that between
January and April of 1968, 44 percent of the disturbances in six
riot-prone cities involved schools—a threefold increase in one
year. A report recently released by the National Association of
Secondary Schoo! Principals on the nature and extent of student
activism found that nearly three out of five principals reported
some form of active protest in their schools—whether junior or
senior high, whether urban, suburban, or rural? The prevalent
outrage against the sham of contemporary America is intensified
toward the miniature society of the school, yet we manifest dis-
eased distortions of each.

Today's young people comprise the first generation weaned by
the mass media, The effects of watching the world in the living
room are now becoming manifest. In a recent psychological study,
selected small children clearly demonstrated one horrifying aspect
of television's impact. When told of death or illness in the family,
these children immediately asked if their relatives had been assas-
sinated. The ever-present television screen exposes even a three-
year-old to the brutalities, realities, and fantasies of the world.
The adolescent easily perceives that thing which grown-ups call
“the real world* as a chaotic phenomenon. Were it not for TV,
today’s youngster might consider his sense of isolation only a
temporary function of adolescence.

It's hard to remember sometimes that television is machinery
—bits of equipment, consoles, cables, lenses, littie hack boxes—
and that when you turn it on one day (most days, in fact) and
get The Flying Nun, you think of it as junk, as if the junk were
somehow built into the equipment, and that when you turn it
on another day and get, say, Dean Rusk and the gang down at
the Foreign Relations Committee, or Bobby Kennedy announc-
ing his reassessmen!, you think—well, what do you think! The

1 Newfield, Jack. Review of The Year of the Young Rebels by Stephen
Spender. New York Times Book Review, May 11, 1969. p. 5.

2 Trump, ]. Lloyd, and Hunt, Jane. “The Nature and Exfent of Student
Activism." Bulletin of the National Association of Secondary School Prin-
cipals §3: 150-58; May 1969.
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Flying Nun is interrupting Dean Rusk? Dean Rusk is interrupt-
ing The Flying Nun? This country seems to include both, in
some mysterious, lunatic balance, and television has generally
managed to push the balance so far out of whack that the coun-
try is barely recognizaole to itself most of the time.?

In addition to parading Americe's paradoxes, the whole realm
of technology desensitizes the student to the bland stimuli in the
classroum, Today's youngster is bombarded by strobe light shows,
electrical guitar shrieks; stimulation has been elevated immeasur-
ably. The same music that delights and relaxes him appalls and
unnerves his parents. The clinical and uninspired classroom can-
not compel the attention of today's young Americans. The wonder
is not so much that so many young people “tune out,” but that
they ever “tune in,”

Contemporary students have acquired a certain level of sophis-
tication through technological development. On the one hand, this
worldliness expands the youngster's scope, but on the other hand,
it accelerates anxiety. Today’s student, aware of the game the
world is playing, is faced with three alternatives. *ie can withdraw
from the game entirely, play according to the rules until he finds
a way to expaose it from within, or challenge the game itself. The
hippie movement demonstrates the enurmous appeal of with-
drawal. At its original, most sophisticated moments, hippiedom
sought to construct a social and economic alternative to the nor-
mative middle-class game. Concluding that the values of Ameii-
cana and happiness are mutually exclusive, the hippies adopted
antithetical criteria in fringe communities. The three-piece suit
gave way to 4 haphazard costume; the studied coiilure was re-
placed by masses of curls, The hippie founders were not the
14-year-old runaways of Time-Life [ame, but very serious young
pzople longing for the premises of 18th century America. The
hippies’ staggering popularity has served to confirm their sus-
picions. Love beads and long hair are not coincidental fashion
trends; they are tacit expressions of sympathy toward the hippie
movement.

