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PREFACE

The follosin- case study one in a series of five dealing with
innovation in education. All the stauies are descriptive in nature and,
U.3 the work of five different authors, wr_tinc in their personal capac-
ity, they represent five JsIte ihdivilual sent,,ses and interpretations
of vast amounts of into mataon. Yet to confusion that mi,:ht be expected
from this metros doe.: not result. ..:hat emerges from these studies is
instead a reasonably coherent statement of educational responses to the
post-war demands of many more people for more ana better education.

Perhaps it is not remarkable that the demands have been exerted
so consistently on such a variety of nations, nor that the response to
them has for the most part, been so quick and positive. Th2 nations
examined in this book are remarkably similar in that all have a long
and honourable tradition of public education, an industrialised economy
and a nigh standard of living. At first glance it even appears that
their solutions to the problems posed by recent educational oemands
are unusually similar: structural reform, curricular reform, compen-
satory and/or individualised learning systems - examples of each are
easy to find in any setting. Yet a closer reading of the five case
studies reveals wide and interesting variations: in priorities, in
perceived solution in strategies evolved or developed to implement
them.

Such variety of course reflects to a large extent differences in
'national climate', that peculiar combination of values, objectives,
aims and administrative tradition which, aside from language, makes a
nation distinctive. The explication of these differences is thus-a
hidden theme of the five case studies taken as a whole, and an under-
standing' of this hidden theme is necessary to illuminate the more
obvious themes of change and growth.

An explanation .of this point can be found by comparing, even
euperfiaially, .;candinavjan countries such as liorway and sweden on the
one liana and the Unitea ,tates of America on tne other. At least from
the viewpoint of the outside observer, ,.;orway and Sweden have much in
common. Both relatively sm all in terms of population, they can also
claim a remarkably unified eocial :tnu value structure. Furthermore,
their style - if such a ,7eneralisation can ce made - seems to be to
nave a clear idea of ,-.. als ana tnen to set about methodically reaching
them. This process i' aided by the existence of strong central gevern-
ments Weich are a' to plan and to lesiclate with a reasonably clear
asouTance that eeat they propose will be achieved. Thus there exists
in 1.orwav the tional Council for Innovation in Education whose
mandate it is make reality of reform laws passed by the central
Parliament. The arliement, concerned in recent years with "large
questjons of the role of .1c.lools in SOciety", ana sure enou.:h of its
constItaecv, has concerned itself larmely with Jtructural reform and
new cueslcula - on a national



The situation in the United otates is quite different, even if
the question of relative size of total population is ignored. The
American federal government is based on a system of *checks and balances
so fine that it is often hard to determine either the source of impetus
or its ultimate manifestation. The situation is further complicated by
the well-protected existence of states' rights - particularly the con-
trol of education - and, once the issue of taxation is raised, by muni-
cipal and regional claims as well. Perhaps more important, the rich
diversity of the American population inevitably means conflicting social
and ethnic interests, values, and views of national priorities. The past
decade of American life has indeed been one of fast-changing goals and
objectives and ofoassive social upheaval. Much of the upheaval has
connected itself to education and made demands accordingly: in the light
of this political and"social background, it is not surprising that
American education responded by producing such a variety of innovations
in every area and at every level that the final array can be quite be-
wildering, whilst at the same time vroviing a vast reservoir of exper-
ience for others.

England and the Federal Republic of Germany likewise provide differ-
ences quite distinctly their own. Writing of her own country's approach
to recent educational change, the author of the English case study notes

It the English style is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except
in the most general sense which inspired the last major education
act: the need to widen opportunities and eliminate the poverty
both of,individual children and of the public provision of
education.(1) There is no national plan for,education, no law
which specifies where development is necessary as in some OECD
countries. There is almost no theory. The point is characteris-
tically made in a recent major repiirt on education (2): 'We

invited the help of a number Of distinguished educationists and
professors of educational philosophy They all confirmed the
view that general statements of aims were of limited value and
that a pragmatic approach to education was likely to be more
fruitful.'"

The reference to "two decades of non-reform" in German education,
a phrase coined by Professor S.B. Robinsohn, is slowly becoming eroded,
especially d,Arinj the last two years, which have been marked by funda-
mental changes in many parts of the school system. With increasing.,
co-operation between the Lander and with the initiatives of the new
Ministry for Education and Science, the need for a more systematic
approach to educ-tional reform, and especially to educational experi-
mentation, seems more important in Germany today than in many other
countries.

Despite these differences in background and style, the five country
studies do show on overriding problem in common: the need to change and
improve their educational systems Furthermore, as their experience
increases, they all face the reality that explicit measures to facilitate
the management of educational change are necessary, that innovation and
improvement cannot be haphazardly left to chance.
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"Rapid advance in education research, development and actual
instructional innovation will be impossible until a pattern of order
and effective co-operation is established among school districts, state
school offices, universities and federal funding agencies. Although
many excellent things are now being done, a survey of the nation as a
whole would show a discouraging lack of systematic effort and a waste
of time, energy, and resources."

Committee for Economic Development, 1968.

"... fundamentally the public schools have not changed to meet
this rapidly changing society. This is particularly true of public
school systems-in large cities. I say this with full knowledge of the
many, many innovative devices, procedures and concepts which have been
introduced into the public schools of large cities by forward-looking
and dedicated staff members. But I repeat, the general pattern of the
public school has not changed to meet a vastly changing society."

Bernard Donovan, Superintendent of Schools, New York City, 1967.

"The changes reported by California school districts indicate, that
a revolution is taking place, characterized by increased specialization
of assignment of teachers, the development of specific instructional
programs for groaps of students with identifiable special characteris-
tics, and applications of new technology."

Donald Johnson, Administrative Consultant, Bureau of National Defense,
Education Act Administration, Department of Education, State of

__California, 1963.

7



I. SOURCES OF PRESSURE FOR INNOVATION

Educational innovation is only a small part of educational change -
that part which consists of technical or social inventions deliberately
implemented. Rapid educational change in the United States during the
last two decades has brought strong pressures for innovation. There has
been an accelerating democratization of higher schooling. High school
graduation, formerly the privilege of a minority, has uecome the pre-
rogative of the majority and the norm as well, so that those who do not
complete high school are now stigmatized as "dropouts".* They are
supposedly unemployable in a post-industrial occupational structure
which hay an increasing proportion of professional, technical and white
collar jobs and declining proportion of blue collar jobs.**

The fastest growing part of the educational hierarchy in the
United States, however, has been the colleges anu universities. Elemen-
tary and secondary education, which absorbed the postwar baby boom,
increased their enrolments by 37 per cent during 1955-65, while enrol-
ments in higher education doubled in the same decade. Over half of all
high school graduates now c;o on to college. a result, the demand
for academic preparation in high school has sharply increased. This
enlarged demand for college- preparatory courses and pressure for aca-
demic up-grading lea to the famous curricular innovations of the
fifties and sixties in the high schools. Intense competition for college
entry put the universities into a position of great influence over the
high school curriculum. Academic high school texts, which were written
by professors of education in the heyday of the mass termL:al high
school, are bein,7 rewritten by eminent university professors in the new

* "If we look at fifth grade cohorts from 1920 through the present,
and if we plot the dropout rate for each year, we obtain a rather
smooth curve that shows a decline from about 80 per cent high school
withdrawal in 1920 to about 40 per cent in 1960 ... voluntary with-
drawal has declined from about 7L per cent in 1920 to about 25 per
cent in 1960".(1)

** "
. there is an evident occupational handicap involved in dropping

out, but the handicap of ... being nonwhite is far greater. About
12 per cent of the white dropouts were unemployed among those who
had a fow years to secure work; but nearly 18 per cent of nonwhite
graduates in the sarie age group remained unemployed". Ibid.,p.8.
Saleem also found in Syracuse that high school graduation
made a difference in the employment prospects of middle class students
but not in those of working class students. This suggests that even
when they are high school graduates, students from working class
homes look for blue collar jobs, and that high school graduation is
not relevant to obtaining these.(2)

9



age of mass college preparation. The new academic high school curricula,
more advanced than those they replace, have been introduced mainly into
upper-middle class suburban high schools which send their talented grad-
uates to prestige colleges. Toward the other end of the academic talent
continuum, high schools which must "hold" and make suitable provision
for the youngsters least adept at school work are in difficulty. Little
innovative energy has been directed to their problems.

The democratization of schooling is also a facet of our traumatic
national struggle to incorporate American Negroes into an urban, indus-
trial class structure with its characteristic pattern of upward mobility.
The old southern agricultural economy based on the Negroes' cheap labour
has disappeared. Disappearing along with it is the repressive caste sys-
tem which kept labour cheap by holding the blacks "in their place" -
that is, in a lower caste with no chance to win wealth, honour and power
through occupational achievement. Part and parcel of the caste system
was the denial to Negroes of an education in any way comparable to the
public education offered' to whites.

With the rural South no longer offering them a livelihood, Negroes
have been migrating from country to city, and from the South to the
North and West. Only a little over 50 per cent of United States Negroes
now live in the South. They are distributed between rural and metropoli-
tan regions like the white population, but within metropolitan regions
they are far more concentrated in the central cities than are whites.
This is especially true of the largest metropolitan regions.

While de facto residential segregation of the races is strong, de
facto racial segregation of the schools is stronger still. The popula-
tion of elementary school age is more heavily Negro than the population
as a whole. In addition, many whites in central cities attend non-public
schools. oeven out of ten of the largest metropolitan regions have cen-
tral cities with public elementary school populations which are more
than 50 per cent nonwhite and more cities are moving in that direction.
Edward J. Logue, former Director of the Boston Redevelopment Authority,
has predicted that Boston, whose elementary school population is at
present 30 per cent nonwhite, will have reached the 50 per cent mark
in five years. Repeatedly in Boston, schools which were sited /so that
they would be racially balanced under Massachusetts law when planned
(i.e. no more than 50 per cent nonwhite) were racially imbalanced by
the time they were opened a few years later. There is an element of
social class segregation involved which is equally important. Among 16-
and 17-year olds, 14 per cent of the white middle class and 14 per cent
of the write working class now attend non-public schools; 40 per cent
of the Negro middle class ana 1 per cent of the Negro working class
attend non - public schools. These figures do not differentiate between
city and suburbs. Whites accomplish most of their social class segrega-
tion by migrating to suburbs where they attend public schools, with a
homogeneously upper middle class clientele.

As a result of these trends, the public schools of the central
cities are becoming heavily populated with working-class and lower-class

. nonwhites. This de facto resegregation has completely overwhelmed de lure
desegregation. In New York City in 1954 the Negro and Puerto Rican popu-
lation was 29 per cent of the elementary school population. In 1964 they
were 50.5 per cent of the total ... While the number of segregated schools
(defined in New York City as more than 9U per cent Negro and Puerto Rican)

S
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in 1954 was 7.1 per cent of the schools, by 1964 they were 25.3 per
cent. The per cent of segregated elementary school buildings more than
tripled while the nonwhite elementary population slightly less than
doubled.(3) The school population in Washington, D.C. is 91 per cent
Negro. Of eleven high schools in the District examined in a study by
A. Harry Passow, one was 93 per cent white, one 60 per, cent black and
the rest between 84 per cent and 100 per cent black.(4) As of 1966,
almost 80 per cent of all white pupils in the first and twelfth grades
in the Unified States as a whole attended schools from 90 to 100 per
cent white, and 99 per cent attended schools at grade 12 that were 50
per cent or more white. More than 65 per cent of all Negro pupils in
the first grade attended schools that were between 90 and 100 per cent
Negro. And 87 per cent at grade 1, and 66 per cent at grade 12, attended
schools that were 50 per cent or more Negro. In the South most students
attend schools that are 100 per cent white or Negro.(5)

The same forces which have presented the central city public schools
with a clientele deriving from the educationally weakest homes in the
nation have eroded the tax base from which they draw their funds. The
gap between central city and suburban financial resources for education
is growirv, wider at the very time when cities need a relative strength-
ening of their schools, and at the very time when the demand on them
for educational "output" is intensifying. This is not true for New York
City which spends $1,000 per pupil - more than some suburbs. But it is
true for the nation as a whole. For a sample of 35 large metropolitan
area suburbs in 1963 the per pupil expenditure was $559.42 in the
suburbs as compared to $414.46 in the cities. In 1957 expenditures per
pupil were approximately the same for cities and suburbs.(6)

Inner city public schools are now expected to teach all of their
pupils to read. Anything less is defined as intolerable failure although -
retrospective mythology to the contrary notwithstanding - the public
schools systems of the cities in the 1910s and 20s did not teach all of
the children of immigrants to read. It mattered less then, since the
elementary school dropouts of that era could find unskilled jobs which
were acceptable to them.

The gap between rising academic demands and declining results in
the central city public schools is a major-equce of pressure for inno-
vation. The pressure' was increased by the report on Equality of Educa-
tional Opportunity(7) (the Coleman report), published in July, 1966,
which documented the failure of schools to overcome differences in aca-
demically relevant skills that wnite and Negro children bring from home
to their first grade classrooms. The initial differences were predict-
able, given the deficient educational heritage of millions of Negroes
who have migrated to city school systems from the rural South. Gener-
ations-of under-education do not produce parents able to train their
pre-scnool children to the levels of mastery in spoken language, per-
ceptual discrimination, and role-playing which well-educated parents
automatically expect and almost unintentionally teach.

The failures of elementary schools to close the cognitive gap gener-
ated by vastly different homes in the first five years of life is not
new; but due to the Coleman report it is newly recognized. There is now
an almost aesperate search for innovations to help overcome these gaps.

9



Finally, the drift toward nationalization of all American institu-
tions, and increasing federal as opposed to local government power, have
affected education dramatically during the past fifteen years. For one ,

thing, there has been an explosion of federal funds for education. In
1950 the United Aates Office of Education (U.S.O.E.) had a staff of
about 300 and a budget of $40 million. In that year it was charged with
administering a programme of grants to school districts where military
bases and other federal installations were located. In 1953, education
received more prominence in the federal government through the estab-
lishment of the Department of Health, Education and Welfare. In 1954
the Cooperative Research Act was passed. Under tnis act U.S.O.E. funded
research in education on the basis of proposals initiated by academic
and other professional researchers. In 1957, the National Defense Edu-
cation .ct gave U.S.O.E. control over vast grants to secondary and
higher institutions to increase the production of scientists, engineers,
and language specialists. (This was the response to Sputnik.) By 1962,
U.S.U.E. had 1,400 employees ana an annual budget of $600 million. In
1963-64, it became the administrator of the Vocational Education Act
and the Higher Education Facilities Act. Title IV of the Civil Rights
Act of 1964 gave the Office of Education the power to assist by advice
and money in the desegregation of schools; Title VI of the same law was
an injunction against federal :-_,rants to school districts which practiced
segregation. In 1965, the Congress passed the Elementary and Secondary
Education Act (E.S.E....). Title I of this law granted federal funds to
school districts where a large proportion of families were below the
"poverty line". Title II of E.S.E.A. autnorized a five year programme
of grants to states for acquisition of library resources and other
instructional materials. Title III provided for "supplementary education
centers and services"; it wad intended to finance the development of
innovative projects. Title V of E.S.E.A.provided a small sum for strength-
ening state departments of e ucation. Under the E.J.E.A. the U.S.O.E.
solicited ana financed proposals for ten Research and Development Centers
and, in addition, a network f "regional laboratories" for the develop-
ment and dissemination of ed cational innovations.

This is only a small part of tne picture of drift toward federal
influence in education. The Department of Defense and the Veterans'
Administration combined spend more on education than does U.S.O.E. In
addition, the National science Foundation, the National Aeronautics and
.pace Administration, the Department of Agriculture, the Department of
Labor, the Department of Caumerce, the Office of Economic Opportunity,
the Lational Institutes of Health, the Public Health Service, the Atomic
Energy Commission, and the Office of Vocational Rehabilitation are
federal agencies wnich _Tend significant amounts on education. In 1962
total federal expenuitures in this field were somewhere between $2.2
billion and $3.5 billion depending on whose estimates are used.

Some degree of national uniformity in education is made necessary
by the Eeolraphic mobility of the American people. Regions with low
birth rates and nigh school expenditures suffer when they must cope with
the immigration of families from regions of high birth rates and low
school expenditures.

Most of the rin-governmental agencies which influence the contents
of curriculum ana standards of performance are national in scope. The big
textbook publishing firms produce for a national market. The well-known
testing agencies have developed achievement and aptitude tests which are
used across the country. Local school systems judge their pupils against

4
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the test norms wnLce are derived from national samples. .t.egional accre-
diting agencies set minimum standards of course offerin:s, faculty
quality, library holeanee, and physical facilities which private secon-

\ dary schools ana college :a. feel acLeelied to meet. The native al profess-
ional associat_ons of educators anu unions of teachers are a force for
uniformity in qualifications aed uorri:L conditions of schoolmen.

The moet recent expression of this trend is trio work of the Com-
mittee on Ascessine the Progress of e:ctuc_t1on. ;.itn Tunas from founda-
tions ana U.6;,..C.E., the commit%eb is conductinz a natIonal ,urvey of
what ,school "cnildren at every :grade level have learned.(8) The plan
was resisted by officials 'nano dislike the possibility of invialious
comparesons. To meet their objections, the aosesseant, like the Coleman
survey, will report its finuings accordine to such characteristics of
pupils as the regloes wnere trey reside, type of co:, :,unity, age and sex;
but it will not identify school syetems. eevertne-ess it will contribute
to 'Lore explicit ana influential national standards of school acuievement.
Groepe areas leice are lagcee; oelainu the nateanal average will be
under pressure to catch up - and tai e eill provide another thrust toward
ineovetion.

An impanels.- change in the control structure of public °ducal:Jon
is the poseide creak up oi the largest scaool oureaucracies la the
big::est central cities. These bureaucracies have been acused of failure
to change to meet the neagis of their changing pupil clientele. They are
called excessively large and rieia. Thay are encumbered with numerous
internal veto powers whice make it easy to stop any initiative but
exceedingly _difficult to carry through a poeitive programme of chance.
A number of alternative:5 to the single school system with a monopoly on
public eaucation in the city nave been suggested. The Bundy report
(cf. layor's Aivisor, Panel, :econnection for Learning, (3) proposed
decentralization of the New York City public scnools: in effect division
of the city into a number of smaller, semi-autonomous school districts.
The 1-.3.0.E. is promotire. "community participation" in school deaision-
makine through Title I and Title III of r3.S.E.A. Opinion leaders have
proposed university-controllte acnoo/s: state-run sceools; vocational
sign schools run by private corponetfonc unuar contract to the state;
government t,ition grants to parents ocabined ,titn a syatee of competing .

independent eceoola, anu various combination:). of these.