If “dropping-out” were an East Village peculiarity, the social
import of the hippies would be minimal. However, evidence of
drug use is not confined to the commune. The New York Times

¥ Atlen, | Michael. The Living Room War: Writings About Television.
New York: Atheneum, 1869. p. 190,
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recently disclosed that 85 percent of the Columbia University
undergraduate population has siunoked marijuana at least once.
Marijuana is no longer the Novocaine of the poor but a fasfiion-
able, generally accepted pastime of the American middle class.
Though heroin is still predominantly confined to impoverished
neighborhoods, LSD is considered an elite intellectual adventure.
The whole vocabulary attached to narcotics is based ou the notion
of mental seclusion: Timothy Leaty’s slogan, “tune in, turn on,
drop out”; '“tripping out” on LSD; getting “high,” “stoned,”
"“wrecked,” ‘“destroyed” on marijuana. The concept built into this
extravagant use of drugs is the erasure of the “ertificial” and com-
plex considerations of sociely and tiae substitution of the “real”
world of the human mind. Bob Dylan’s allegory has touched and
attracted a generation of sympathizers:

Take me disappearing through the smoke rings of my mind
Down the foggy ruins of time

Far past the frozen leaves

The haunted frightened trees

Out to the windy beach

Far from the twisted reach of crazy sorrov-.
Yes, {0 dance beneath the diamond sky
With one hand waving free

Sithouetted by the sea

Circled by the circus sands

With all memory and fate

Driven deep within the waves

Let me forget about tloday until tomorrow.

The great majorily of young people neither drop out nor chal-
lenge the sysiem, but simply ride along with the institutional tides.
This route, of course, is the safest and most accepted; dropouts
and rebels invite censure. Part of this group is no doubt unaware
that there is a game at all, but many fulfill society’s expectations
cynically. They intend to stand inconspicuously in the crowd until
they are close enough to the emperor to expose his foolishness.
These youngsters become Peace Corps volunteers, the politely
persistent junlor senators, the adamant young members of the
Legal Aid Society. Their compliance with the system {s often mis-
interpreted as proof that the system is viable. The young people
who play the game do not disprove the existence of tF - game itself.

The public challengers of the schools not only represent an
outspoken minority, but articulate the feelings of many less tena-
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cious, yet similarly disaffected, young people. The so-called stu-
dent movemeut does not present a unified program, for as Spender
so perceptively indicated, the root of the uprising is beyond the
realm of politics. All students are responding to their visions of
themselves as victims—victims of an institution and a society at
large that have repeatedly and undeniably refused to recognize
them. Even the most disparate splinter groups are expressing
common, and essentially emotional, grievances. Al students, re-
gardless of specific affiliations, want to be seen; they want to be
acknowledged as thinking, feeling human beings. Secondly, they
want to participate in the process of their education. How very
ubvious it seems: “Look, if this school is supposed to be for me,
then let me tell you how 1 feel about it.” Finaily, studenis want
their curriculum to be applicable to their individual lives—cul-
turally, politically, socially, and personally. The cry for ‘rele-
vance” is also painfully self-evident; who wants to study something
he can’t “relate” to? All three of these demands, though they have
political translations like “democracy” and “freedom,” stem from
the most fundamental human needs, needs the school has persisted
in ignoring,

Because the student has been an anonymous face for so long,
his desire to assert himself is now exaggerated. If one has been
declared impotent, his exuberance in affirming his own power can
lead him to point a machine gun at the dean, or destroy a piivate
file, or paralyze the operation of an institution. The idea of recog-
nition does not seem preposterous within the existing school sys-
tem, yet concider the realities. The high school functions on a
principle of adjustment: you will adjust, or you will suffer the
consequences. The student is recognized only when he deviates
from the norm, either negatively or positively. He is summoned
to the principal’s office if he cuts a class, talks back to a teacher,
is found in the hall without a pass. His chances of being sum-
moned are slightly less if he excels academically, supports the
policies of the school, or breaks up a fight in the gym. The un-
distinguished C student, however, graduates without ever having
crossed the threshold of the principal's office.

The student is punished or rewarded according to his ability to
adjust. If he cannct tell the difference between a predicate nomi-
native and a predicale adjective, it is his fault—nol the teacher’s,
or the book's, or the school's. Therefore, the D on the report card
absolves the institution of responsibility, end the child is left to
his own devices. The existing school, therefore, recognizes enly
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its idea of what a student ought to be. He ought to be obedient,
competent, and efficient, for these are the most expedient criteria
for adult society. In perpetuating this notion of adaptation, the
school denies itself the theoretica) justification for an educational
institution, the development of human potential. The existing
school provides no mechanism fur adjusting to the needs of the
child, and, insofar as the school aims at presecving a smooth, un-
ruffled operation, the student has to be a secondary consideration.

The concept of recognition—on an extremely personal level—is
a theme for much of the student movement. Revolting against the
societal tradition of judging an individual according to his extrinsic
qualities, today’s youngsters are interested only in intrinsic worth.
They scorn definitions of people that deal with wealth, status,
grade level, size of house, or number of 1elevision sets. Their
language, like much of their behavior, is the language of con-
frontation. They admire those who talk "straight,” those who
seem to be authentic; credentials convince them of nothing. The
student's value system has ousted society’s normative psychalogy
in favor of the individual's energy and growth; they are as in-
terested in “becoining” as they are in “being,” and they seek
environmen’s that a'low for individual development. An environ-
ment that m: <imizes a student’s potential could never "fail”
anyone,

The students’ plea for participation in the classroom and the
school community is not operational in the existing institution,
Educational decision making is the business of the professional;
he draws on his own experience, available information, and state
requirements to design his school's academic and social frame-
work. The professional, himself, is limited by restrictions that he
cannot control; he is subject to a board of education, the judgment
of his peer group, and the state government. It has been proposed
in the U.S. Congress that the federal government deny financial
subsidy to any school that tolerates student disturbances. The edu-
cational administrator is frequently powerless himself, but he par-
ticipates in the professional hierarchy that deprives the student of
an active voice in planning curriculum and establishing social rules
in tte school community. The student's voice is not only inaudible
but exiraneous in the existing institution. The student is a mute
sudbject ip the kiagdom of the professional and he knows it.

Along with the student's subjection to social anachronisms, he
is also plagued by a stale curriculum. He is the reciplent of a
worn-out “line,” a line that contradicts all his social experience.
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Built into contemporary curriculums are the concepts of individ-
uality (“How come I can’t be me in school?"), virtue (“If I always
told the truth, I'd always be in detention”), American infallibility
(“Why do Europeans hate the war in Vietnam?”), equal opportunity
(“How come the maid is black?"), ad infinitum. Though he may
acquire some general and ultimately helpful information in the
process, the American public schoo’ student is fed a banguet of
absolutes from a cafeteria of uncertainties, Apart from the jolting
discrepancy between the platitudes of the textbook and the reali-
ties of the world, the teacher rarely allows the world into the class-
room. Little course content deals honestly (if at all) with the local
community surrounding the school or with the community at large.
The student may acquire the primitive tools of language, science,
and mathematics, but he acquires no techniques for social action.
He is not only deprived of a realistic view of the stalus quo, but
he is ignorant of the available or potential mechanisms for change.
The traditional underpinnings of American education do not pro-
vide those learning experiences that prepare people to be produc-
tive members of society.

The students’ demands of their schools are as pragmalic as the
American dream. They want to be prepared as future workers,
with multiple options for professional achievement. (It is inter-
esting to note that vocational schools report fewer incidents of
student unrest than their academic counterparis.) They want to
be provided with tools for reconstructing the society that requires
change. They want to be familiarized with the intricate workings
of their sociely, a familiarity that requires more than the cherry
tree saga or memorizing the Bill of Rights; they would also like to
know about themselves as social creatures, to achieve a modicum
of self-awareness through the interaction of the classroom. In
short, today's students want a school in which they can learn.

Recently, certain students have raised the quite fundamental
question of whether a student is actually a citizen, protected by
the Constitution of the United States. Those concerned with stu-
dent rights, such as Ira Glasser, have argued convineingly for &
Bill of Rights for Students.! Glasser and his associates have ample
evidence 1o indicate that students daily are denied such constitu-
tionally guaranteed rights as due process and free speech. New

1 Glasser, Ira, “Schools for Scandal: The Bill of Rights and Public Educa-
tion.” Phi Delta Keppon 51: 190-94; December 1969,
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York City and Philadelphia Public Schools have adopted policies
on a Student Bill of Rights.

Students’ rights are also being emphasized by such programs as
former Commissioner of Education James Allen’s Right-to-Read
program. Moreover, child psychiatrists, such as Albert Solnit at
the Yale Child Study Center, are beginning to point to other rights
(especially for the younger student}—"the right to fantasy, the
right to play,” etc.