Although attention in 'focussed on the central cities beiause they
are in a state of crisis, it snoulu be aotca that there exists no good
asleessment of the impact of innovative forces on rural arees, smaller
cities, and the afiiaent metropolitan auLurbs. Lower middle class and
blue collar suburb.; have aiecationa problems very oimilar to those of
the central cities. Ine last have the finest public school systems in
the country, responsive to powerful community demand for "the best" in
education eor their chldren. whey have i.robably been Lore receptive to
in tuarL any oanar ercY.p of .taielic schools, ana they nave needed
it least.

Innovat,ena can clsoified for convenience into three types:
(1) innovations in he orranaaatanal structure of acnool sy:temc and
schools; (2) cu.rrieular infovatione and (3) toennological innovations.
Most impoetant by far are the organizaticnal innovetione. Changes in
.eirreculum an t,c,(2 .ntroaecti,er at new tecenoloey elaays rel.ire

4 1



accompanying organizational changes, but the fact is sometimes not
recognized. when it is not, innovations in schools which have not been
restructured to accommodate them are resisted, eroded, and finally
abandoned.

"7.
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II. TYPES OF INNOVATION

Organisational Change

1. Desegregation. Under the United States Constitution, control of
education is reserved to the states. The famous Supreme Court decision
of 1954, brawn v, Board of Education, held that state laws requiring
white and Negro children to attend Separate schools were unconstitu-
tional. The decision overthrew the earlier doctrine of Plessv 7.
Ferguson (1896) that "separate but equal" public facilities for the
two races were permissible. Brown was ngt a sudden reversal of doctrine
but the culmination of many decisions dating back to 10)58 ip which the
Court had been moving gradually closer to the po- ''nt public
facilities racially segregated by law were inhe, Taal.

In the 15 years since Brown many court decisions and some federal
and state laws have clarified and elaborated upon the doctrine. The
Civil Rights Act of 1964 gave the Department o4 Health, Education and
Welfare (H.E.d.) the power to assist School districts which asked for
help in desegregating and the right to cut off federal funds from
districts which did not desegregate by a certain date; but for political
reasons H.E.W. has used these powers very gingerly. One or two states,
for instance, Massachusetts, have outlawed de facto segregation, but the
Massachusetts law has not been enforced. Thelaw was passed with the
votes of legislators from communities with virtually no Negro population.
State legislators from the'three cities of Massachusetts which have
large Negro populations - Boston, Springfield, and New Bedford - did not
support it.

In the southern states where de lure segregation was the rule,
there has been a counteroint of state plans to evade the law, followed
by court decisions declaring the evasive plans unconstitutional,
followed in'turn by still more ingenious evasion and delay.

Th,:re is a small bright side to the gen?rally dark picture. Few,
if any, middle-to-large-sized cities in the country are now without
some kind of desegregation or integration plan, however effective, and
in whatever stage of implementation. Most of these are fairly straight-
forward attempts to comply with civil rights legislation, but there are
some that are going beyond legal injunction to the point where they
mipht have some effect on education.

Berkeley, California, a city of 120,000 surrounding the main
campus of the University of California, deseLregated its public schools
partly by bussing not just out of the slums,but in both directions.
White children in grades four to six go from Berkeley's middle-and-
upper-class neighbourhoods in the wooded hills near the university to
schools in the flatland Negro sections near th. bay. The younger Negro
children are bussed out for Lindergarten and third grade classes in the
white areas.(9) In Boston, over a thousand self-selected Negro children

.4
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are bussed to schools:, in the suburbs from to city's black ghetto;
the pLul is federally fiaincod. Hartford, Connecticut, ham a similar
plan,-,

tihon all tbis is said, th concrete rec,ults of Brown have been
small anu slow in comm . As a result of mis;,ive,Negro mii;ration to the
North, wher, black:: live in smrecated neiL;nbourhoods, de facto school
se,r,v;ati'n has increased since 1.'154. It is aoiinot this back 'round of
the failuro.of de:,,errec:ation to be inplemented that black militant
eminds for self-serreo;ation by choice muLt be understood.

Decentralization. view York City has 900 schools with a staff of
60 teachers. A 1966 stud- of decision-makim; in the school system

J chat bower 12 hiu;aly c,ncentrated in a ;coup of about 30
,rtets officials who have low public visibility. Tilt: Board of

Euueation has the appear:nce but not thy' reality'- of pOwer. Because it /

eith ut a permanent staff, the Board's policy decisions to desegre-
cate New York City's scaools by means of careful site selections for
nvw school bui1din6s, school pairin., bussing' and other means were
effectively delayed by neadduarter staff, who alone_ had the expertise
to irl.ploment them. ,ifohtu..11y :.11 articulate opposition Group of white

parent was mobiliood an; the Board of Education simply dij not carry
out it: pledj:es.(10)

Site sel-,ction.:, can be made so as to try to ,uarantee a rccially
mixed catchment area. Lichool pairim, means. tain, teo schools relatively
near to each other, one predominantly white and th other predominantly
black, and puttin6 all of the child'', n of certain ;1-adc], say a throu01
3, into one of'the.1, and all the older children into the other. The
school bus is a well-known American institution used to transport rural,
ehildren to distant schools. It now used to bus Nc!:ro children to
se,lool in the suburbs or on occasion to other oections of the city. 'That
is si,-alificantly called "reverse busEiriz," means bussing' phi -e children
out of their nei,:Lboursoods to schools elseahcre, usually into less
affluent nei,f,hbourhoods. Tian: spectre of "reverse " is almost
alwa:rs enca-n'to arouse ficrce opposition, in the white community.' It
has often been used as red nil:, to -event any desecreation
from c;ainim: support.

A serious difficulty of the Iew York City school soteT, is that
it receives ah unju,tly small share' of state aid. Tni is true of most
urban hchool systems am, has to do vit., rural over-r, resentation in
United States 'tats le, islatures. Unter th i. New York state formula, the
City would receive mor. state aid for education if the: five borow-hs
had se,7,arato .chsol Ti: formula de nil:; or calculations of land
valueJ c,:_mtitut2 the ca!,.!unitp's tax bise. Lanhattan land values
are' ':,c) -h7 to put h ,clity as ,:nolo at a disaavnt,r7e. If The
2ronx, ".edeens an,. Brooklyn '.tier' treated he:,ar'ctoiy, the city

06,1 receive 410( mil11)!. ,:tttr um er thc,-prnsent formula.

It was thi, _tact ich first lea York City to to decen-
tralize i school, r,viow,n the ontiro ni.-,tory of the

quest hero, tho sttir ori_rod binloay tc haw a pane] study
in: ahl pr .s a pi a for loc)ntraii-at,, h. rah ilayor's
Auvlsor;.- healei o B,hiy, is, uc.,1 a roort on 9th Novembor,
1` 67 aot, ilin pi gin, At tie srhdo tim. the Ford

-4 1.
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Foundation, also headed by Bundy, gave 'funds to three local school
boards - two of in black communities - to strengthen their
activities.

The -o-e':11ed Bundy plan and Layor Lindsay's proposals for radical
aecentralisation of the school system were opposed by the Board of
education and the 1.nited Fedetution of Teachers (U.2.T.). The U.F.T.
believed its contractual from the city would be endangered if
decentralization compelled it to negotiate contracts with newly-
constituted school boards. For :similar reasons-, the teachers' unions
in meet large cities have a vested interest in retaining the present
centralieed' control structure. The New York U.F.T. also believed that
tn, interim decentralineiticn plan - under which the Ford-funded districts
wore functioning - did not adequately protect the job security of
teachers in those districts. The districts felt just as strongly that
the plan fell far short o' the total "community control" they wanted.
Derie, the scnool year 1968-69 the union and the districts were locked
in iitonse conflict over alleged violations by the districts of teachers'
rights. The city suffered three teachers' strikes. School was closed
almost continuously from .'el.tember to mid-Noverfeer. Tension between the
ple,dominantly white, and Jewish, union and the black districts spilled
over to spread ethnic tension throughout the city. In late spring the
state legislature passed a decentralizat-on law much weaker than the
Bundy proposal:, and one under which the three "Ford" districts would
be abolished. It was a cler victory for the union. In the meantime,
however, education in the city had several times been brotCnt to the
brink of chaos, not only by the strikes, but by student-organised
disruptions in many high schools. The events accelerated the movemcnt
of the middle -class - both black and white - out of the public schoolS.

3. Comemity Control. A more extreme substitute for the big city school
system teen decentralised districts is community control of the schools.
This means breaking up the existing bureaucracy into smeller school
systems based on residential communities which, by implication, are
ethnically homogeneous. The system would be subject only to state law,
free Of any city-wide controls, and would be run with active partici-
pation of the laity.

To a large extent the community control movement grows out of the
black power demand for black control of all ghetto institutions. It
also draws on experience with the Johnson war on poverty which provided
for "maximum feesible participation" of the poor in administration of
federal anti-poverty funds in their n.ieThbourhoode. The ..konomic
Opportunity ect cr:eted hundreds of organisations in inner-city neQh-
holrLoods under the, "maximum feasible participation" provisioe, giving
experience in orgenisin: in dealing with eovernment, and in the uses
of: .oliticei pree,sure to thoue3nde of previo.sly inexperienced men and
wore en. ?:any in the commit;; control movelcont are veterans o the anti-
povert war.

Comeunity control Is strongest in New York City' whre it is tied
to black power. koston that tie i I lee: e\el,eivc. Th.re, a more
muted movement has been eet in motion partly by Title i and Title III
funds. tinder Title III, community _roeps have bee_: formed by an office
of th Boeton JCIIC01 Jepartment to help plan innovative new schools
for t-ir Imes. Title III hae also financed a parent-te-cher school
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advisory group in the black community. Once fOrmed, the croups do not
re7.ain docilely within the bounds envisioned by their sponsors. They
press for movement from advisory to policy-making status. This pattern
is repeated in many American cities.

From a European perspective, lay participation in control of the
schools is precisely an American distinction, so that community 'control
may seem less of an innovation than an extension of existing arrange-
,ments. From an American perspecti e, community control of the schools
is part of a larger social movement toward revival of the small
community - anti-bureaucratic, dedicated to curia: the alienation
genrated by a society o2 jicantic orgr.nisations. At the same time,
community control would vest new power over their schools in urban
neighbourhoods.

Although broad political and social motivations and narrower
educetion,11 ones are intermingled in the movement, the politico.). goals
are dominant. Furthermore, the argument that community control would
improve education rests on rather weak grounds. For one thing, it is a"
segregationist position of a new kind. The black communities want to
staff their schools with black teachers and administrators who, they
claim, would instil pride and a sense of power in the children, thereby
improvinf their academic performance. The fact that the segregated
black schools of the-South were usually staffed by blacks has no
relevance, since self-segregation by choice is psychologically at the
opposite pole from imposed segregation.

The argument has plausibility but there is no firm evidence for
or against it. Part of the difficulty in predicting outcomes arises
from the fact that one cannot substitute eqmivolently qualified black
teachers for 'bites. Coleman reported that, on the average, the blacks
now licensed to teach, or in training as teachers, have verbal abilities
and academic backgrounds inferior to the average of white teachers.(11)
WhE4her they would have more favourable attitudes toward black pupils
and these would mora than compensate for academic deficiencies, no one

can say. 1.tiddle class black teachers do not always have favourable
attitudes toward lower class black pupils.

In white ethnic minority neighbourhoods, community control is
sometimes an old-style anti-black segregationism in thin disguise.
here dese7regation could only occur by transporting children'out of
their communities to school, com-unity control negates this possibility.
The liberal instigators of community control are often discomforted to

find some of their supporters believe it will rescue their childrem from
the net,.essity of attending even high school with black students. Iron-
ically echoing the black militants, white ethnic groups talk of the need

for their own community high schools to preserve their cultural identity.

One argument for the educational benefits of comma nitv control is
that parental involvement in the school improves childrens' academic
motivation. There is empiric,-.1 evidence for this belief. What is not
clear, however, is whether community-based amt-11 school systems can
sustain parental participation any better than large school systems.
Once the excitement of the movement is past, there is little reason to
belleve that the level of parental involvement would be /mach greater

than it is now.
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4. The Community School. Related to the ideas of decentralization and
parent participation but somewhat distinct is the concept of the
"community school". This school is supposed to serve not only children,
but all members of the community on a 14-hour-a-day, six-days-a-week,
year-round basis. The school building or complex of buildings is con-
ceived as housing many services in addition to schooling. Tney include
recreational facilities, meeting facilities, cultural facilities and
social, informational and health services. In Boston, urban renewal
plans for residential and commercial building; are closely tied to plans
for community schools. For instance, a planned Secondary Education
Complex for 5,000 students, to be located in the Negro neighbourhood of
Roxbury, includes commercial services such as movie theatres and
restaurants and some housing for faculty. The planned new Quincy Elementary
School building also includes commercial and community services as well
as private apartments.

4 This kind of planned environment is intended to encourage the flow
of daily activity in close proximity to the school and to make the use
of the school building by adults in the community both convenient and
natural. In this way, it is hoped that the isolation of the school from
the community will be overcome and community :;articipation in school
decision-making encouraged.

However, in many cases there seems to be no clear idea whether
what is wanted im a school with deep ties to its local neighbourhood,
or a school which will draw both its pupils and participating adults
from throu;hout the city and beyond. The Secondary Education Complex
in Boston, for instance, is called a "magnet school". One of its aims
iE to have a pupil composition which will be representative of the
entire city, socio-economically and racially. If that is to be the case,
the school will have to draw pupils from beyond the local neighbourhood.
Its "community" cannot be the neighbourhood but must be the total group
of families it serves. In Nassachusetts, the community school idea is
complicated by the state's Racial Imbalance Law which requires that no
scmool be more than 50 per cent nonwhite. In very many cases that would
mean that pupils must be drawn from outside the local neighbourhood.
How this kind of recruit:lent meshes with the idea of local participation
in decision-maki is not clear. The almost contradictory combination
of the "community school" with the "ma;net school" overlooks the fact
that some workinc-class and ethnic ;coups form enuine nei,:hbourhood
communitie ;hi-e tais ,A;711t facilitate identffication with a community
:.,cnool, it is not compatible with amiable acceptance of outliders.
Alrea: the .'rent of one new school in Boston's black
j,hetto nas protested the reservation of places in the school for white
students from outside the neighbourhood.

5. ::;chool-Universitv coalitions. The City University of New York has
sur:ested tnat its College of Education should run an elementary school
in Harlem both as a train_n_ round for teachers and an exemplary school.
Tre proposal has not been implemented. Juch a plan was carried out by
the Adams and Norgan -lementary Schools in tne District of Columbia and
tne Antioch Collr-;e-Putney CTraduaU School of zducat:on. The Antioch-
appomted Dir.,ctor of that roject published an article detailin:7 its
alfficulties which ended in Antioch's withdrawal. The project staff
provided by Antioch was inexprienced in elementary school organisation
and currcuium clad was h' :pored by time pressure.(12)

14.1
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In the Boston fletropolitan Area - though planninT documents speak
glowingly o: drawing on the resources of the great universities - these
private universities have so far contributed relatively little to inner
city school innovation. Traditionally, the Boston schools draw their
teaching staff from the state colleges and a small Group of Catholic
colleges. The private universities' schools of educaticn have supplied
teachers for the suburbs: While every one of the private universities
is involved in one or more of Boston's innovative projects, these
projects, usually federally financed, are generally underfunded, and
understaffed, and like the Antioch project, suffer from lack of
experience of the uniVersity personnel with inner city schools. The
orientation of these schools of education has been, until recently,
almost ev.clusively to the children of the middle classes.

have
teachers

they train and the instructional innovations they purvey have worked
in the suburbs but have had 1ptle testing in the Ghettos. It is not
at all clear that a simple t nsfer of suburban styles of instruction
to the ghetto will serve. The teacher training institutions have a
good deal of experimenting to do before they will know how to make
ghetto schools excellent. There is also the financial problem to be
solved. Suburban school systems not only offer teachers the pleasant
prospect of "success' with children who are destined to be education-
ally successful anyway, they pay more as well, and so attract the
superior teachers. Reversing tsis trend is largely a question of salaries
but also involves creating an atmosphere of ptrofessional challenge for
teachers in city schools. The leading teacher-training institutions
would seem best able to create an'atmosphere of this sort on a demon-
stration basis. Yet there are few instances so far where they have done

\it.

6; Education of "Hard-Core Unemployables" by Private Industry. There
are numerous efforts of this kind, most of them funded by the federal
Government ami encouraged by the National Alliance of Businessmen.
Some large companies, for instance General 1...otors, finance their

programmes themselves). In general the companies find that training
"hardcore unemployables" (men from poverty groups) costs $2,500 to
$3,000 per person, much more than the usual on-the-job training costs.
In addition to remedial arithmetic and Ezvlish, most of the companies
find they must train the men in "work habits" - like arrivin5 on time,

and not being frequently absent. Sometimes people fail to report for
the job because, not being able to read, they can't find which bus to
take. "Chrysler found ... only one in five owned an alarm clock, because
they had never needed to be any place at any particular time".(13) (For
a good account of the reasons for absence of "work. habits" among lower
class Negro men, see Liebow.(12)) Companies have varied in their reports
of success. Chrysler reeorted more success than it had hoped for,
Equitable Life, much less: Success seems to depend on acceptance of the
fact that the investment must be high, training groups must be small,

the amount of special counselling and help in overcoming educational
deficiences must be large, and there must be a ,Naranteed-prospect of

a good job with a future if the trainee is, going to stick with a course
of study which is very difficult for him.

7. Team Teachinp. Non-Grading. Flexible Scheduling. In a series of
books published by the Indiana University Press, each of the three
above-mentioned innovations is described as a "bold new venture". They
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are, nonetheless, a loerical extension of the well-known trends ofa.
progressive education and are very much in the.ron- authoritarian child-
raising tradition. They are treated together here because in practice
they are linked. A school may begin by non-grading without inaugurating
team teaching,, but the process involves a collaboration among teachers
hick is quite different from what follows from the "self-enclosed
classroom. In effect, it is a kind of team teaching. Similarly team
teaching may be the first innovation, but usually its objective is to
facilitate "indifidualized instruction" the major form of which is
non-grading.

One might use the spatial organisation of the non-graded school
as a way of \describin its characteristics. If it is a secondary school,
it may accom. odate as many as 5,000 students, but it is explicitly
structured to have the advantages of both large-scale and small-scale
organisation. a five-thousand-student high school is likely to be
divided into ousel of about 1,250 students each, and each house is
further subdiv'ded into "resource units" including 250 students, 15
teachers, and five other staff members. 41ch house has its own master
and coneidera4e autonomy. Ideally, students identify with their houses
and it is hoped that they have a personal relationship with every member
ol: their resource unit. .Architecturally, the'resource unit ("pod") is .

the basic building block of the school. It consists of a nutter of rooms
with movable walls grouped around a center which contains curTicular
materials, teachers' offices, individual carrels (perhaps equipped with
television sets or computer consoles) and areas for small group work.
The center also contains a library of books, film loops, video t pes,
audio-tapes and records. The resource units theaselves are groupe
around some central administrative facilities of the House and possibly
a larger library used by the House as a whole, and the Houses, in turn,
are grouped arouna a few major facilities used by the school as a whole:
its administrative center; its data-processing center; its health center;
its, major cultural - recreational center with auditoriums, swimming pools
and gymnasiums. The classrooms in the resource unit can be changed in
size for either small or large-group instruction because the walls are
movable. Nome critics feel this is undesirable and that the school
should have rooms designed e elusively for large group instruction,
where all electronic equipment is at fingertip control of the teacher;
rooms designed' exclusively for small seminars; and multi-purpose rooms
where small groups ana individuals can simultaneously use self-
instructional materials, and pursue independent study projects.