In the decades ahead, we will undoubtedly see the law involved
more fully in the entire question of student (and parent) rights.

PARENTS

The emergence of the parent and community as a legitimate
public in urban school affairs had its symbolic beginning in the
fall of 1966, with the events surrounding LS. 201 (Intermediate
School 201) in East Harlem. At that time a group of parents and
community residents protested the opening of a new, windowless,
model school, which was supposed to be integrated and was not.
The 1.S. 201 incident occurred at a time when both integration
and compensatory education were being viewed with increasing
skepticism by those who depended on them most. The protest of
parents and community ushered in a new alternative—reform
through parent .nd community participation.

Parents are also teachers. Their school is the hoiae. If parents
and teachers, home and school, are not connected in a genuine
partnership, then the censequences for child growth and develop-
ment can be severe. There is a functional relat.onship between the
environment generated by the parents and the community and the
child's attitude toward school, If parents and other community
residents view the school as an ineffective, unresponsive institu-
tion, the child could very easily enter school in a mood of distrust,
anxiety, or hostility. On the other hand, if parents and community
perceive the school as a place with which they are closely asso-
ciated, with which they can identify, which is accountable for
educational quality, which is their own, then the chances of chil-
dren entering the school with positive feelings and expectations
are greatly enhanced.

The :mportance of positive expectations to success in learning
was emphasized by the data of the Coleman study on the effects
of school on achievement:
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Attitudes such as a sense of control of th: environment, or
belief in the responsiveness of the environment, are extremely
highly related to achievement, [more so than other school-
related factors such as school plant and curriculum].

Minority pupils . . . have far less conviction than whites that
they can affect their own environment and futures. When they

o, however, their achievement is higher than that of whites
who lack that conviction.®

An effective school system, therefore, must be so organized as
to give full piay to the rolz of the parent and community.

Today, parents are organizing into associations and unions in
order to maximize their voice in school matters. The call for de-
cenlratization and community control has beea triggsred largely
by the parent and community movement.

TEACHERS

'Teachers have also organized politically in order to pursue their
perceived needs more systematically. They have had to deal with
an unresponsive institution in which they were low men on the
totem pole in power terms. They have become a collective body
with strength in numbers and improved competence. They can
now make demands, using the very real threat of the ultimate
power play, i.e., bring the institution to an abrupt halt through a
strike. Teachers have moved into the political realm out of neces-
sity. Poorly paid, often abused by the constraints of a top-down
bureaucratic structure, too frequently perceived as docile do-
gooders who do a routine job, teachers have begun to demonstrate
their potency through basic issues {hat improve their status—
salaries and working conditions.

Having entered the power domain—-the politics of education—
teachers look to their professional organizations to protect their
long-awaited gains. Faced with “threats” from various sources—
historically from school management (administrators), more re-
cenily from pareats and students—teachers have turned all the
more to their professional organizations.

Some teacher organizations are on a collision course with the
consumer, Others have already collided. Some teacher groups

4 Coleman, Tames S, and others. Equalily of Educational Opporlunily.
Washington, D.C.: U.S. Depariment of Health, Education, and Wellare, Office
of Education, 1866. p. 325. Summary Report, p. 22.
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have resisted the demands of the consumer because these demands
were a threat to teacher interests. But teachers and other profes-
sionals are beginning to realize that their own interests and those
of education are best served by an alliance with the consumer.
They now recognize that the standard urban school as an educa-
tional institution is outmoded for them as well as for those being
served. Certainly teachers realize that what many parents and
students are protesting is the poor quality of education they are re-
ceiving at a time when education is crucial to their very survival
in an advanced technological society.

Frustrated, the consumer protests in various ways--lack of con-
fidenca in schools and those who run them, defeat of bond issues,
studen! dropouts (pushouts), activism, baycotts, sit-ins, etc.
These protests are aimed at reversing the spirit of decline in the
quality of schooling. Those teachers and professionals who auto-
matically assume a position of protecting or defending the existing
educational patterns are viewed by the urban consumer as part
of the basic problem. The respense by the consumer to those who
defend a failing situation is to consider him “the enemy.”