The school is ,on a flexible schedule usually known as a modular
schedule. It divides time up into modules of thirty minutes which can
be combined into longer periods as desired. The teaciting team, decides
on various time combinations for different units of instruction.A
given level of social studies may meet in a large group once a week
for an hour; in small discussion groups twice for 30 minutes; and then
have an hour of scheduled independent study. The scsool may cycle its
schedule every week or every six day. or every three days,:or in any
way that seems desirable. It is the d\omputer that aakee this flexibility
possible. Given the prescriptions of he faculty for time schedules of
courses, the course elections of the udente, and the spaces available,
the computer matcnes people, ,pace ana time o_timally and expeditiously.

"IndillexS (Individualized Flexib e scheduling) calls for teaching
teams ... the small and large groups with independent study patterns can

AI 9
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be used without team teaching, but the advantages of team teaching to
both students and teachers make its use judicious. Teams of teachers
can be organized in a variety of ways ... all teachers of one subject
area who teach the same course may be members of a team. An alternate
method ... is by blocks of students. In this method teachers of several
disciplines who have a common group of students are on a team".(15)

Still another kind o: team differentiation is a hierarchy of
skill and authority. A teaching team is made up of a Team Leader who
is a master teacher and a trainer of teachers, a few Associate Teachers,
a few teaching interns, and, several para-professionals who do secretarial
work, help with discipline and housekeeping, and possibly with some
teaching and student counselling. In some cases it has been proposed
that the para-professionals should be on a ladder toward a professional
degree involvingbore practical and less academic work than the typical
education degree. This is meant to speed up the professional qualifi-
cation of Negroes who are found, in the field, to have the capacity to
teach although they may not have the academic certifications, Attached
to the, team, too, will be educational specialists, like reading con-
sultants, and gv.idance counsellors, in effect the whole array of staff
types now available to schools plus some new ones, e.g. computer
programming specialists.

The hierarchical aspect of the team is emphasized in recent
proposals for change in teacher preparation (Massachussetts Advisory
Council on Education.(16)) The teaching career is to be made more
attractive by giving it several promotional steps, in contrast to the
present situation where a teacher is usually on probation for a few
years and then receives tenure. Once tenure is received no increase in
prestige or responsibility is possible without leaving teaching for an
administrative post. The new teaching career,would have stages: student
teacher; teaching intern; associate teacher; master teacher and team
leader. There would also be options for many kinds of educational
specialties. It would be possible for a teacher'to gain increases in
pay,.prestige and responsibility according to merit while remaining a
classroom teacher and trainer of teachers.

The abstract, prescriptive books which have been written about
these innovations are not so illuminating as the few case studies which
have been published. One such book is an account of the first year of
non-grading in an elementary school. Old Bethpage School is in Plainview,
Long Island, a community a little above the national median in income,
population 33,000; mainly Jewish and Catholic and described by the
authors (the principal and vice-principal of the school) as "very
supportive of education and innovation." The school had 440 K-3 students
who were' the candidates for non-grading. They were grouped into 12
reading levels, four of them "reading readiness" levels. Seventeen
interage classes were composed, each consisting of pupils covering a
range of no more than three adjacent reading levels.(17)

There are several points to be noted here. Old Bethpage is in a
traditional school building. There were ostensibly no teaching teams
but in effect, there was continuous counsultation among staff teaching
the same reading levels. There was homogeneous ability grouping, a way
of structuring classes which research has not shown to have any
particular merit when practiced in a graded school. Children originally"'

were not grouped by age. A reading Tavel group in a classroom contained

cirri
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children differing in age by as much as two and a half years. This
last feature, however, did not survive the first faculty meeting. The
teachers, according to their principal, "panicked" at the thought of
no age-grading.

Thirty-one of the 440 youngsters were not grouped by reading
level. They had.special problems, mainly emotional, and were therefore
matched with the teacher whose personality was best; suited to handling
them.

The mental health aspects of non-grading loom very large in this
case study. The teachers learned not to'place immature and physically
underdeveloped youngsters with bigger, more mature ones, even if they
were up to their level academically, because, they said, this was hard
on the younger children's egos. On the other hand, the secure, bright
youngster did profit from being placed with"older children who were
academic equals. Although the school used no programmed instruction,
it incorporated part of the philosophy of prOgramming: that every child
should be placed in such a way tW he would nearly always experience
academiC success and not failure.

After an initial period in which children were shifted a good deal
from group to group, the teachers changed their tactics and began
"individualizing" instruction.

A very detailed diagnosis of possible sources of reading diffi-
culty was made for all "slow learners". There was careful testing for
perceptual problems. Some youngsters ,had tele-binocular problemd. Some
had poor eye-hand-co-ordination. Some had poor auditory discrimination.
Some had poor left-to-right eye movement. Some had poor small muscle
control. Wherever a deficiency was found, 'a programme was devised to
help the child. Each child had administered to him individually, by
his teacher, a Reading Inventory to test a variety of subskills which
go into reading. Sometimes these identified particular difficulties
that needed work: "Irma needed exercises in final consonant sounds,
structural elements and vowel sounds. The reading consultant spent an
hour a week with,her on this and gave the teacher a program to
use the rest of the week Arnold has not been able to learn to read
by the phonics approach. A complete experience approach should be tried
with him. Short interesting stories should be read to him, and he should
dictate these back to the teacher in his own words. The teacher will
write them for him to copy. He should then take them home to read and
bring them back to class to re-read. The kinesthetic approach should
also be used with this child ...".

Every slow learner in the. school received a tailormade programme
within his level, and all but two succeeded well within their levels
by the end of the year.

Mathematics at Old Bethpage was also taught in ten levels.
Children were not necessarily on equivalent levels for maths and
reading, though nothing is said in the book about their shifting class-
rooms. Apparently they merely shifted groups within the classroom which
suggests, as would be expected, that maths'and reading levels were
closely correlated.
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Another aspect of individualisation, in Old ethpage was pacing.
Some children were expected to finish primary school, in two years and

some were expected to stay for four. Since changes of level occurred
all year long, and since the pot key was not to let a child who stayed

for a fourth year repeat any of the curricular material he had worked
with previously, it was felt that tbeidifferences in length of time

spent at given levels were less conspicuous than non-promotion in the

graded school, and therefore less traumatic to the children.

Another development during the course of the year was independent
study. "There were corners with specimens, microscopes, books,
magnifying glasses, etc., for work on science problems. There were
sections of the room set up with paints, clay and crafts materials.
Still other centers housed mathematical manipulative materials and
play materials for encouraging individual work in mathematics ... It

was necessary that children learn how to pursue this type of learning
on their own. This problem - solving training took much time and effort
on a teacher's part ... We became more and more accustomed to seeing
two or three children working ... on some project they had selected
from the many the teacher had suggested ... None of the ideas offered
to the teachers or by the teachers for independent study ... was earth
shatteringly original ... the need for the bri,rht child to work, think,
plan and create occasionally on his own part Of the time was ...
recognized". (Emphases added.)

During the first year, the principals failed to persuade teachers

of the need to keep detailed records of children's progress. "The

non-graded school requires a very definitive method for the identifi-
cation and inventorying of a pupil's achievements. It requires-a know-
ledge and specificity about a child which was not somehow necessary
under the graded situation. Teachers must know exactly what skills a
child has mastered in each curricular area before he can proceed from
one sequential level to the next. This implies three prerequisites: the
identification of a pupil's achievement at each level; the organization
of each curriculararea into levels of achievement with appropriate
identification of exact skills at each level; a system for recording

each pupil's progress within each level." The principals said that in
maths and reading they met the first two re:,uirements but not the third.

All of these aspects of the Old Bethpage programme and some others

are found in Boston's non-graded primary programme called the Individual'

Progress Plan (I.P.P.) There exists a list of over 300 separate
"language arts" skills in nine areas, sequentially arranged.in each

area. There are also a short pre-and post-test for every skill, so that
teachers can determine when a child has presumably mastered it. Teachers

in I.P.P. keep progress charts showing exactly whic} skills each child/

has "mastered" and when the test was administered. (Regression) in skill

mastery occurs.)

An in-service training workshop for new I.P.P. teachers held in'

the summer of 1968 emphasized that pooling ideas, materials and every
other kind of resource is an absolute necessity for survival in
So much material is needed by each teacher that none can afford to

"hoard" anything in "her" closet for "her" levels. As teachers devise
worksheets for skill practice these are placed in a central

After a few years the school has accumulated a-file of worksheets for
every skill, tested and shown to work for their pupils.

(19
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The sheer amount of local curriculum-writing, and test-creating
which the teachers initiating a non-graded programme find it necessary
to do is a new aspect of the teacher's role. Despite the new technology
for presenting curriculum material, and despite the materials on the
market geared to these new machines, teachers do not necessarily find
exactly what they need when they need it.'Then they create it them-
selves and reproduce_ it on the school's copying machine.

The teachers in the non-graded Old Bethpage had some problems
with parents. It was hard to "place" one's youngster since he was no
longer in a grade. Report cards were abolished..Instead there were
parent-teacher conferences during which parents were given detailed
information about their child's progress through levels and anecdotal
reports concerning his effort - but no information comparin:- his
performance with that of other children. The child was compared only
with himself. However, parents reinterpreted every bit of information
they received in terms of competitive comparisons with other children.
If eyoungster was with older children, they immediately assumedhe
would finish primary in two years. Parents pressured the children to
"move up a level", an attitude contradictory to the philosophy of the
programme. (The child should move at his own pace.) Nothing is said in
the book, unfortunately, about the extent to which the children them-
selves abandoned the competitive peer comparisons which are usually so
much a part of the pupil culture.

Don-grading in high schools means that each student has a pro-
gramme of his own, perhaps unlike that of any other student. In Ridge-
wood High ochool, Illinois, there are no conventional classes. Students
learn in large groups of 60-300; in seminars of 12-16 chaired by a

"' student with a teacher present as a "resource person"; and-in learning
laboratories accommodating 25-45 students, some of whom work individ-
ually and some of whom work in groups of 2 to 4 on a curriculum "unit"
of a course. When a unit is completed to a student's satisfaction, he
goes to a teacher's office to have his work on it evaluated. All
evaluations are individual and private. Students keep recordslof how

'many curriculum units they have completed. They also keep folders on
their paper, projects, and products of all kinds with which they are
"satisfied". A file of this sort-can be used on graduation by students
seeking employment or college admission.

"In Ridgewood High ichool progrimmed learning is seen, not as an
impersonal, machine-centered process, but as a, highly personal learning
how-to-learn process. The student, as he learns how to learn, must be
taught to plan his work carefully, to define his objectives, to exer-
cise his options, to evaluate his progress and to communicate his
experiences to others. The basic organizational unit-. is not the
class and not the individual ... It is the small work grout usually
of from two to four students who are pursuing a program of instruction,
together, learning from one another as they do so. The non- raded_school
of the future will have learning team%_as well as teaching teams". a
(Emphasis added.)

The last statement 'is supported by the development in Winchester,
Mas,achusetts, of an elementary school based on small group instruction.
"Dr. Walter Gleason, assistant superintendent for curriculum and
instruction says small groups allow for the 'human processing' and
interaction that every kid needs. The socializing and questioning they
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provide each other is an important part of- the leaning process, he
maintains. Though the school has facilities for individual programmed
instruction, Gleason says he has 'mixed emotions' abut restricting
children's thought patterns to a set of standard responses. Though there
are some advantages in reinforcing children after correct answers, as
prOgrnmmed instruction does, keet.ing the 'kid' in a booth is not the
best,' he says." (Boston Globe, 18th August, page 8-A.)

Not only is non-grading a form of small-group instruction, it
usually involves homogeneous ability grouping. This is generally true
where levels are used. Occasionally a case appears where the teachers
have deliberately arranged their groups to be heterogeneous with
respect to ability. Jo the old question of homogeneous vs. heterogeneous
ability grouping reappears in the non-graded school and, having received
no solid answers from research, it is resolved according to prevailing
preferences.

The levels system seems to be the most common type of non-grading
now in use in the, United States. In a sense, the levels represent a
still more finely subdivided system of grading. There is an underlying
assumption that mastery of the subjects which are "non-graded" in this
way occurs in a sequence whose order is somehow inherent in the subject
and the same for every learner. While the child is permitted tb proceed
through the sequence at his own Dace, he is not permitted to change the
order in which material is learned. The sequential steps of skill
mastery for reading,are in some cases so detailed that the result seems
to be more strait-jacketing for pupils and teachers than the looser,
annual curriculum prescriptions of the old graded system. The assumption
that learning should invariably occur in a certain sequence - an
assumption for which there is no warrant in learning theory --is a
short-coming also of linear programmes in programmed instruction and
of the computer-assisted instruction which employs them.

Whatever structure is used for non-grading, it is clear that it
is not, for the most part, individualised instruction but small group
instruction. And the nature of the process and the outcomes must depend
very heavily on a combination of several factors. First, there is the
question of pupil/teacher ratio. At the in-service workshop for the
Individual Progress Plan in Boston, the teachers were constantly told
that individualisation "depends on you". To tailor a programme of work
in "language arts" to the individual needs of each child in a class of
25 would take the teacher 48 hours a day. Presumably the administration
of an individualised programme is eased by the availability of so many
materials of different kinds which children can work with by themselves.
But that introduces another factor. A teacher from a disadvantaged
de facto segregated school with I.P.P. reported that the pupils in his
school did no work at all if left on their own. They had to be super-
vised constantly. There is tremendofis variation in pupil populations
with respect to their capacity for semi-independent work. In some
classrooms the teacher can easily kive individuals and small groups
an assignment to work on, while she spends time with another group,
and in other classrooms this may Aprove very nearly impossible. In
general, it is the "disadvantaged" children who are least able to do
constructive work independently./_

Aside from the problem of availability of personnel, there is the
problem of availability of materials.Plenty of materials are being
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manufactured. There is a constant flow of new basal readers, of
machines which present material in pictures and orally as well as in
print, of games which can 1141p children to learn phonics, understand
concepts, etc. but there are two important difficulties. Teache0 are
given little or no paid time to familiarize themselves with the flood
of materials on the market, and to discover what they can use to
greatest profit with their pUpils. Secondly, even when they do know
what they would like to have, the central city school system is able
to afford only a small fraction of it. The Individual Progress
Plan, operating under Title I in Boston, is starved for funds, and
therefore for personnel, materials, and paid,time during which teachers
may plan their pupils' work.

Yet the teachers involved overwhelmingly testify that I.P.P. takes
far more time'devoted to planning by the teacher than the "self-
enclosed classroom" did. That seems self-evident. Whereas previously
she had one lesson plan for her class, the "non-graded" teacher must
plan for several groups and sometimes for an individual - the more so,
the mor seriously she tries to adhere to 'the programme's philosoply.
Frequently, she must invent curriculum materials herself.'

Non-grading is an innovation which is receiving widespread trial
not only in the suburbs but in large cities as well. Of the six city
school systems whose innovations were studies by Gittelland Hollander
(19) all "have begun to use some non-graded primary organization for
grade K-3, but New York and Baltimore are still regarding the program.
as purely experimental. Philadelphia, since 1961, has non-graded the
first three years in all its schools. St. Louis began ungraded primary
schools in 1959 and the innovation is now implemented in all its, schools.
Detroit, which had a kind of departmental system in its early grades,
changed to a self-contained class, began a non-graded experiment in
1965, and by 1966, had implemented the non-graded primary in most
schools. Chicago began its non-graded experiment under the name

'
Continuous Development Program in.1957; and by 1963, it was in effect
in 200 schools with an additional 100 planning to use it the following
year. In addition, some of the schools were trying the plan in grades
4 -6. Baltimore had ten schools using non-graded 1-3 in 1962, and now
has twenty-six schools with some non-graded classes, including several
schools wnich are completely non-graded 1-6. New York City has only
ten schools with non-graded K-2 although the first experiment started
in 1962 with one school." Boston has had ten schools with non-graded
primaries for the past two years, and in 1968-69 is adding another ten.

according to Goodlad and Anderson there was, as of 1963, no
research evidence anywhere in the country which proved that non-grading
raised academic attainments 4 jhat little research had been done tended
to show that it raised pupil/ and sometimes teacher morale. However, that
finding has appeared in tho early phase of every innovation. Unless it
persists over a long period, it must be considered a Hawthorne effect.
This is a socioldgist's term for the rise in morale which occurs simply
as the result of the excitement and prestige which frequently accompany
taking part in an experiment. It is completely independent of the
content of the experimental stimulus. Where the fact that an experiment
is in progress cannot be disguised, it is necessary to control for this.
Many innovations are hot instituted as controlled experiments, however,
and Hawthorne effects are not uncommonly taken to be the result of the
innovation.

ri rz
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'8. Compensatory Education. The concept of "compensatory educatiOn" is
tied to the concept of "cultural deprivation". There is a familiar
body of propositions which relates the two, resting on a large amount
of sociological and psychological research. (For a concise sumrary and

annotated bibliography up to 1965, see Bloom, David and Hess.(20))

In brief, educational aavantage and disadvantage are transmitted
in the first four years'of the child's life, via the family. Cognitive
growth is more rapid in the first four years than in any subsequent
period, and deficiencies in that period are increasingly difficult and
expensive to compensate for as the person grows older.

Poor families may not even be providing for the child's'biological
needs. A child who does not have an adequate diet cannot learn. This
extends to the prenatal period when, according to recent research,
insufficient protein may damage the growth of the nervous system.
Adequate diet is also related to the living habits of poor families -
which sometimes prefer non-nutritious to nutritious foods, and which

------ao_letimes do not manage to send the child to school having had breakfast
because the household is not organised to meet this need.

The child must also have some basic security and self-love to be
able to learn. Families which are too large for their incomes, which
are broken or disorganised, may not permit individual children to
receive the amount of warm attention they need to acquire these charac-
ter traits. Such families are found'in all social classes but poor
families' are generally larger than better-off families and more vulner-
able to being broken by the death or absence,of a parent.

Poor families also have the largest proportion of un= or ill-
educated parents, who are least able to function as adequate educators
of their children during the pre-school years. Children's learning
during these years depends on an environment which provides rich stimu-
lation, particularly stimulation to active exploration of the environ7
ment.(21) The process of cognitive development Is also influenced by
possibilities for language development through interaction with adults-
whose own use of language provides good models for the child and whose
communication with the child provides him with a feed - back -which permits
him to correct and expand his linguistic and conceptual tools.

In the United States, in addition to the fact that a hicher pro-
portion of Negroes than whites are poor (although a majority of the
poor are white), the Negro child suffers from the ccnsequences of a
caste system, not xet eradicated, which subjects him to a string of
penalties because he is Negro. The crippling effects of the system are
transmitted airectly and indirectly to children. In the Coleman report
they appear in the much higher frequency of Negro than white children
who believe that their own adtions have little effect on their "fate".
The child's concept of his own ability and his "sense of control of the

le
enviro ent" were - of all the dozens of variables studied in the
sure - the ones most strongly correlated with the pupil',s academic
achi ements - although the correlatirlis almost certainly involve these
variables acting as both cause and effect of achievement. Of all the
characteristics of the school the child attends, the social composition
of the pupil population was the one most highly correlated with
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individual academic achievement. But no variable characterizing the
school proved nearly so strongly correlated with achievement as
variables characterizing the child's family and the child's attitudes.

As .they enter school, "culturally deprived" pupils often lack
behavioural and cognitive abilities which urban teachers take for
granted, and consider the responsibility of the home: for instance,
the ability to speak in sentences and to understand simple directions
in the teacher's "standard English". lacking these characteristics)
the pupils engender an attitude on the part of many teachers that they
cannot learn. If teachers hold a poor opinion of the Pupils' capacity
to perform well, the opinion may affect their teaching in subtle ways
which tend to turn their unfavourable expectations into a self-
f fling

Herein lies the heart of the accusation which Negroes level at
the public schools.,There is, in the ghettos, something which might
be called the "slum school truce". In effect the teachers and pupils
agree to leave each other alone. The teachers will not bother the
students with work so long as the students in turn do not make trouble.
These schools are custodial, rather than educational institutions.
Some years before the Supreme Court school desegregation decision of
1954, Negro students who had migrated from southern segregated schools
to northern desegregated ones reported with some exhilaration that the
northern white teachers "made them work" - a new, ego-enhanbing experi-
ence. Nowadays one reads the same comment being made to contrast new,
experimental schools, (for instance, the storefront academies run by
the Urban League) with the northern urban,public schools in the black
ghetto. "Making them work" as opposed to not bothering to do so is
only the most obvious way in which teachers' expectations are turned
into self-fulfilling prophecies.

The most important attempt to "compensate" for "cultural
deprivation" is the early childhood education p-oject, Head Start,
which began as part of-the Johnson anti-poverty progrmIlme under the
Office of Economic Opportunity. Head Start is a nursery school
programme for pre-schoolers. The quality of the' programme and the
numbers of children reached have varied from community to community.
In some places there has been intensive work on cognitive growth, but
most Head Start programmes str.-ss social development using standard
nursery school methods. There are a few good'evaluaticns of Head Start's
effectiveness which are fairly consistent in their findings. The
Coleman report evaluated the effects of participation in Head Start
during the summer of 1965 on the performance of children who entered
first grade the following autumn. Wolff and Stein evaluated the effects
in New York City on children who entered kindergarten in the autumn.(23)

According to Coleman's nationwide survey, Head Start was effective
in reaching the children most in need of it. "The highest degree of
participation was in regions characterized by low socio-economic status
and low test scores ... Overall Project Head Start programs were
offered in communities where they were most needed and were attended
by pupils ... from more deficient backgrounds than Pupils who did not
participate." Furthermore, the effects of Head Start were largest for
the participants from the most deficient home backgrounds. "Controlling
for race, region, kindergarten attendance, and various measures of
socie- economic status, it would appear that scores for participants
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were consistently higher than scores for non-participants from the same
schdold for pupils from the poorest families".(24)

Effects on educational motivation were larger than effects on
ability test performance. "... we find that Head Start participants
fxom lowest SES backgrounds have a higher educational motivation
tti'an non-participants. This is particularly true for Negro pupils from
poor families, although this difference tends to appear for all Negro
children. For whites, participants from lowest socio-economic back-
grounds seemed more motivated than non-participants in some regions,
while'no effects of Head Start participation could be found for higher
SES white pupils".

The greater sensitivity to Head, Start exposure of the most deprived
pupils was also, found by Wolff and Stein. They discovered further that
Head start children with kindergarten teachers rated as "good" gained

it. more in kindergarten than matched non-participants, while those Head
Start participants with kindergarten teachers rated as "poor" did less
well in kindergarten than non-participants. In general, throughout the
Coleman report, the finding is that deprived children's performance is
more responsive to the adequacy or inadequacy of their school environ-
ments than that of non-deprived children, for whom the more determining

. environment is the home.

The most recent nationwide evaluation of Head start, made by
,:estinghouse Corporation and Ohio University, tested the cognitive
ability of Head Start children after a year or two of primary school
and found no difference from a matched group of children who had not
been in Head start. Althouah the study unfortunately had no data Mich
might have illuminated the reasons for this ineffectiveness, it suggested
that Head Start might not have been sufficiently intensive, might not
have begun sufficiently early in the child's life, and might not have
used the best, Z6SIble methods. Critics of this study have pointed out
that it failed-to measure the social behaviour am educational motivation
which previous stadies had shown to be the main arias of Head Start's
effectiveness. It also failed to differentiate manner from year round
programmes.

The Committee for aconomic Development has estimated that an
extension of Head Start to 80 per cent of three-to-five year olds in
poverty would cost 42.8 billior a year.(25) Compared with the cost of
other suggested innovations - instructional television for 75 -8(i per
cent of the elementary and secondary school population would cost $263
million to /1.5 billion; one hour a day of computer-assisted instruction
for all elementary ana secondary pupils would cost /24 billion - this
seems cheap. There reamin difficult questions. The effects of Head Start
are small - as would be expected from a programme of' short duration.
The effects do, not persist if the child Loves from Head Start to an
inferior primary scnool. Since Head Start programmes vary greatly among
themselves in philosophy and procedure - it is not clear exactly what
is producing the positive effects which have been observed.

In order to produce large and persistent effects, Head jtart should
begin at age two. It seems to many that a large programme of early pre-
schooling for deprived children. combined with radical upgrading of
primary education for these same children is, on the evidence oPthe
research at hand, one of the most productive educational investments
the nation could now make. Gains which have been fixed by the end pf

grade 3 are probably _ineradicable. cvpi)
tsa-3
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The other major compensatory education effort in the United States
is that administered under Title I of E.S.i.A. through the nation's
school systems. Again the nature and quality of the programmes vary and
so doea their effectiveness. In New York City and in Boston, .. ndency
of the programmes is to invest in small reductions of pupil/teacher
ratios and in more services of the kinds already availaole. Research
has demonstrated, however, that small reductions of class size are
unprodUctive of academic improvement (Project Talent.(26)) Drastic
reduction of class size might be productive. (Some of the innovative
schools discussed above try to handle this problem by providing small .

group instruction for part of the time.)

There is no nationwide evaluation of Title I's effectiveness.
Various local school systems are trying to evaluate their own programmes.
In Aew York City, however, a very similar programme has been given a
competent evaluation. The More Effective Schools were found, after two
years, to have produced no significant changes in academic achievement,
though they did have favourable effects on teacher morale4(27) This
evaluation study has been the subject of sharp controversy. In particular
it has been attacked by teachers who originated the programme. As a
result, in part apparently of the evaluation, the Board of Education
has cut back the programme. Nothing in the evaluation study itself
suggested such a move. It was pointed out that two years may be too
short a time for effects to show and that some favourable motivational
effects on students were present. However, a previous programme\of
similar nature - Higher Horizons - showed no long-term academic effects
after an initial period when high enthusiasm seemed to be producing
results - and this experience probably influenced the Board's decision.

Evaluations of compensatory education programmes in other large
cities have produced uniformly discouraging results.(28) It seems
possible that they are a case ox both "too little" and "too late".
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The New Curricula

In March, 1956 Jerrold Zacharias, a physicist on the faculty of
the Massachusetts Institute of Technology, sent a memorandum to
James R. Killian, then President of MIT, proposing the development of

1

i

some teaching materials for use in secondary school physics. Through
Zacharias" efforts there developed a large-scale reform in the physics 1

curriculum of the high schools. The Physical Science Study Committee
MSC), in pioneering reform in high school physics was the catalyst
for a wave of curriculum reform in all the high school academic subjects.
Today the new curricula include several well-known programmes: in ,

,

,

mathematics; in biology; in chemistry; in English; in foreign languages !

and in the social sciences. Elementary school science and social studies 1

have also been "reformed", but most of the effort is at the high school '

1,-- level. No academic subject has remained untouched by it. i .

It was the poor academic preparation of the new mass of postwar
college students that convinced many college teachers of the need for
upgrading high school academic curricula. The success of Sputnik gave
the drive for reform a national urgency.

The new curricula have been most frequently initiated by eminent
pen at the college level. However, high school teachers have been
deeply involved in writing and testing of the new materials. This
collaboration of scholars and high school teachers has helped to bridge
the gap between the universities and secondary schools.

The development of new programmes has had a level of funding that 1

routine curriculum revision by local school departments never commands.;
The reformers saw a chance to make a wide and ;fasting impact on the
schools. Most of the funds came from the National 'cience Foundation
and such private groups as th Pord and Sloan Fou dations.

The curriculum revolution has not, for the most part, questioned
the inclusion or exclusion of certain subjects from the academic course
of study in high school. For instance; scientists are not suggesting 1

that a year of geology replace biology. The present pattern of presentF
ins biology in the tenth grade and chemistry and physics in the 11th
and 12th grades has been accepted. What has been challenged and changed
is the content of the courses.

A common objective of all the projects is to stress the underlying
structure of the subject.(29) "The Chemical Bond Approach Project is lin
attempt to develop an introductory chemistry course which presents
modern chemistry to beginning students. The presentation is intended ;to
give students a preliminary understanding of what chemistry is about;
rather than simply an encyclopedic collection of chemical reactions'and
laboratory techniques, or a mere overview of diverse conclusions held
by chemists today. Such a course must be an organized 'one in which tie
pattern refloctsthe structure of the discipline itself. Since conceptual
schemes play a major role in the organization of chemistry today, the
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organisation of the course in chemistry ir best based on conceptual
schemes".(30) Knowledge in any field is so enormous that no one can
possibly master it all. Hopefully, the student who has mastered a few
central concepts can relate previous and new learning effectively.

To understand the nature of the scientific method, the student
must be actively involved in investigation. The laboratory work of all
the new science curricula attempts to replace the kind of cookbook
experimentation that characterized much of previous laboratory
experience. The idea is for the students to have the chance to "move
step by step, from acquiring the necessary skills and preliminary
acquaintance with the problem, toward the frontier of knowledge, where
they can explore together a bit of the unknown and learn by patience,
carefulness and persistence to the point of obstinacy, precision in
measurement and accuracy in observation. They can sometimes experience
the joy of discovery. They must learn to ask the right question - to
frame a testable hypothesis. They must learn to draw valid conclusions
from their data and to determine the significance of their findings.
They must learn that science frequently advances through the correction
of the errors and inadequacies of earlier science. And all of this
takes time ".(31)

Every significant reform has attempted to bring curriculum up to
date. For example, at the time Zacharias and his colleagues examined
physics texts being used by high school students, almost all used an
exclusively Newtonian frame of reference. while this is appropriate in
many instances, it failed to recognize the Einsteinian theories. PSSC
uses an Einsteinian frame of reference.

Concurrent with new approaches to curriculum content are expAr-
ations into new methods-of teaching. The student's exposure to a fairly
lengthy experimental laboratory experience was mentioned above. Rather
than presenting a subject as if it were an unambiguous, untentative
body of "secular theology ", there is an effort to make the student aware
that the answers scholars have are only approximations and are often
ambiguous. Rather than depending on the memorization of "facts", the
student is asked to seek (and not always find) answers through hie own
ellnrt6. He may be given several "particulars" first and asked to work
throogh to the "law" on his 6wIls

Tc, help foster the in uuctive awroach to instruction, the new
programmek! usually incluuc a wide range of integrated materials. These
include a toxtbook, series of films (PSSC has over 60), inexpensive
kits for students to construct such things as their own balances out
of soda straws; laboratory and teacher guides; battery of achievement
tests; comprehensive series of related paperback books. The materials
are all designed by the same people. Each part is designed to be used
with every other part to produce a unified learning experience.

The production of such sophisticated educational materials tends
to change the role of the teacher in the sense that. she is no longer
responsible (along with a textbook) for presenting the subject matter.
She will more often be guiding the student through the material,
presenting him with intriguing problems, enabling him to work through
to tentative solutions on his own.
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But the need for quality teachers remains. "Serious limitations
are imposed upon the student's ability to learn by the instructor's
ability to teach. If the student is to be brought to the frontiers of
knowledge the teacher must know the whereabouts of these frontiers. If
the student is to be encouraged to grope, the teacher must at least be
able to suggest which of his roads are likely to be blind alleys".(32)

Teachers need to be retrained to work effectively with the new
\ curricula. Some programmes sponsored by the National Science Foundation
have used summer institutes and in-service institutes,to reach teachers.
Some of the obstacles to teacher re-training will be discussed in the
section on Programmed Instruction. While the problem of reaching the
42,000 physics teachers in the United States is a challenge, what about
dihe problem of reaching 1,000,900 elementary school teachers?
o \
I ,

1
Four different means of evaluating the new curricula have been

;used: (1) observing whether students using the material appear to be
progressing successfully; (2) interviewing students and teachers using
he programme; (3) testing students, using achievement tests especially

designed for the new material; (4) comparative testing of students using
"new" and "old" programmes using both traditional and specially designed
new tests. The results from the comparative tests seem to be the same
from field to field. Students who have been taught by conventional
methods do well on conventional-material tests% but often do poorly in
tests on the revised material. Students in the new courses do as-well
as students in conventional courses when the tests do'not require the
recall of specific terOks or facts but demand Problem-sOlvinxabilities.
The sharp difference between the PSSC course and other physics courses
has been recognized by the College Entrance Examination Board which has
provided separate examinations in physics for PSSC and non-PSSC students.

One of the difficulties of determining just how successfully the
"new" curricula come over is that the course objectives are not always
clearly defined. "Unfortunately, course goals frequently have a rather
mystical quality. What does a student do when he'intuitively senses the
structure of ,a field or thinks, like a physicist?"(53)

Despite the popularity of the new maths, physics, biology,and other
curricula with many teachers, and students, innovators are less than
satisfied with the spread of curriculum changes so far. According to

In
Goodlad (1964) schools using the materials are for the most part in
upper-middle class co sties rather than rural school districts and
lower class urban area . A somewhat more optiMiatic picture is painted
by .Uri Haber-Schaim in vale March 1967 Physics Today: "The PSSC' course
in physics is used in its entirety by more than half the high school
students taking physics in the United States." But data released in
November 1966 through theNational Research Council stated the following:
"Bnrolments in public high school science by type of course 1964-65

Physics, total 526,200
Traditional physics 384,700
PSSC 99,900
Advanced physics 41,600

For the same time period, the Physical Science Study Committee claimed
"5,900 teachers and 200,000 students" usir- its course. Contributing
further to the confusion, Conant, in 211,Comprehensive High School on

..,,,...1
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the basis of the questions "Is physics offered? If so, is any type of
'new or advanced' physics available? (For example, PSSC) "concluded:

about half of all the schools responding have adopted the new
physics, about half the new chemistry, and over a half (64.9 per cent)
one of the new biology courses. Thus the evidence is conclusive that
those in charge of curriculum development in at least half theshhools
are alert to innovations and have adopted them". (Emphasis added,)

Shifting focus from the national scene as depicted by statistics
to the local scene as depicted by direct observation helps to clarify
the.source of confusion. It is illuminating to read comments on this
subjedt from a Harvard field study of the Watertown, Massachusetts
school system: "Grades 10 through 12 offer traditional courses in
biology, physical science, chemistry and physics. Although the newer
science texts are used in some courses, these new approaches are offered
in name only. Lack of space, equipment, and time forces the science
department to teach contentoriented courses rather than to use the
laboratory approach rebommended in all of the new curriculum materials".
(34)

The phenomenon observed la not merely local: " obserVations
will show that in the majority Of high schools, teachers of science
lecture 80 per cent of the class time, and that the laboratory time is
given over to 'doing experiments' vith equipment laid out in advance.
hence, the results are postulated in advance. Yet teachers and adminis
trators will assure the observer that the new curricula (PSSC, CHEMS,
BSCS, and the like) are being used and 'inquiry' is the mode of,
instruction. In the intermediate and junior high school years, the
lecture approach is the major mode, although not to the extent found
in the high schools. In the primary years (K-3), most 'learning by
doing', most 'inquiry' may occur. In the colleges, the lecture is
supreme".(35)

sa
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The New Educational Technolo y

1.Prograusedr-Instruction,. What are the ingredients of programmed instruc-
tion? The subject matter is composed into a sequential presentation
whiCh may be in the forM\of a book, tapes, strips of paper, or slides.
The programme is subdivided into a series of items called "frames".
A frame is a unit of the programme which requires a student to respond.
Material presented in the frames builds up cumulatively in very small
steps. The information required to respond to a frame is contained in
that frame, or in the preceding frames, or both. In the linear
programme an attempt is made to maximize the probability of the student's
responding correctly. Errors are considered undesirable.

Programmed Instruction (P.I.) whether by machine or book has as
its goal the continuous interaction between the "teacher" and the pupil.
Unlike the traditional classroom situation where each pupil is only
intermittently in communication with the teacher who can only occasion-
ally "reinforce his correct responses", P.I. sets up a situation where
there is continuous immediate reinforcement.

To some extent programmes reflect the learning-theory positions
of.the programmer. Two divergent approaches have been called by Hebb,
the "connectionist" and the "configurationist" theories. The basic
controversies between these two positions in psychology have never been
resolved:136)

The connectionist position is response centered.Learnirlg is
supposed to occur gradually as the probability of desired responses is
increased through repeated instances in which a reinforcement or reward
follows the occurrence of the response. Numerous student responses
punctuated by frequent reinforcement of the "correct" ones are necessary
if permanent lastruing is to be achieved. A fundamental postulate of the
connectionist position is that behaviour is learned only when it is
"emitted" and reinforced. From simple units of ,behaviour, complex
responses are assembled by reinforcement in a chain. The kind of-
response being strengthened and the kind of reinforcement used need
not be logically related. All that is necessary for learning to take
place is that the student be properly reinforced,when the desired
behaviour occurs - i.e. when he answers correctly.