Educators must demonstrate to the public much more dra-
matically that their basic inlerests as professionals are really
aligned with the interests of children, not with the preservation
of their own interests or those of a sinking educational institution,
This will not be an easy task. Teachers are now seeing their pro-
fessional organizations not merely as protective agencies but as
active forces in the advancement of educational ideals. Profes-
sional leadership that stresses this crucial community of interest
of teachers and the public is making the highest contribution to
the entire educational field.

A! the same time, the cuntinuing push toward power politics
makes it somewhat difficult to talk about "partnership,” particu-
larly partnership between teachers and parents or teachers and
students. Rather, with the rise of other "power groups” (students
and parents), the tendency in at least some of our urban systems
{s 1cward “coalitions” or negotialed understanding between and
among thesc basic power publics.

While we are on the subject of power politics as a big-city
school reality, it Is worth noting that students are organizing into
politizal blocks such as student unions, and so are parents, e.g.,
the Union of Concerned Parents in New York City. We seem to
be moving toward a "balance of powers” as a transitional modus
operandi; the agents closest to the action are connecting from a
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base of organized power, Consequently, there emerge negotiations
that deal with “‘accountability of teachers,” “rights of teachers,”
“rights of students." This "“we-they” relationship hopefully will
soften, as will the hard lines separating some of these *natural
atl{es," and move toward a stage of mutual cooperation around the
common concern for urban school reform.
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4, Utilizing the Participants as
Reform Energy

THE DEMANDS OF MODERN SOCILT

In a democratic saciety, when a major sacial institution such as
the public school is in need of reform, the public has an obligation
to participate in the process. The essence of an open society rests
with this process of participation. Hitler may have employed a
different process to reform the schools, but such a process would
be totally unacceptable to us, regardless of its efficiency.

Mzking democracy work is never easy, and as we listen to the
voices of dissent we can hear quite clearly the cali for increased
participation. Can we harness the constructive energies of the
parties of interest toward the common problem of school reform?
Can we really practice pariicipatory democracy? Or shall we enter
the realm of confrontation politics, of open conflict between and
among the major publics of our urban schools? The choice is
clearly ours.

Young people are demanding *hat schools be relevant 1o their
lives., Parents in minority groups arc asking for schools that can
guarantee equality of educational performance. Business and in-
dustry require the educationel preparation necessary for a service-
oriented economy. The makers of national policy look to the
schools for the manpower needs of an advanced technological
societly. In the post-Sputnik era of the late 1950's, schools were
asked 1o produce more scientists, Earlier in the century, voca-
tional prograins were created to supply changing labor needs. In
recent decades, we have asked schools to grapple with our monu-
mental social problems: poverty, elienation, delinquerncy, and
racism. Schools have become central to our national defense and
to the frenetic growth of the great soclety. We have asked schools
to educate everyone and, simultaneously, to develup the maximum
potential of the individual cbild.

In short, while we have imposed qualitalive demands at a
geomel.ic rate, we have only provided our schools with the means
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to respond at a simple arithmetic rate. Consequently, American
educational institutions arz incapable of fulfilling a series of com-
plicated, though certainly legitimate. missions. We are expecting
an educational system rooted in the 19th century to solve 20th
and 21st century problems. The resuits of this irreconcilable dis-
crepancy include loss of confidence; disconnectedness; alienation;
the inevitable retaliation of students, parents, business, and in-
dustry; and increased concern among government officials.

it is inaccurate and deluding to attribute this discrepancy to
any one group, whether it be administrators, supervisors, teachers,
students, parents, or communities. Tha root of the problem rests
in the institution itself—in the form and shape of the system in
which all these factions must function, in the institutional atmo-
sphere and its effects on the parties of interest. The problem, there-
fore, is with the existing system, not the individuals whom it
controls, shapes, end determines. It is unfortunate that these
parties, who are involved in a common siruggle, have been di-
verted by conflict among themselves., Their superfluous disagree-
ments squander their energy—energy that could be mobilized to
generate the necessary power for institutional renovation.