The configurationist position focuses on the stimuli in the
learning situation rather than on the response. "Stimuli in the
organism's environment are perceived in an organized and structured
manner; which stimuli and in what organization are dependent upon the
characteristics of the stimuli themselves and on the previous experiences
of the learner ... Performance is not essential to learning; rather, it
is a product of learning in the sense that learning permits goal-directed,
problem-solving behavior to occur under the proper motivating conditions.
Learning itself occurs when perceived stimuli become related to each
other, either spatially, temporally, or conceptually in the form of a
symbolic representation ... To insUre that the desired learning will
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occur, the learner's attention must be directed at the relevant aspects
of his environment, and these must be arranged in such a way as to
facilitate the formation of new cognitive relationships. Insight and
ideation are important determiners of post-learning performance and
must therefore be promoted by the instructional process. Most configur-
ationist theorists believe that learning is cognitive and that the
outcome may or may not be reflected in later performance independently
of the success of learning. Thus, it is what to do, not doing, which
is learned and later applied when conditions are appropriate for
pefformance".(37)

The distinction between the connectionist and the configurationist
theories is reflected in the preparation of programmed materials. The
response - centered programmer, inspired by the connectionist position,
will provide many occasions for the desired response and the subsequent
reinforcement. In order that the learner may be frequently reinforced,
short frames are used with gradually increasing complexity and diffi-,
culty of response. Errors should be minimized.

A stimulus-centeretprogrammer,4.nfluenced by the configurationist
principles, is more concerned that the material to be learned is
organized and structured in a logical and familiar context, rather than
that the learner be given many opportunities to practice the right
answer. He is less likely to present the learner with material frag-
mented in short steps so that the main ideas are lost and the develop-
ment of creative insights difficult. This programmer does not feel that
wrong answers are unfortunate in that they contribute nothing to the
learner's mastery of the subject. Configurationists often employ
branching in their programmes - after a student makes an incorrect
response, he is directed to a remedial presentation which explains the
misunderstood material more fully. Stimulus-centered programmes try to
take account of individual differences in learners by employing several
different paths in the programme to achieve the same final mastery.
Certain frames can be omitted if the student already knows the material.
Special material can be included to remedy a student's deficiencies.

Thus response- centered and stimulus- centered programmes are likely
to differ in their approaches to response requirements, stimulus
content, error control, individual differences and programme organiz-
ation. At the risk of oversimplification, the response.centered pro-
gramme can be identified with the linear programme and the stimulus-
centeredprograimie with the branching programme.

In assessing the merits of the connectionist
i

and the configuration-
-ist theories of learning, it is helpful to keep n mind the following
comments by Jerome Bruner: "The psychology of learning has been only
tangentially concerned, until very recently, with the optimal means
of causing learning to occur. Very little of learning theory is given
over to the designing of optimum orders of encounter for the learning

of materials 'low can material of a certain kind be so presented
and so sequenced that it will be most readily and most transferably
learned? .... The results of such research would provide a basis for
a theory of instruction that is complementary to a theory of learning.
Not until we have developed a theory of instruction will we be able to

test propositions about the best way to teach something. Such a theory
is required to "prove" ideas about curriculum. dithout a theory of
instruction, we are likely to accept uncritically some particular
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description of learning as a prescription for optimal learning. A case
in point is the idea that, in programmed instruction, "small steps and
immediate reinforcement after each step" is the best practice. What is
a small step? How should one choose a path up which the small steps
lead? In short, what is the program of programmed Iearning?,The
evidence on optimum program sequences is virtually nil".(38)

The first large-scale field testing of programmed instruction in
secondary schools was carried out in the Roanoke, Virginia, schools in
1960. No advantage of programmed instruction over more conventional
teaching methods was shown. Lack of demonstrated superiority notwith-
standing, Roanoke decided to include.programmed materials in the
.regular curriculum for the following year. By 1962-63 programmes in
foreign languages and other subjects were in use. The Roanoke Super-
intendent concluded from his school system's experience with programmed
materials that Roanoke, learned "the hard way" by not involving teachers
far earlier in the adoption of new materials. He estimated that it took
four months of the first year for teachers to niel at all confident
about what they were doing. Thorough teacher orientation is essential.
He also feels that teachers, and if possible, Students, should take
part in P.I. only of their own volition.(39) /

Some conclusions that the school system of Denver, Colorado, has
drawn from experience with programmed instruction are: "The skill of
writing programs is'apparently a slow acquis!!tion, and the task of
testing and revising programs is slow drudgery. But the task of
selecting programs is also a slow one"..(Pund for the Advancement
of Education.(40)) To be certain of a programme, a school system should
test it on its own students to be sure it is suitable for a given group.
The school system should know as much as ppssible about the principles
of programmed instruction. The process of /selecting an appropriate
programme takes longer than choosing a new textbook.

Although it is not considered feasi le for a school system to make
all or even most of its own programmes, ommercial programmes are
criticized for ignoring the principles of good teaching: variety,
interesting writing, effective visuals, and a preliminary overview.
There is dence,of programmers' weak backgrounds in the subject
matter and blind faith in a stereotyped form of programming. Also
there is a lack of research evidence that the programmes can really
teach. There is; agreement that the teacher's learning the principles
of programming tends to improve teaching.

From the experience of using programmed materials in the Chicago
area, mostly withbdt machines, the following conclusions were drawn:

(a) Programmed materials (including appropriate tests) used by
themselves, are not likely to satisfy either teachers or
students.

(b) Programmed materials, used within a consistently "individual.
ized" method of teaching, would enable students to move at
their own rate; but there are formidable problems that will
have to be solved before an appropriate teaching method for
this objective can be described with any assurance.

)
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(c) Programmed materials, enriched and reinforced by many other
activities within the class - in other words, employed as
aids like workbooks or films - can be used successfully by
teachers.(41)

2. Instructional Television. To meet the challenge of rising pupil
enrolments and teacher shortages, many educators have looked for help
to instructional television. According to researchers Murphy and Gross
of the Academy for i.ducation Development Inc., "Whether measured by
the numbers of studqnts affected, or by the quality of the product, or
by the advancement of learning, television teaching is still in a rudi-
mentary stage of development. The medium can take credit for helping
understaffed schools to cope with ever increasing enrolments. But
television has not transformed education, nor has it significantly
improved the learning"of most students. In short, TV is still far from
fulfilling kts obvious promise. Television is in education all right,
but it is still not of education ....

"Television works as an educaticnal tool. There is no question of
its validity'as a medium of instruction. Students can learn from tele-
vision, as they can learn from teachers and texts, radio, recordings,
and films. But educators are still far from grasping the real nature
and potential of television.

"Indeed there is evidence that undue concentration on the medium
as such has limited television's usefulness. Television has usually
been introduced into schools and classes without changing anything
else, just as movies were used in the assembly programs of an earlier
day. Few educators have used the new technology to help bring about a
basic change in instruction, and there has been little relating of
television to other new media and technologies.

"As a matter of fact, the most conspicuous result of television
teaching has been an incidental byproduct: the medium has displayed
in public what had heretofore gone on behind too many closed classroom
doors - uninspired teaching. But the medium should not be blamed for
magnifying the basic flaws in instructional procedures. As it has been
used to date, television cannot upgrade the quality of American education;

it can only alleviate the problems created by having too few teachers,

too many students, and swelling curriculums".(42)

Instructional television (ITV) can be transmitted by a broadcast
station or through a closed circuit. The advantages of closed circuit
television can be observed from looking at the use of instructional
television in Hagerstown, Maryland. The Hagerstown system can send out

six lessons simultaneously over a coaxial cable linkihg 45 schools.
In this manner several classes may be presented simultaneously and it

is possible for a school to choose the programmes, most appropriate for
its students. The programmes are planned, produced and written by

teachers from the regular teaching staff. The television teaching has

been particularly helpful in meeting teacher shortages in the areas of

elementary arithmetic, science, art and music.

In contrast to Hagerstown whose continued use of instructional
television (since 1957) testifies to its successful adaptation for

classroom use an elaborate Midwest airborne broadcasting system has
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failed as a device for classroom instruction. "This national technical
system, contrary to original expectations, generally has not become a
device for classroom instruction, but rather a telecasting system
emphasizing popular culture, and aimed at the adult population. According
to reports published in 1963, only.10 per cent of this telecast effort
was directed toward classroom instruction. While the economic pressure
on education may force a continued expansion of educational classroom
telecasting, the results thus far indicate a failure of broadcast edU4
,rational television to gain widespread acceptance in depth in educational
institutions. Closed circuit television, much more successful as a
college and university medium, has met the same resistance. extensive
availability does not mean extensive utilization".(43)

The more extensive use of instructional television in Maryland than
in the Ohio Valley area is probably due to the fact that the teachers
in Maryland had more choice in programme selection and were using
programmes created bytheir fellow teachers.

"It is apparent that one factor conditioning the extent of use of
televised classroom instruction is the flexibility of this medium, i.e.
its adaptability in meeting varying classroom needs. Certain tendencies
in patterns of decision-making and authority with regard to the creation
and use of televised materials already are apparent and promise to
diminish this flexibility. The general direction has been toward greater
centralization and standardization. This trend is due not only to the
inherent technological characteristics of the medium, but also to the
manner in which television is being introduced into the schools. The
production of television content is expensive and, in order to reduce
per student costs, there is great pressure to produce for the widest
possible audience for each program. In addition, television is being
introduced from the top down by administrative decision, and is being
developed by organizations operating outside the school system. The fact
that these organizations are sponsored by tax-free foundations does not
alter their highly centralized decision-making approach ...

"As educational television becomes developed, the content of mass
education is determined increasingly by specialists who are concerned
with techniaues of mass dissemination of messages, rather than by
professionals who are concerned with educational content. The division
of labor and correspondingly of authority, shifts as new personnel
are brought into the educational institutions in order to develop these
media. One critic stated, or perhaps overstated, the case in the
following terms: to get the kind of program he wants, the teacher
must be prepared to struggle against men who call themselves experts".
(44)

Murphy and Gross report that "about 7,500,000 in the elementary
grades; a little over 2,000,000 in secondary school; and a little over
600,000 in colleges and universities; and 1,000,000 students of
undetermined grade level are using ITV. In relation to actual school
enrolment, the figures demonstrate that TV has made its educational
mark predominantly in the lower grades. The use of ITV in the secondary
school was not much higher proportionately than it was in higher
education".
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Murphy and Gross also report: "As to what was taught, how often,
and for how long, the NITL survey produced a number of interesting
findings. A large majority of all televised courses in the schools were
beamed at the elementary grades, most of them to grades four and six.
The closed-circuit systems surveyed placed much more emphasis on basic
instruction than did schools using broadcast television. Of the
programs distributed by ETV stations, about half could be classified
as supplementary to the local school curriculuM, about a third as basic
instruction, and a sixth as enr1c4ment.(45)

With respect to costs, a 1962 study by henry R. Cassirer concluded:
"Because of the wide variability in types of installation, it is
difficult to give a cost estimate of operating a closed circuit tele-
vision system. Few studies have been made and they are significant only
in relation to the specific purposes served and the-mature of the
installation".(46) The Committee for Economic Development gives a cost
estimate for a 100,000-student system model based on one hour of
instruction per student per day through television. Costs vary depending
on whether the programmes are locally produced as in Hagerstown,dissem-
inated:from a central broadcasting facility, or through the use of video
tapes.(47)

Video tapes can take advantage of the best of open broadcast and
closed circuit broadcasting. Particularly good open broadcast programmes
can be rented and used at the teacher's convenience. Other advantages
are: "Entire courses can be placed on tape and a teacher can be freed
to work individually with students. Lectures can be given one rather
than two to five times each semester. The machines can be used to
analyze pupils' work it any of the performing arts - music, theatre,'

4 and dance. The image and sound can be recorded and played back almost
instantaneously. A student of the violin might play a passage, then see
and hear that passage replayed for him immediately. In physical education,
immediate recording and playback makes possible correction and analysis.
In public speaking, debate, and in fact in all communication, a recorded
image can be made and played back for analysis and improvement. In the
field of education a tape can be replayed numerous times to discover
details concerning.learning and instruction that might be lost with
normal observational techniques".(48)

In addition to the expense of television for use in instruction
another factor to be considered is to what extent the regular-classroom
teacher will be able to "follow up" the television lesson with her class.
For instance, if lack of qualified language teachers prompts a school
system to substitute a television teacher for a live instructor, it
must be recognized that the television teacher alone cannot do an '

adequate job. Programmes in Philadelphia, Detroit and Los Angeles
addressed themselves directly to the child but at the same time encour-
aged the classroom teachers to learn along with their pupils. Evaluation
of the children's progress indicate that the effectiveness of the
programme depended upon follow-up, continual practice, active interest
and competence of the classroom teacher.(49)

Not only foreign language lessons need follow-up to be effective,
but also science, art, and music lessons. If the television teacher is
being used because the classroom teacher is not qualified-to teach the
subject, it is problematic how effective the necessary follow-through
can bet,r
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3. ;Computer- Assisted Instruction. A key question to be asked about any
kind of educational technology is the following: is its cost so high
that only large-scale adoption makes it economically feasible? If so,
does that Ake necessary or probable large producing organisations with
centralized control?

Organisations of national scale with centralized control in the
field of educational technology would decrease the flexibility of schools
in meeting individual needs. Schools would find that they had to gear
their'9wn activities to the schedules set by the controlling organisa-
tions and to their standardized items of interrelated "hardware" and
"softwa e".

As a example, Janowitz and Street contrast the foundations
experiment in airborne educational television in the 1950's with the

:paperback volution in schoolbooks. They have been quoted above on the
subject Vpf TV. On the paperback revolution, they have this to say:

... the ma's textbooks and other printed materials are in interesting
contrast to educational television because the result has been a I

contribution to individualization and use ofa problem-solving fo t...
the fundamental advantage of books is that they-are not programme even
though aome authors crudel' try, so that books as media can arou
different interests and enthusiasms in different children.... Access-
ibility to books has been found repeatedly to be a crucialrvariable in
the amount of reading; books now can be produced and distributed more
cheaply....from a, technological point of view, new printing proc sses
could make possible greater standardization of text book content.
Nevertheless, the degree of standardization has diminished... La ge
mass market paperback firms, which represented 57 per cent of all /
paperbound output in 1961, no longer produce the major percentage of
paperback titles... in 1962 they claimed only 26 per cent of the total
output. Thus, the impact of the new media...has thad the result of
producing new and varied titles..4these books supplied the basis for
the dramatic Upgrading of both college and high school humanities and
language courses...In 1962 paperbacks accounted for almost one-third
of the books on art, business, education, sociology, economics, language,
law, medicine, and philosophy...not only has decision-making over
production been relatively decentralized but decisions over use also
have been relatively decentralized. The teaching profession has been
able to maintain and even increase control over the choice of printed
materials, as they have not been able to do with television".(50)

Sihce Computer-Assisted Instruction (CAI) is extremely expergive,
even with economies, of scale taken into account, it is more .likely to
resemble the rigid pattern of instructional television than the flexible
pattern of the paperback textbook field. Only extremely large firms
aiming for a national mass market can afford to invest in the develop-
ment of CAI. The Committee for Economic Development calculates that to
provide one hour of CAI a day for every elementary and seconder& pupil
would at present cost $24 billion per annum, three-quarters of the total
capital and current expenditures for elementary and secondary education
in .1966-67. Without, clarifying a great many considerations related to
the kind of CAI contemplated, they conclude that computerized instruction
is economically unfeasible for the present.

43



Economic considerations aside, it is worthwhile to consider some
other aspects of the claims for CAI'. In considering the claim that
it contributes to "individualization", one must consider two very

'different meanings of that term. One meaning Dr. Anthony Oettinger
translates as "mass production to narrow specifications with rigid
quality control". Under this definition the student "goes exactly where
he is told to go" but at his own pace and with some variation in the
routes by which different levels are arrived at, the variation being ---

mainly in terms of different sorts of remedixtion depending on needs
(branching programmes). A quite different definition of "individual-
ization" has to do with the cultivation of individuality or creativity.
The.two are very nearly opposite, but in the literature the distinction
between them becomes blurred.

In almost all of the experimental work done, it is the first
definition which is implicit. One claim for CAI is that eventually it
will be possible to make available to "millions of students" a very
large number of programmes at any time they are wanted, assuming the
student has access to a console hooked in to a law shared-time
computer. However, there have been some computer Wulations of
situations where individualized instruction is implemented for a limited
curriculum with a limited number of students and the simulations show
that complete individualization very quickly runs up against the problem
of excessive demands on scarce resources. When this happens, it becomes
necessary to reinstitute som' kind of group scheduling. That is, certain
programmes are available to certain students only at certain times - or
else the problem of programme availability gets out of control.

A study by the Systems Development Corporation included the
simulation of an individualized ninth grade algebra course:

"The simulation was based on data that represented actual students
in the operating school. The passage of the students through the course,
receiving instruction individually and in small groups, being tested,
getting help from the teacher and being referred to the counsellor, was
simulated entirely on the machine. The results led to the conclusion
that the school's procedure for grouping students was both inefficient
and impractical. It appeared inefficient because of the time a student
had to spend waiting for a group to form, and impractical because as
students* spread out over time the number of groups increased and the
size of each group decreased. Demand for instructors soon exceeded
their available time and students were spending too much time in non-
productive waiting. These conclusions were subsequently verified in the
school being simulated..."(51)

Here, I rely heavily on Professor Anthony G. Oettinger, of the
Harvard/IBM program on Technology and Society. I quote from his
"The Myths of Educational Technology", Saturday Review, May 18,
1968, 76-77; and with his kind permission, from his witty and
illuminating book Run. Computer. Run, written with the assistance
of Sema Marks..Harvard Studies on Technology and,Jociety, Cambridge,
Mass., Harvard University Press, 1969.

4 .4111
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"The Brentwood system, as it currently stands, can store only a
limited segment of the mathematics and reading programs at one time.
Hence a new pupil cannot enter a group which has been working on the
reading program for a year and begin from the beginning - that part
of the course would have been removed to provide for later lessons. Of
course, a past lesson can be re-introduced for this student if the

-47
operator has been notified advance. Given the current conditions of
computer operating systems such jugglings are not necessarily trivial.
'In the future, scaling to Suppes' 'millions of school children' will
lead to the familiar difficulties.

"Similarly, if the achievement spread of students using the read-
ing program at any one time were too great, it would very likely be
impossible for anyone to use the arithmetic sequence".(52)

In general we know from several studies that ac ievement spread
increases with age. Suppes has found "that when stud nts are Given the
opportunity to progress at will 'the rate at which t e brightest
children advance may be five to ten times faster than that of the
slowest children'. Although he began with a group of tudents 'very
homogeneous in initial measures of ability' IQ range ifmm 122 to 167,

i7dWith a mean of 137.5) after a year and a half the sprelad was 'almost
two years%(53) It is no wonder, then, that in one observed case of
individualization the spread of individual variability became so
inconvenient for the limited teacning staff that teachers began
"limiting the output of the fastest students".(54)

In view of these findings the projected 'completely "individualized
programs of instruction" for some h' school complexes of 5,000
students are unrealistic - especial. ince the,student body is intended
to be heterogeneous both socially ant. Ability-wise. The most such a
high school is likely to do is substitute a more complex tracking system
for the simple three-and-four-track systems now in use.

Another serious problem of individualization is monitoring stuaent
progress. It will be recalled that this was an unsolved problem during
the first year at Old Bethpage. It is often claimed that the computer
will relieve the teacher of the need to monitor the student's progress,
just as various technological devices will take over the teacher's
function of presenting materials. Monitoring by computer or by a
programme is only possible if the precise skills to be mastered and
levels'of mastery to be tested can be programmed in.

... the IPI (Individually Prescribed Instruction) effort in
mathematics is 'a K-6 math curriculum with 800 criterion points% ...
e.g. og :gggei C-Numeration: 1. dead, write numerals 1-200. sequence
from ar.y starting point ... Place Value: 1. Identifies place value of
the units, 10's, 1G0's to 200. Indicates 'greater than' less than'.
addition ...3. of 2 or 3 numbers, no carrying. (,N :i5 ABOUT CAI,
Hay, 1967, Enteler, Inc.)

"Th., value of whatever success the Pittsburg (IPI) project may
eventually no'-licve thus clearly depends on the value one attaches to
the'behaviorally defined objectives for each sub-area in the subjects
involved, ' in short, to the '8U criterion points'. This criterion of
sys%els performance is crucial and shoulu never be lost from Light
among the technicalities ... In fact, so lolv as it is policy to strive
toward uniform goals, allowinr, individual variations only in style,

4 aril
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speed or level of achievement, the success of individualization in the
narrow sense described (above) .. seems more likely to reinforce the
stamping out of idiosyncrasy in the school than to encourage individual
variation in goals".(55)

Another problem with computers and similar educational machines
is their incapacity to stand up under the kind of use children give them.
.A user reporting on students' work with a computer in a statistics course
mentioned that the computer was very often in a non-functioning state -
which was just as well, he said, since it gave an added touch of realism
to the course. Lany high school language laboratories have had to hedge
the use of equipment with highly regimented rules. One such set of rules
quoted by Oettinger warns "No one is an individual in the language
laboratory": This sort of thing arises from experience with students
unwiring headsets; unscrewing screws; destroying tapes, etc. One wonders
what a school system which tells teachers to keep textbooks out of
pupils' reach except when they are actually in use for a lesson would
feel about the prospect of expensive, delicate machinery in the hands
of these same children. Such problems would be trivial except that they
occur so universally and with such regularity. Teachers, who are often
made responsible for keeping. equipment in good condition, do so by
stashing it in the closet.

A final point that Oettinger emphasizes should be mentioned. It
is often saiu that educational technology will help solve the teacher
s'"ortage by making education capital-intensive rather than labour-intensive
(though this is generally not said to audiences of educators). "There is
merely no evidence for this," he states. P.I. requires highly skilled
constructors of procraines, less skilled machine programmers, engineers,
maintenance men, repair men, etc. educational television requires the
whole panoply of occupations connected with television: directors,
producers, cameramen, prop men, sound men, lighting experts, film
editors, etc. Very many of these, occupations are nigher paid than
teaching, and in some of them, for instance computer programming, the
shortage of manpower is serious. The difference in pay scales makes it
unlikely that all these technicians would be "the servants of the
teacher" as advertised. And if teachers themselves acquire any of these
skills - such as programming - they may leave the classroom for greener
valleys.
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III. THE PROCESS OF INNOVATION /7

The process of educational innovation, a topic related to the
sociological theory of complex organisations, has been the object of

:ih

very little study, most of it recent. Researc ers generally agree that
the stimulus for educational innovation usu ly comes from outside
educational institutions, rarely from with. Why should this be so?
Gittell and Hollander whose study of Six Urban'School Districts
emphasizes the failure of the city school' systems to change in response
to a radical change in the composition of their clientele, attribute the
failure to several faOtors. They emphasize that these systems are too
large and overcentra4iized. The concentration of decision-making p9wer
among a small cadre of career officials and the fact that this cadm
must make all the fia.in decisions far such a huge system, makes the
policy-making proCess glacially slow. In addition, they point out that
most of the policy-making cadre in each system tend to be recruited
from within it;!that is, the/ are career bureaucrats who haste made their
way up to the ybp within that same system and have accumulated a large
number of personal allegiances along the way. Their integration into a
network of personal obligations makes it very difficult for, them to
innovate, since innove ion would usually disturb groups and, persons to
whom they owe loyalty. School superintendents from outside are.more
innovative than superintendents chosen from within the system - but
this is so only if they are provided with the means for recruiting an
adequate staff loyal to themselves; if they are dependent on the staff
work of long-time insiders, their efforts to innovate can be easily
subverted.

These findings leave unanswered the question of why it is that
recruitment of teachers and administrators is so inbred. Part of the
answer for a city like New York is the fact that at some past time its
own standards for teacher qualification were higher than those of the
state. New York City teachers must pass a city examination in addition
to meeting the state qualifications. It is doubtful that the city
examinations still function in the way that they once did. Their main
consequence today seems to be that those "in the know" with respect to
the character of the examination - and these tend to be the graduates
of a relatively small number of training institutions in and around the
city - are the most likely to pass it, while able people from other
parts of the country are eliminated by it.

Another reson there has been little innovation from within city
school systems .is that .there has been no surplus of resources for
innovation. The budget is almost completely accounted for each year by
routine commitments, mainly to salaries, supplies, and plant maintenance
and expansion, often at a less than adequate level. A school system which
must house pupils in old, unsafe buildings, wnich can barely supply them
with the minimum necessities in terms of textbooks, paper, and chalk,
which has a severe shortage of teachers not to speak of specialists
like testers ana remedial reading staff - can hardly be expected,to
innovate. Even if an innovation promises to save money eventually, the
process of instituting it is likely to be expensive.
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Galbraith has written about the general tendency of the United
States to affluence in the private sector and underspending in the
public sector.(56) Before World War II, education was not regarded as
an especially central institution. That has changed. Education is now
seen as quite central to private interests in "upward mobility" and as
a consequence there is more public willingness to invest in it. Howevel,
education still lacks lobbyists where it needs them - often in state
legislatures. The concern in the 1910's and 1920's to divorce schools
from the political party "spoils system" has led to a ritualistic
avoidance of politics by educators which has become unreal and uncon-
structive. It has amounted in many cases to ceding influence to schodl
boards made up of representatives of the business community whose chief
concern is to keep down local taxation. It has meant that educators
hesitate to bring pressure on state legislatures to allocate more money
to education. In big cities, it is often the mayor who must be the main.
spokesman of the city's interests before the governor and state
legislature; but a school system completely independent of mayoral
control is not likely to find a strong spokesman in him.

Another reason often mentioned for the lack of innovativeness in
school systems is the nature of their organisational structure. Although
most professionals these days, including those in the old free professions,
work within complex organisations, professional personnel function in
special ways in those contexts. Although there is constant tension between
the demands of professionalism and the organisational requirements of
bureaucracies, doctors in hospitals, scientists in industrial research
organisations and professors in large Universities are able to maintain an
autonomy in their work which is based on their expertise. They are able
to participate in a system of sanctions dispensed by their peers, and
to maintain a democratic collegiality in team work rather than a hier-
archical command based on official status. students of organisation
agree that where authority is based on expertise rather than on hier-
archical position - that is, where the type of structure arising from
professionalism exists within the organisation, the organisation is
more likely to be innovative than if it were bureaucratic. However,
school systems typically have the bureaucratic type of structure rather
than the professiohal, and this seems to extend to colleges of education.

A case study o itself, by the Center for the Study of Educational
Administration at Or gon - one of the U.S.O.E. Research and Development
centers - found thkt here was a drop cleavage in the patterns of
communication and b ha our at the Center between the staff members who
came from the field of ed4cation and those who came from the behavioural
sciences. In general the people engaged in basic research were the
behavioural scientists and those working in development and dissemination
were educationists. The author divided the personnel, according to their
patterns of communication, into Organisation Men and Research Men. He
found several differences between them. (1) The Organisation Men
regarded the Center as an end in itself; they felt it a duty to know
everyone's name and rank. They used the Center's library, attended its
seminars ana read its internal memoranda with care. The Research Men
regarded the Center as an instrument for getting research done. They
were not especially concerned about knowing everyone's name and they
were far less concerned with rank than the Organisation Men. They used
the university library in preference to the Center library and they did
not attend Center seminars so frequently nor read internal memoranda
with such care. (2) Although the graduate assistants to the Researchers

..5
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tended to be young students while the graduate assistants to the
Organisation D.en were often men of mature years and many years'
experience in educational administration, the Researchers treated their
assistants more nearly as colleagues - asking their advice, for instance,
whereas the Organisation Men treated their assistants as inferiors and
never asked their advice. The assistants thus found the experience
traumatic. Organisation ken spontaneously identified themselves
and others in terms of their rank. Research Men spontaneously identified
themselves and others in terms of "what they were working on". There
was little communication across the boundary between education and the
behavioural sciences; thus, functionally speaking, the Center was not
very "interdisciplinary".(57)

This study is cited here to indicate that education is a quasi-
professional field. Schools of graduate education apparently socialise
their students for the behaviour appropriate to the bureaucratic systems
in which they will function. The teacher, as a quasi-professional, is
in a position filled with contradictions. On the one hand she leans
heavily on supports and materials which in effect encroach heavily on
her autonomy: curriculum guides, textbooks, "advice" from principals
and supervisors. The effort to devise curricula and materials which
will be "teacher-proof" is evidence of the view held by the authors of
these curriculum materials that teachers are not to be trusted with,
professional judgements. Much in the teachers' own behaviour resembles
that of the bureaucratic employee more than that of the professional.
Teachers feel little obligation to keep up with any literature or to
seek out new and better ways of performing their functions. Rather
than searching for new practices they often feel that there is an
admission of inadequacy in imitating the practices of another teacher.
New teachers coming into the schools from colleges of education are
criticized by the older, established teachers for any fresh new practices
they try to introduce. Introducing new practices is regarded as
"showing-off" and tate-busting".

At the same time that the teacher does not, in many ways, behave
as a professional - nor is she permitted to do so by the system -
teachers think of themselves as professionals and use professionals as

their reference group. Consequently they resist innovations introduced
from outside as an encroachment of their "professional autonomy". Non-
participation in decisions affecting them is deeply resented, especially
if those decisions are made by "outsiders" rather than by their
recognised superiors within the school system. The notion that"non-
educators" can make competent decisions about schooling seems especially
to fly in_the face of claims that education is a profession. Thus
teachers, principals an superintendents do not relish the control over
educational decisions which is intermittently exercised by lay boards
of education. This is bad enough when the lay boards consist of citizens
whose own education equals, or surpasses, that of the educators. When
there is a threat that decisions concerning their competence and
concerning matters like curriculum, will be made by boards of laymen less
educated than they, and of lower social status than their own, the
situation so flagrantly denies any professional expertise to the educators
as to become, from their point of view, intolerable. It is the fact that
education has a weak knowledge base which makes threats of this kind
from the laity possible.
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Another cause often Cited for the lack of innovations in school
systems is the fact that they are monopolies. Since they face no
competition, they need nOtbe concerned with improvement of their
services. In point of fagt, the public schools-are in competition with
private and parochial schoOls, and they have lost to those schools many
of their most academically table pupils. Still', the law guarantees them
a clientele, however unwilling. A number of critics have proposed that
competition between schools for this clientele should be introduced in
some form. One proposal is that parents be given a state tuition allot-
ment instead of being provided directly with educational service.
Competing schools could then be organised and parents might freely
patronise whichever'they wished. Levin (58) has criticized this proposal
on the obvious ground that it would lead to a still more unequal .
distribution of resources among schools than now exists. Better off
families could add to their public allotment and pay for superior
teachers and facilities, while those who were economically weakest would
have to be content with what their public allowment could buy. The
present form of public provision is at least somewhat redistributive.
Levin and Sizer (59) propose to maintain this redistributive character
of the situation by giving a public allotment only, to the low-income
segments of the population on a principle something like that of the
negative income tax. Other proposals simply suggest that there be a
variety of types of public school organisation: schools run by the
federal government (as on Indian reservations); by the states; by local
communities; by private agencies under contract to the state; and so on.
The idea is to introduce competitive diversity and thus encourage
experimentation.(60)

A final reason why school 'systems are not innovative, especially
in comparison to industry, is the well-known fact that the material
parts of any culture are the most easily changed, while the core values
change most slowly and with most difficulty. Schools are not merely
instructional and classifying agencies. They socialise; that is, they
train children in the core values of the society, supplementing the
work of the family and church. Furthermore, the instructional aspects
of schooling and the socialisation aspects, while analytically separable,
are not separable in action. Every instructional process is also a
process of socialisation. If instruction involves authoritative present-
ation of subject-matter by a teacher and its passive absorption by the
pupil, it is at the same time a process of socialisation to authori-
tarian relationships with adults. If, on the other hand, a "discovery
method" of instruction is used and pupils are encouraged to arrive at
principles from their own observations and inferences, with limited
guidance from the teacher, this is at the same time a process of
socialisation to personal and intellectual autonomy. A very different
kind of socialisation is going on if a teacher cannot admit he does not
know something, because to do so would undermine his control over his
students, and if admitting he does not know things and joining with his
students in "finding out" is a routine occurrence.

'very conceivable innovation has some consequences over and above
its instructional ones. OometiMes these are minor; but they may be very
important and, if given no thought in advance, may arouse unanticipated

An experiment with "tuition vouchers" will begin in the United
States in the autumn of 1970

4.7
...
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resistance. To take just a passing glance at an example, if the non-
graded school really dispenses with the rough correspondence between
level of expected accomplishment and age, which now pertains, the
consequences could have many ramifications. Age not only has correlates
in physical maturation; age-grading is-a major basis of social structure.
Iach phase of the life cycle has its appropriate privileges, obligations
and prestige. For children, age is an extremely important basis for
awarding prerogatives and demanding increasing responsibility in return.
Children in school feel extreme shame at being classed with those very
much younger than themselves. The importance of being a "fourth grader"
is great enough to motivate sincere striving toward the expected
behaviour - as opposed to "third grade" behaviour. What would happen to
these powerful levers of social control if age and levels of academic
achievement were to become completely unhinged?

Not only is there resistance to innovation in school systems -
there is also the phenomenon of over-diffusion. Because of their limited
resources, schools are vulnerable to contingent handouts. If "innovation"
is the price of getting federal money, they, will seek frantically for
something to do which can be labelled innovation. If the word from
Washington is "community participation", there will be something called
by that name and resembling it sufficiently to get the money. If huge
sums are made available to test the feasibility of computer-assisted
instruction, some school systems will contract to test its feasibility -
often to gain political credit for being "innovative". It would be
better all round if federal aid to education and the subsidization of

ovation were kept separate and called by their right names.
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\\\ IV. THE NEED FOR EDUCATIONAL RESEARCH AND RESEARCHERS

This section relies heavily on two papers by Sam Sieber (61)(62)
who, together with Paul Lazarsfeld(63) has written the best recent
surveys and analyses of the organisation of educational research in the
United States.

The infusion of federal funds which has sparked so much other
educational activity since the mid-fifties has also given rise to new
organisations devoted in part to educational research. Many of them
devote a large part of their activity to develOpment without accompany-
ing research, however, and a good part of what is called "research"
would not be labelled either basic or\applied research in any of the
natural or behavioural sciences. By this is. meant, for example, that
"evaluation research" in the field of education traditionally refers to
the observation of a project or a school system by an expert consultant
who then writes an informed, qualitative assessment. Such evaluations
are extremely useful, but they do not coincide with what is understood
in the behavioural sciences as "evaluation research". Much more that is
labelled "research" in some organisations is social book-keeping: the
collection of basic statistics concerning enrolments, staff sizes,
school retention rates, costs, teacher/pupil ratios and so on. Again
it is conventional in the field of education to label such important
and necessary book-keeping activities as "research" but this differs
from the conventional use of the term in the liberal arts and sciences.

There are four major kinds of organisations engaged in educational
research (leaving aside the R and D activities of private industry
related to educational technology). First, there are university-based
research units. In 1964 Sieber and Lazarsfeld found 70 of these based
in graduate schools of education (of which there were then 110), a
quarter of them having been founded since 1960. Only about a third of
these units were exclusiVely concerned with research; two-thirds gave
more than half their budgets to research, while the remainder gave more
than half to services. "Typically, personnel associated with these units
prepare unsolicited proposals for submission to foundations, the uni-
versity or the federal government, the latter being the major source of
research support in the country. Overall the areas that are most
commonly researched are: tests and measurements, methods of instruction,
educational administration, reading, and psychology of learning". Most
of the staff are faculty members devoting part-time to research, and
graduate research assistants. About a quarter of the professional
personnel have been recruited from behavioural science departments
outside the school of education.

Another type of university-based research organisation working in
the field of education is that found in behavioural science departments,
especially sociology, psychology and social psychology, which devote
part of their programmes to educational research. The Bureau of Applied
Social Research at Columbia University, attached to the Department of
Sociology, is an example. B.A.S.R., founded by Paul F. Lazarsfeld, is

"19
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famous for its contributions to the American tradition of empirical
sociological research. In rec nt years at Bd.S.R. there have been many
projects in the sociology of e ucation. While only a portion of the
Bureau's large programme is related to education, all of what it does
is basic or applied research in 'he "hard-nosed" behavioural science
tradition.

Another university-based grou are the ten Research and Development
(R and D) Centers, supported mainly .y federal funds under E.S.S.A.
The funds for each center average abo t $1 million annually. Each one
focusses on a special educational pro em such as cognitive learning,
teacher education, individualisation o' instruction, higher education,
or educational administration. The cente s are supposed to invent new
edubational practices as a result of on -:sing research, test them in
the field, and disseminate them. Only a p tion of their activities is
devoted to research. Development and disse nation are a'major part'of
their mandate.

Still another group of organisations wit federal support on about
the same scale (but with other sources of supp rt as well) are the
inter-university consortiums which make up the egional Educational
Laboratories. There are twenty of these. They ar committed to trans-
lating educational research findings into practic in local schools
within a designated region.

The second type of unit is research organisations based in State
Departments of Education. Most of the activity in these units constitute
research services, such as consultation on proposals for federal funds
being prepared by local school systems, summaries of research on various
topics, screening of proposals from outsiders who want access to the
schools, and routine statistical services. Another major part of the
activity is the state's educational book-keeping. In a few states
another activity is evaluation, usually not based on systematic,
empirical research but on the evaluative impressions of experts.

A third type of unit is based in local school systems. When these
are in big cities, the research unit may be larger than that of the
state department of education. Most of the work is of the same nature.

Fourth are private, independent research organisations. Among these
are the well-known testing organisations, like the Educational Testing
Service, ofganisations sponsored by professional associations like the
Office of Research of.the American Council on Education, and research
done by scholarship agencies such as the liational Merit Scholarship
Corporation. The testing organisations include a heavy representation
of non-education personnel, largely recruited from psychology and
statistics. .