Modern education is strategically tied to the needs of society,
of groups, and of individuals, and the encompassing growth and
development of all of these. An obsolete educational institution
handicaps all learners, teachers, adrinistrators, communities, and
the lerger societies; thus, we are sall disadvantaged. The underlying
assumptions of the present educational system derive from out-
dated notions of man and his environment, based on a “New-
tonian” model of human nature. The 20th century, however, has
experienced drastic changes in the concept of man, influenced
powerfully by Einstein's more adaptable, flexible framework. Ira
Gordon delineates these differences:

Newtonian Model Man Einsteinion Model Man

A mechanistic, fixed, closed An open-energy, sell-organizing

system characterized by—- system characterized by—

1. Fixed intelligence 1. Modifiable intelligence

2. Development as orderly 2. Development as modifiable in
unfolding both rate and sequence

3. Potential as fixed, although 3. Potential as created through
indeterminable transaction and environment

4. Atelephone-switchboard brain 4. A computer brain
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Newtonian Model Man Einsteinian Model Man

5. Steam-engine driven motor 5. A nuclear power-plant energy
system
6. Homeostatic regulator t. Initial guidance and self-feed-
(drive reduction} back motivation system

7. Inactive until engine is stoked 7. Continuously active!

We are expecting the schools to accomplish a mission for which
they are virtually unequipped. Far professionals trying to respond
to the challenge, the results have been enormously frustrating.
Schoolmen have felt isolated, misunderstood, and often betrayed.
In their efforts to fulfill the task, educators have had to deal with
the reality of available resources and with the constraints of
existing organizations. To compeund these factors, those farthest
from the learner have been making decisions about his nature
and needs; hierarchy and bureaucracy have severely limited the
development of pedagogival procedures. The established institu-
tional operations are not only paralyzing for the learner but for
the practitioner as well.

DIVERSITY

As urban America becomes a way of life, the tremendous diver-
sity of the population presents another element for educational
consideration. To some city dwellers, diversily seems an exciting
possibility for the enrichment and expansion of one’s own per-
ceptions and experiences; thesc individuals are nourished by
variety. More often, however, diversity is perceived as a threat,
Typically, the city contains distinct ethnic and racial gheltos.

The urban school has traditionally considered itself the great
homogenizer. It has embraced hordes of diverse populations and
absorbed them into the mainstream of middle-class life, For cen-
turies, this method of assimilation has melted the Irish, the Poles,
the Jews into life in the United States rather painlessly. The
1960's, however, saw a philosophical revelution among “'the un-
meltable blacks,” and ethnic awareness has become a popular
theme among the young—both black and white.

We are just beginning to acknowledge that racism exists among
highly educated groups and their institutions. For years many of

1 Fantini, Mario, and Weinstein, Gerald. The Disadvanteged: Challenge
to Education. New York: Harper & Row, 1068,
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our automatic responses have been colonial or racist in their im-
plication and ultimately harmful to the growth and development
of all children. In 1937, the Standard American Encyclopedia
published this statement in its first volume: “Apaches: They were
long the scourge of the frontiers and resisted obstinately every
attempt to civilize them.” This statement is still found in the latest
edition, which appeared in 1958.
The case of America's blacks is equally devastaling:

As for Sambo, whose wrongs moved the abolitionists to
| wrath and tears, there is some reason to believe that he suffered
less than any other class in the South from its ‘‘peculiar institu-
tion" [slavery]. Although brought to America by force, the
incurably optimistic negro [sic] soon became attached to the
country and devoted to his white folks.

The Afro-American in {raditional American history books is
really two people: one is “Sambo,” a scaled-down creature on a
distorted page (the authors of the above paragraph obviously
never knew any); the other is “Zero” an invisible man on a
missing page.?

it is idle, and even dangerous, to rationalize either riots or ultra-
militant black power separatism as the expressions of a small
segment of the Negro population. These manifestations are the
tip of a pyramid and should serve as a warning that violence,
1 frustration, and doubt are prevalent in the broad base below.

The new sense of worth has found expression in a rich variety
of activity—ranging from the adoption of African dress in some
Negro circles to the formation of black student groups on Ivy
League campuses. But the core was expressed simply by a small
group of black demonstrators at the 1968 Republican Convention.
A thirteen-year-old Mississippi boy 