In a 1967 interview, a. Louis Bright, then head of research at
U.S.O.e,., said that the regional laboratories funded by U.S.O.E. were
doing "practically no research. There is no fundamental research", and
that the R and D Centers were spending 30 per cent to 40 per cent of
their time on basic research and the rest on applied research.(64)
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Education is not the only or first field to suffer from the
federal government's short-sighted emphasis on funding "applied" as
opposed to basic research. It has also been federal policy in the health
fields to a greater extent than scientists like. The exhortations to
the field of education to emulate industry's policy of investment in
R and D are misplaced. Industrial R and D has the whole wealth of basic
natural science theory to draw on, while education has no similar wealth
of either natural or social science theory as an underpinning for
"development" studies. That is why so much that passes for "development"
and 'innovation" is mere fashion. There is too much emphasis, not only
on development, but on dissemination where there is nothing well-tested
and worthwhile to disseminate.

No doubt part of the reason for the present situation is that
educational research, traditionally, has been so unproductive that it
is no longer looked to for results. "Consensus on the failure of edu-
cational research to improve school practices is so widespread that the
point needs no substantiation here. For example, in a recent survey 90
per cent of the deans of education in the nation denied that we already
know so much about the teaching-learning process that the main problem
is dissemination of knowledge".(65)

The Sieber and Lazarsfeld study provides both an explanation 'for
this lack of productivity and a warning that a radical change is needed
in the current occupational structure of the educational research field -
a change which U.S.O.E. policies have thus far not promoted.

The problems of educational research have stemmed from the histor-
ical isolation of education faculti:s from the liberal arts and sciences
even when they were on the same campuses: from chronic shortages of
personnel, from pressures by schools for services, which have drained
the schools of education of energies and resources which should have
gone into research, and from the relatively poor quality of graduate
students in education.

"The founders of educati nal research were not trained in profess-
ional education for the simple reason that graduate schools of education
did not exist when these men received their training. But when schools
of education wers created, the founding fathers quite naturally moved
into these new institutions. Their students had less background in non-
educational fields, and the students of these students were even more
provincial, and so the cycle of in-breeding and provincialisation
continued. later generations therefore became increasingly isolated from
the main streams of scholarship in the academic departments of the
universities.

"One terrible consequence of this isolation has been a neglect of
theoretical frameworks for the guidance of research...many educational
researchers are content to collect random facts. about schools, to spend
their professional careers evaluating trivial educational inventions,
or to compare program A with program B in a single school ...
Another dismal consequence of this isolation... has been preoccupation
with usycholo,gical researoh"on education, particularly the'test and
measurement' approach to ssessment ... all of the eminent men who
launched the field of edu tional research forty to fifty years ago were
themselves psychologists . . the other social sciences were academically
immature in those days... but the in-breeding ... prevented the faculty
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from keeping abreast of developments in political science, sociology,
history, and economics over the past forty years A survey was
carried out in 1964 among all the authors of research articles on
education that appeared in some forty journals. Only 4 per cent of the
authors were social scientists other than psychologists. And among the
projects supported by the Co-operative Research Program of the
U.S.O.E. from 1956 to 1963, only 10 per cent were conducted by social
scientists other than psychologists. What this means is that dozens of
r66eaearch topics are awaiting the attention of behavioral scientists".
()

Sieber goes on to point out that schools of education have been
less successful than other professional disciplines in insulating
themselves from demands for routine service work by schools. "It should
not be the obligation of any institution of higher learning to give
routine help to schools, anymore than it should be the responsibility of
a medical school to take care of patients,... or of a department of
sociology to conduct the census, unless these activities are conducted
solely for training purposes.

"In short, a resurgence of interest in developmental and dissemin-
ative activities which is not linked to new and improved research ...
(will mean) a myriad of educational fads whose sole value will be
political ... this is precisely the direction in which the academic
community is being pushed even farther by recent U.S.O.E. outlays for
development and dissemination combined with holding the line on research
funds".(67)

The conglomeration of non-research and quasi-research roles in
education, produced by accidents of history is accepted today as the
demand structure dictating the future supply of educational research
manpower. It is difficult to develop educational researchers within
schools of education because more Immediately pressing practical demands
divert them. Only 5 per cent of those who enter graduate schools of
education complete degrees. This is connected with the fact that graduate
work is usually postponed until after some practical experience in
teaching has been obtained, and most of it is entered into to get
"credits" toward advancement and higher salaries for which degrees are
not always required..Professors of education are loaded down with
teaching and supervisory responsibilities so that their research, if
any, is necessarily spasmodic and fragmentary. "... out of all persons
conducting research oriented toward the concerns of professional
education, only 3 per cent are full-time researchers. Half devote less
than 21 per cent of tneir time to research". And finally, schools of
education as shown by various- measures of the qualifications of students
entering them, have attracted the less able graduate students in the
university.

"The implications for policy are four: (1) More researchers from
the behavioral sciences need to be recruited and trained for work on-
education, and particularly for work that strives for theoretical
cogency and breadth ... almost ail of the Research Training programs
supported by the U.S.O.E. are located in schools of_education. In other
words, the traditional structures are still training the next generation
of researchers In the meantime the R and D Centers and Regional
Laboratories will have to continue recruiting from schools of education,
despite their already desperate search for non-education-trained Teople.

-;":2.1
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"If we wait much longer, people with educational backgrounds will gain
positions of authority these new structures, and the in-breeding
educationists will simply be transferred from the old to the new
institutions at public expense.

"(2) The current hysteria for 'development' and 'dissemination'
should not'be permitted to drain off the available manpower for
research.

"Although systematic research is by no means the only avenue to
good educational ideas, a larger pool of researchers is needed to
evaluate even those brilliant ideas that are not derived from research
the Research and Development Centers should not be rushed into the
production of teaching materials, but should be permitted to demonstrate
the value of sustained inquiry. And finally, a-balance between research
and development funds should be carefully preserved in the programs
of the U.S.O.E. (As a result of recent congressional appropriations
this balance has been badly upset, with fart greater %eight being allotted
to action programs in schools; and the greatest casualty of all was
the Research Training Program, which was actually cut back after only
one year of operation.)

"(3) research talent needs to be identified and encouraged at
an early stage so that students will go on.for the doctorate-without
interruption, and then continue into research jobs; and the best
researchers need to be released from traditional teaching obligations
so that they can conduct 'special research training programs- and
superlarf students' research.

is
'1..41) The relatively poor quality of graduate students in education

means that sufficient funds have to be offered to attract the better
students in other departments particularly in view of the competition
with other fellowship programs in the behavioral sciences; and that
standards for entrance to advanced degree programs in education need
to.be raised":(68)
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V. INNOVATION: SOUND AND FURY?

Much of United States education is improving rapidly, but the

(;.

educational aspirat'ons of nearly every group in the population are
rising faster stil

2 .
Many of the troubles our schools face have their

roots in larger social problems, but they are played out on campuses
because that is where such a large portion of the society conducts its
daily affairs.

The best of our elementary and secondary schools are the finest
the nation has ever had. The same is true of our best colleges and
universities. Some central city school systems have declined from
earlier peaks of excellence, but even in decline they are better than
the legallirsegregated Negro schools of the old South which, for much
of their clientele, they historically replace. To be .onvinced of this,
one need only look at the national comparison of school facilities
available to Negroes and whites as set forth in the Coleman report and
then at the comparison of Negro and white Southern segregated school
facilities in the report of President Truman's Civil Rights Committee,
15::o 9wtTIleelL9Atihtsla).

So long as the bulk of American Negroes made their living from
Southern agriculture= the gross inferiority of their segregated schools
was barely perceived as a problem by whites. Today the destructive
effects of that long history of inadequate schooling must be made good.
Until it is, blacks cannot join the mainstream of American society. The
task of educational innovation lies in extending more nearly equal
educational opportunity to disadvantaged minorities, lagging regions,
low-income groups and crisis-ridden cities. Innovation without the
political will and a large investment of resources will be useless;
but innovation is needed.

Have the innovations described in this monograph much to offer?
It is hard to say because most of them have neither developed out of
basic research nor received competent evaluation.

There are several strands of basic research which hold promise
for salving the central problems. One of these suggests that a key
organisational strategy for upgrading disadvantaged pupils is social
class desegregation. - Research studies have repeatedly found that
youngsters from educistionally weak homes benefit by attending school
with classmates who have well-educated parents. Racial desegregation
appears to be beneficial not because of anything to do with race but
because it puts disadvantaged black pupils into contact with education-
ally advantaged whites. It would be equally beneficial for them to go
to school with black youngsters wholad well-educated parents.

Unfortunately, the separation of the social classes into cities
:versus suburbs is probably increasing'the social class segregation of
American schools. The sharp residential segregation of the social
classes is disastrous, and not Only for schooling. A few suburbs in

ult
59.



the greater Boston area which have incorporated small numbers of black
students into their schools through bussing are now promoting low income
housing within their boundaries. Housing policies which promote hetero
geneous neighbourhoods are vital for education:

Another body of important basic research is the study of learning
in early childhood. Psychologists are making new discoveries about
learning in infancy. The more they learn, the earlier the middle class
child's advantages seem to begin. Recent research is beginning to
specify what those very early advantages are. The more precisely this
is known, the more obvious it will become what kinds of "compLnsation"
will work best for children who are presently deprived of the founda
tions for effective academic learning.

A third line of basic research potentially of practical importance
is the sociological study of complex organisations. Everyone senses
that bureaucratic structure, functional for some kinds of industrial
and governmental administration, is dysfunctional for teaching and
learning. Sociologists of education are beginning to specify why this
is the case: how the teacher's role becomes replete with strain; how
the selection functions of the school interfere with education; how the
bureaucratic -*ructure of the school system inhibits innovation. They
are also stud,, he organisational conditions under which teams of
scientists anu : professionals are most productive. This research
has obvious relevance for educational innovation.

It is because the innovations now popular are not grounded in any
wz,11tnsted theory that they present so unpromising a picture. Head
start, for instance, seems to be ineffectual academically. This is due
not only to the fact that the programme is too brief and diffuse but
also to the fact that we do not yet have a fully adequate theory of
early childhood learning. Similarly, to recall Bruner's formulation,
there exists no theory of instruction, which might provide a programme
for programmed instruction. Or again, while it is obvious that non
grading, team te.hing, and flexible scheduling portend a radical change
in schools as organisations, there appear to be few attempts to look at
the consequences for learning of these innovations viewed as changes in
the context of social relationships in which learning occurs.

Evaluation research of a high quality is also much needed. Title I
and Title III of E.6.E.A. require grantees to evaluate their own
projects. Not surprisingly, this has resulted in a flood of favourable
reports which, however, are contradicted by such objective evaluation
as we have. The disinterested evaluation researcher is nearly always
an unhappy man caught in a political crossfire of vested interests
which attack his motives and his methods,. As a result, researchers tend
to stay clear of this kind of work. The difficulty lies in the structure
of educational R and D which permits groups to develop heavy stakes in
the apparent success of largescale innovations that were never
adequately tested on a pilot basis. Evaluation research has also been
unduly narrow testing only whether certain outcomes were achieved
but leaving unexplored the question of what elements in a complex
innovation are causally linked with outccmes.(69)

r-
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In the long run, no particular innovation is as important as the
institutionalization of innovativeness. The question is how to do it.
Part of the answer is more resources. Another part is a greater
professionalization of education. However, education can become fully
professional only if it is based on a genuine expertise which in turn
rests on a solid body of educational theory. Innovativenes) can be
institutionalized only if basic and applied research of high quality
are institutionalized. As Sieber and Lazarsfeld have pointed out,
appropriately trained manpower in sufficient numbers does not exist,
nor are schools of education presently suited to produce it. Ways must
be found to attract researchers in the natural and behavioural sciences
to educqtional problems and to support their training and their work.
This manpower problem needs serious attention.
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it is established that the lines were..drawn for the purpose. and had the
effect, of segregating children among public schools on the basis of
race, color, sex, or national origin. .

(20 U.S.C. 1715) Enacted August 21, 1974, P.L. 93-380, sec. 216, 88 Stat. 518.

VOLUNTARY ADOPTION OP REMEDIES

SEC. 217. Nothing in this part prohibits an educational agency from,
proposing, adopting, requii ing, or implementing any plan of deseo:i,2-
gation, otherw ise lawful, that is at Nariance with the standards set tvit
in this part noi' shall au} court, deliartment, or agency of the United
Statez; be prohibited fi 0111 approving implementation of a plan which
goes beyond what can be required under this part. if such plan is
-voluntinil °posed' by the appropriate educational agency.

(20 U.S.C. 1716) Enacted August 21, 1974, P.L. 93-380, sec. 217, 88 Stat. 518.

REOPENING PROCEEDINGS

Six. 218. A parent or guardian of a child, or parents or guardians
of children similarly situated, transported to a public school in accord-
ance with it court order, or an educational agency subject to a court
order or t. desegregation plan tinder title VI of the Civil Rights Act
of 1964 in effect on the date of the enactment of this part and intended
to cud segregation of students on the basis of race, color, or national
origin. may seek to reopen or intervene in the further implementation
of such collet order, currently in effect, if the time or distance of
travel is so great as to risk the health of the student or significantly
impinge on his or her educational process.
(20 U.S.C. 1717) Enacted August 21. 1974. P.L. 93-380, sec. 218, 88 Stat. 518.

LIMITATION ON ORDERS

line. 219. Any court order requiring, directly or indirectly, the
transportation of students for the purpose of remedying a denial of
the 001ml protection of the laws may. to the extent of such transpor-
tation, be terminated if the court finds the defendant educational
agency has satisfied the requirements of the fifth or fourteenth amend-
ments to the Constitution, whibsner is applicable, and will continue
to be in compliance with the requirements thereof. The court of
'nitial jurisdiction shall state in its order the basis for any decision
o terminate an order pursuant to this section, and the termination

of any order pursuant to this section shall e stayed pending a final
appeal or, 111 the, event no appeal is taken, in 1 the time for any such
appeal Dati expired. No additional order re' 0 wring such educational
agency to transport students for such purpose shall be entered unlew
such agency is found not to have satisfied the requirements of'the fifth
or fourteenth amendments to the Constitution, whicho er is applicable.

(20 U.S.C. 1718) Enacted August 21, 1974, P.L. 03-280, sec. 210, 88 Stat. 548.
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'Subpart :3Definitions

Ssc, 221. For the purposes of this part
(a) The -term "educational agency" means a local educational

agency or a "State educational agency" as delMed by section 801 (k)
of the Elementary and Secondafy Education Act of 1965.

(b) The term "local educational ageney' ;means a local educational
agency as defined by section 801(f) of the Ta ',1einentar.jc and Secondary
Education Act of 1965.

(c) The term "segregation" metals the o ration of a school system
in which students are ,holly or substantm ly separated among the
schools of an, educational agency on the base. of race, color, sex, or
national origin or within a school on the basis of ace, color, or national
origin

(d) The term "desegregation" means desegregation as defined by
section 401(b) of the Civil Rights Acts of 1964.

(e). An educational agency shall be deemed to transport a student
if any part of the cost of such student's transportation, is paid by such
agency.

(20 U.S.C. 1720) Enacted August 21,1974, P.L. 94-380, see. 221, 88 Stat. 518, 519.

Subpart 6Miscellaneous Provisions

REPEALER

SEC. 222. Section 709(a) (3) of the Emergency School Aid Act is
hereby repealed.

. SEPARABILITY OF PROVISIONS

SEc. 223. If any provision of this part Q r of any amendment made
by this part, or the application of any suclOprovision to any person or
circumstance, is held invalid, the leulaindei of the previsions of this
part mid the, amendments made 1?2,, this part and the application of
such provision to other persons or .circumstances shall not be affected
thereby:

(20 U.S.C. 1721) Enacted August 21, 1974, P.L. 93-380, sec. 223, 88 Stat. 519.

PART 13OI it PROVISIONS RELATING TO THE ASSIGNMENT AND
ANSPORTATION OF STUDENTS

rnottinmox AonuoT ASSIGNMENT OR TRA1CSPCRTATION OF STUDENTS

TO OVERCOME RACIAL IMBALANCE

SEc. 251. No provision of this Act shall be construed to require the
assignment or transportation of students or teachers in order to over--
come racial imbalance.

(20 U.S.C. 1751) Enacted August 21, 1074, P.L. 93-380, sec. 251, 88 Stat. 519.
(Sec. 252 is an amendment to sec. 420 of the General Education Provisions A

20 U.S.C. 1228).
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PROVISION RELATING TO COURT APPEALS

SEC. 253. Notwithstanding any other law or provision of law, in the
case of any order on the part of any United States district court which
requires the transfer or transportation ofjtny student or students from
ally school attendance area prescribed 'by competent State or local
authority for the, purposes of achieving a balance among students with
respect to race, se'k religion, or socioeconomic status, the effectiveness
of such order shall be postponed until all appeals in connection with
such order have-been exhausted or, in the event no appeals are taken,
until the time for such appeals has expired. This section shall expire
at midnight on June-30, 1978.

(20 U.S.C.
0
1752) Enacted August 21, 1974, P.L. 93-380, sec. 253, 88 Stat. 519, 520..

PROVISION REQUIRING THAT RULES OF EVIDENCE UNIFORM'

SEC. 254. The rules of evidence required to prove that State or local
authorities are practicing racial discrimination in assigning students
to public schools shall be uniform throughout the United States.

(20 U.S.C. 1753) Enacted August 21, 1974, P.L. 93-380, sec. 254, 88 Stat. 520.

APPLICATION OF PROVISO OF SECTION 407 ( a, OF THE CIVIL "RIGHTS ACT
OF 1364 TO THE ENTIRE UN-um STATES

SSC. 255. The proviso of section 407(a) of the Civil Rights Act of
19Q4 providing in substance that no court or official of the United
Shrtes shall be empowered to issue any order seeking to achieve,a
racialbalance in. any school by requiring the transportation of pupils
or students froth one school to another or one school district to another
in order to achieve such racial, balance, or therwise enlarge the exist-
ing power of the court to insure compliance with constitutional stand-
ards shall apply to all public school pupils and to every public school
systeni,o)ublic sThool and public school board, asAlefined by title IV,
under all circumstances and conditions and at all times in every State,
district, territory, Commonwealth. or possession of the United States,
regardless of whether the residence of such public school pupils or
the principal offices ofsuch public school system; public school or pub-
lic school board is situated in the northern, eastern, westein, or south-
ern part of the United States:

(20 U.S.C. 1754) Enacted August 21, 1974, P.L. 93-380, sec. 255, 88 Stat.' 520.

ADDITIONAL FRIO. 'TY 'OF imams

Six. 256. Notwithstanding any other provision of law -after June
30. 1974 no court of the United` States shall order the implementation
of any plan toremedy a finding of de Ere segregation which involves
the tinsportation of students, unless the ceut first finds that all al-

\ ternative remedies are inadequate.
/ (20 U.S.C. 1755) Enacted August 21, 1974, P.L. 93-380, sec. 250, 88 Stat. 520.
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REMEDI ES W IT If RESPECT TO scl DX% DISTRICT LINES

SEC. 257. I11 the formulation of remedies under this title the lines
drawn by a State sulalk iding its territory into separate school dis-
tricts, shall not be ignored or altered except where it is established-

. that the lines were trrawn. or maintained or (-_.-sed for the purpose,
and had the effect of segregating children anirfchg public schools on
the basis of race, color, sex, or national origin, or where it is established
that, as it result of discriminatory actions within the school districts,
the lines have had. the effect of segwgating children among public
schools on the basis of race, color, sex, or national origin.

=

(20 U.S.C. 1756) Enacted August 21, 1974. P.L. 98-380, see. 257, 88 Stat. 520.

PROIlturnoN or FORCED nuSi No Dein No Scii601, I-14R

SEc. 258. (a) The Congress finds.that
(1) the forced transportation of elementary and secondary

school students in implementation of the constiptional require
uncut for the desegregation ot'snch schools is controversial and
difficult under the best planning and administration; and

(2) the forced transportation of elementary and Secondary
school students after the commencement of an academic school
year is educationally unsound. and administratively inefficient.

(b) Notwithstanding any other provisions of law, no order of a
court, department, ortwency of the United States, requiring the trans-
portation of any student incident to the transfer of that student from
one elementary or secondary school to another such school in a local

4 educational agency pursuant to a plan requiring such transportation
for the racial desegregation of any school in that agency, shall be
effective until the beginning of an academic school year.

(c) For the purpose of this section, the term "aeademihocfl year"
means, pursuant to regulations iiromulgated by the Commissioner,
the customary beginning of classes for the school year at an elementary
or secondary school of a local educational agency for a school year
that occurs not more often than once in any twelve-month period.

(' The provisions of this section apply to any order which was
not implemented at the beginning- of the 1974-1975 academic year.

(20 1757) Enacted Animal 21, 1974, 1).4..93-380. see. 258, 88 Stat. 520, 521.

III ASI 'NADIA. M L FOR 013 LIMPING VOLUNT.111 \PL.\ N roll DESEGREGATING
Seitoor,s

Sm. 259. Notwithstanding any other kW or provision of law, no
court or Aker of the United States shall ent% as a remedy for it
denial of equal t:ducational opportunity 01 a dental of equal protection
of the laws. ant order iim enforcement of a plan of desegregation or
modification of a. court-approved prim, until such time as the local
educational agenc3 to be affected by such order has been provided
notice of the det the 1 iolat ion and gi1 en a reasonable opportunity
to develop a loluntat3 remedial plan. Such time shall permit the
local educational agent 3 stall( lent oppot t antic 3 for communt?3 partici-
pation in the development-of a remedial plan.

(20 U.S.C. 1758) Enacted August 21, 1971, P.L. 93-380, see. 259, 88 Shat. 521.
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PART II-ELEMENTARY AND SECONDARY 'PROGRAMS

Elementary and Secondary Education' Act of 1965

TITLE I-FINANCIAL ASSISTANCE TO LOCAL EDUCA-
TIONAL AGENCIES FOR THE EDUCATION OF CHIL-
DJIEN OF LOW-INCOME FAMILIES

DECLARATION OF POLICY..

SEC. 101, In recognition of the special educational needs of children
of low-income families and the impact that concentrations of low-
income families have on the, ability of local educational agencies
to support adequate educational programs, the Congress hereby
declares it. to be the policy of the United States to provide financial
assistance (as set forth in the following parts of this title) to local
educational agencies serving areas with concentrations of children
from low-income families to expand and improve their educational
programs by yam ions means (including preschool programs) Whick
contribute particularly to meeting the special educational needs of
educationally deprived children.

(20 U.S.C. 241a) Enacted April 11, 1965, P.L. 89110, Title I, sec. 2, 74) Stat. 27;
redesignated and amended January 2, 1908, F.L. 90-247, Title I, secs. 108(a) (2),
110, 81 StatO, 780, 787; amended April 13, 1970, P.L. 91-230, sec. 113(b) (2),
84 Stat. 126.

DURA'VION OF ASSISTANCE

SEC. 102. During the period jbeginning July 1, 1973, and ending
June 30, 1978, thoC,ammissioner shall, in accordance with the provi-
sions of this title, make ,utyments to State educational agencies for
grants made pn the basis of entitlements created under this title.

(20 U.S.C. 2411)) Eiiacted April 11, 1965, P.L. 89-10 Title T, sec. 2, 70 Stat. 27;.
amended Nov. 3, 1966, P.L. 89-750, Title I, sec. 101, 80 Stat. 1191; redesignated
_and amended Jan.'2, 1908, P.L, 90-217, Title I, secs. 108(a) (2), 110, Title III,
sec. 301(a), 81 Stat. 786, 787, 813; amended April 13, 1970, P.L. 91-230, secs.
101(a), 113 (b) (3), 84 Stat. 121, 126; 'amended August 21, 1974, P.L. 93 -380,
sec. 101 ( ) (1 );-38 Stat. 488.

PART A-BASIC GRANTS 1

Subpart 1- Grants to Local Educational Agencies

GRANTS-AMOUNT AND ELIGIBILITY

SEC. 103. (a) (1) There is authorized to be appropriated for each
fiscal year for the purpose, of this paragraph 1 per centum of the
amount appropriated for such year for payments to States under
section 143(a) (other than payments tinder such section to jurisdic-
tions exchlded from the term "State" by this subsection, and "payments
pursuant to section 121), and there shall be authorized to be appro-

Sec. 101(a) (10) of P.L. 934380 provides as follows:
"(10) There Is authorized to be appropriated for each fiscal year a turn not to exceed

$15,700.000 to be allocated at the discretion of the Commissioner to assist those local
.; education agencies whose total allocation under part A of title I of the Elementary

.Secondary Education Act of 1905 is 90 per centum or lest than such allocation un
.such part A during the preceding fiscal year.-
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printed -such additional stuns as will asstive at least the same level of
funding under this title as in fiscal year 1973 for Guam, American
Samoa, the Virginia Islands, the Trust Territory of the Pacific Islands,
and to the Secretavy of the Late fin. payments pursuant to para.-
graphs (1) and (2) of subsection (d). The amount appropriated pur-
suant to this paragra shall be allotted by the Commissioner (A)
among Guam. American Samoa, the Virgin Islands, and the Trust
Territory of the Pacific 18 'Ids according to their respective need for\Ick(\
grants under this part, and IQ to the Secretary of the Interior in the
amount necessary (i) to make mments pursuant to paragraph (1)
of 8pbsection (d), and (ii) to make payments pursuant to paragraph
(2) of subsection (a). The grant which te*ical educational agency in
Guam, American Samoa, the Virgin Islands, and the Trust Territory
of the Pacific Islands is eligible

Virgin
receive shall be determined pur-

suant to such criteria as the Commissioner tido mines will best carry
out the purposes of this title.

(2) In any case in which the Commissioner determines that satis-
factory data for that purpose are available, the grant which a local
educational agency in a Stitte shall ba eligible to receis e under this sub-
part for a fiscal year shall (except as provided in Ktragraph (3)) be
detehoipettirs multiply ing the number of children counted under sub-
section ke) b).- 10 per eentam of the amount determined imder the net
sentence. The amount determined under this sentence shall be the,
average per pupil expenditure in the State except that (A) if thd
average per pupil expenditure in the State is less than 80 per centtun
of tile average per pupil expenditure in the United States, such amount
shall be 80 per centuni of the average per pupil expenditure in the
United States, or (B) if the average per pupil expenditure in the State
is more than 120 per (wpm of the average pet' pupil expenditur6 in
the United States, such amount shall be 4.20 per centum of the average
per pupil expenditure in then United States. In any case in which . ,
data are not avv.ilable, vabject to paragraph (3), the sap or any
local educational agency in a State shall be determinedoil the basis of
the aggrwa tClintonnt of such grants fur all such agencies in the county
or. counties in which the school district of the iartictdar agent is
located, which aggregate amount shall be equal to the aggregate
amount determined under the two preceding sentences for such county
of counties, and shall be allocated among thostsBcfencits upon such
equitable basis as may be determined by the State e7lucational'agency
in aceordmee with basic exit twin prescribed by the Commissioner.

(3) (A) Upon determinat ion by the State educational agency that
a local educational agency in the State is unable or ntsilling to pro-
s ide for the special educational needs of children described in clause
(C) of paragraph (1) of subsection (c), who are living in institutions
for neglected yr delinquent. children, the State educational agency .
shall, if it assume, responsibility for-the special educational needs of
such local educational agency which is attributable to such neglected
or delinquent children, but if the State educational agency does not
assume such responsibility, any other,St ate or local public agency, as
deter mined by tegulations established:1,v the Commissioner, which
does assume sin It responsibility shall be eligible to receive such portion
of the allocation. i ,
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(B) In the case of local educational agencies which serve in whale
or in part the same geographical area, and in the,case of a localeduca-
tional agency which provides free public education for a substantial
number of ehildren .who reside in the school district of another local
educational agency, the State educational agency may allocate the
amount of the grants for those agencies among them in-such manner as
it determines will best carry out the purposes of this title.

(C) The grant which Puerto Rico shall be eligible to receive under
this subpart for a fiscal year shall be the amount arrived at by multi-
plying, the number of children counted under subsection (c) by 40 per'
centan- of (1) the average per pupil expenditure in Puerto Rico or
(ii) in the case where such, average per pupil expenditure is more
than 120 per centum of the average,,per pupil expepditure in the
Unittkl States, 120 per centum of the average per pupil expenditure in
the United States.

(4) For pArposes of this subsection, the term "State" does not
include Guam, American Samoa,,the Virgin Island and the Trust
Territory of the Pacific Islands.

(h) A local educational agency shall be eligible for a basic grant
'for a fiscal year undcr this part only if it meets the following require-
ments with respect to the number of children counted under subsec-
tion (c)

(1) In any..case (except as provided in paragraph (3) in Which
the dommissioner determines that satisfactory data for the
purpose of this subsection,as tp the nunibtr of'such children are
available on a school district basis, the number of such children
in'the school district of such local educational agency shall be at
least ten. . .

(2) In any other case, except as provided in paragraph (3),
the number of such children in the county which includes such
local educationalAgency's school district shall be at least ten. ,

(3) In any case in which a county includesA part of the school
district of the local educational agency concerned and the Com-
missioner has not determined that satisfactory data for the pur-
pose of this subsection are available on a school district basis for
all the local edUcational agencies kr all the counties into which
the school district of the local educational agency concerned
extends, the eligibility requirement with respect to the number
of such children for such local educational agency shall be deter-
mined in accordance with regulations prescribed by the Com-

' missioner for the purposes Of this subsection. tzt

(c) (1) The number of children to be counted for purposes of this
section is the aggregate of (A) the number of children aged Jive to
seventeen, inclusive, Li the schbol district. of the local educational
agency from families below the poverty level.as determined under
paragraph (2) (A), *(B) two thirds off, the Amber of children aged
five to seventeen, inclusive, in the school district of such agency from
families above the poverty level as determined under, paragraph (2)
(B), and (C) the number of ch;ldren aged five to seventeen, inclusive,
in the school district of such agcncy living in institutions for neglected
or'delinquent children (otlief tutu such institutions operated by the
United States) but not counted p 'rsuant to section 123 for the pur-
poses of a grant to a State agency, ok '-eing supported in foster homes
with public furir,.

8 .
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(2) (A) For the pin poses of this section. the Commissioner shall
determine the number of children aged tine to seleffleen, iticlut;11e.
from families bdow the pm erty leg el on tie basis of the most I,!cent
satisfactory data available from the Deinat Inca of Commerce for
local educational agencies (m, if such data are clot al ailable for such
agencies, for counties): and in deteiminiw, tie families wide,' are
below til`C poverty level, the Commissiont a hhall utiliic_the ca iftria of
poverty used by the Bureau of.t6 Census in compiling the 1970
decennial. census..

(B) For purposes of this section, the 'Seta eta ry of IIealtii, Ednea-
tion. and Welfare sh -,Imine the number of children aged fit e, to
seventeenl,mclusave, families ;dime the poverty level on the basis
jrthe number of such ehildval from .families in!, an annual
income. in ,excesg of the talieut at of poverty, from pa:, meats
tinder the program of aid to fasmilies Vtith di!pendent cltildten under
a State plan approved under tith3 I\ of the Social Security Act and
in. making such determinations the Secret:ill shall utilize (lie ,;ritei ia
of poert,: used by the Bureau of the Census tin compiling the 197t,
decennial census for a nolifarm family of four in such fin m as t host

'crania have been updated by increases in the Consumer Price IndeN
The .Secretary shall determine the liumbei of such ellildren and the
number of child r n of such ages lip nig in hist .ons for neglected or
delimit-tent children, or being supportA in fostin homes w ith public
fnUs-ls, on the basis of the caseload data fin the month of January of
the preceding fiscal year (using: in the case uf children desci ilmatin the
p.f.eceding sentence. the criteria of pm ci t ) and the foi m of such c' itei is
required by such sentence uhich were determined for.the sec and cal-
endar years preceding such month of January) or, to t etent that
such data 111.! not ailable to him before _dpi it 1 of the calendar year
in which the Secretirv's determination- is made, then on the basis of
the most recent reliahle data available to him at the time of such
determination.

When requested by the Commissioner, the Secretary of Com-
ther shall make a special estimate of the numbei of children of such
ages tvlio are front families below Hue poverty level (as determined,
under paragraph (A) of this subsection) in each county or school
district, and the Commissioner is audioa ized to (either in ad* ance
w- by way .of reimbursewent) the Secret aly of Commince the cost of

!making dais special estimate. The Si ietar) of CiumillielVe Shan give
consideiction to an) rwiest_ of the chief executiNe of 'ii State for the
colliktion of additional census ipfol maim!. no purposes of this sec
tibn1 the Secretar) shall considei aftchildren uho ale in col led ional
institutions to-be lk ing in institutions fol delinquent children.

(d) (1) From the amount allotted for pa)ments to the Secretary
o1 the Interior under, clause. (B) (i) in. the second sentence of sub-. section (a) (1), the Secirettiry of the Tnterior shall make pa) meats to
local tabrat hula I agencies, upuu such terms as the Conimissicuier deter

, mines will ,best carry out the purposes of this title, N% ith respect to
out-of-Stalt Tmliaza Aildren in the elemental) and secondary schools
of such pgke.ii.s wider special contracts \shit the De.pai tment of the
Tnterior. Thcc account of such pa) tinnit nun not em vet!. for each such

10 per cent tun of (A) 'the average per pupil expenditure in the

C
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State in which the egeney is located or (B) 120 per (*aunt of such
expenditure in the United States, whichever it the greater.

(.2) The amount allotted for payments to the Secretary of the
Interior under clause (B) (ii) in the second of subsecfion (a)
(1) fo any fiscal year shall be, as determined pursuant to criteria,
establishedby the Commissioner. the amount necessary- to meet .the
special educational needs cif educationally depth ed Indian Itildren
on reserrat ions serviced b, ilementary and secondary schools operated
for Indian cllildren by the Department of the Inteaidr. Such pay-
ments shall V made pursuant to an agreement between the Commis-
sioner and the Secretary containing such assurances and terms as the
Commissl_ner determines will best achieve the purposes of this title.
Such agreement shall contain (A) an assurance that payments made
pursuant* to this subparagraph 'twill be used solely for programs and
projects approved by the Secretary of the Interior which meet the
applicable requirements of section 141(a) and that the Department of
the Interior will comply in all other respects with the requirements
of this title, and (13) provision for carrying out the applicable pro-
visions of sections 141 (a) and 142 (a) (3).

(20 1' 8.C. 2 -lie) Enacted Aliril 11. 1905, P.L.. 89-10, Title see. 2, 79 Stat.
28: amended July 1905. P.L. 89-77, sec. 3, 7.9 Stitt. 2.13; amended Nov. 1,
1965. P.L 89.313, sec. ti(a), 79 Stat. 1161; amended Sq. 3, 1906, P.L. 89-750,
Title I, secs. 102, 103(a), 104 108. 113(b), 117, SO Stat. 1191-1198; redesignated
and amended Jan 2. 1968, P.L. 00-247, Title I. secs. 101. 103(n), 104, 105, 107,
108(a), 81 Stat. 783 -787; amended Oct. 16, 1968. P.L. 90-576, Title 111, sec. 307,
82 still 1097 ; amended April 13, 1970. P:L. 91-230. secs. 101(b), 103. 104. 105, 106,
107, 113. 84 Stat. 121-124, 126; amended and subsectital`103(8)11) (C) added
June 23. 1972, P.L. 92-318, see. 411(9 1, 86 Stat. 338 amended august 21, 1974,
EL 93-380. sec. 101. 88 Stat. 488. 491.

Subpart 2-State Operated Programs

PROGRAMS FOR HANDICAPPED CHILDREN

SEC. 121. (a) A State agency which is directly responsible for pro-
vidincr free pubic education for handicapped chile 1 (including
mentally retarded, hard of hearing. deaf, speech in -eel, visually
handicapped, seriously emotionally disturbed, crippled, other health
impaired children %%-ho by reason thereof require special education),
shall be eligible to receive a grant under this section for any fiscal year.

(b) Except as pro% ided in sections 124 and 125, the grant which
an agency (other than the agency for Puerto Rico) shall be eligible
to receive haler this section shall be an amount equal to 40 per centum
of the average per pupil expenditure in the State (or (1) in the case
where the average per pupil expenditure in the State is less than 80
per mutual of the average per pupil expenditure in the United States,
of 80 per centum of the average per pupil expenditur u the United

Nora. -Sec. 813(d) of P.I.. 93-380 provides as follows:
"(11) Notwithstanding any provision of part A of title I of the Elementary and

Secondary Education Act of1995, the amouat which the Commonwealth of Puerto Ricois eligible to receive tinder lubpert 1 of such part A or under sections 121, 122, or 123
for the fiscal year eliding Juhe 30, 1978, shall not exceed 50 per centum of the full amount
the C011111101Mealth of Puerto RICO mould receive (after required rat,,ble redactions) undersuch subpart or section but for this subsection. and for the fiscal years ending June 30,1970, June 30. 1977, and June 30, 1978, such amount shall not exceed 75 per centum of thefull amount the Commonwealth of Puerto Rico would reeehe (after required ratablereductions) under such subpart or section but for tills subsection."
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States, or (2) in the case where the average per pupil expenditure in
the State is more than 120 per eentum of the average pupil eipendi-
fure in the United States. of 120 per centum of the average per pllpml
expenditure in the United States). multiplied by the number of such
children in av,;rage, daily attendance. as determined by the Commis-
sioner. at. schools for handicapped children operated or supported by
the State agency, including schools providing special education for
handicapped children under contract or other arrangement with such
State agency. in the most recent fiscal year for which satisffictory data
are available. The grant %%hie!' Puerto Rico shrill be eligible to receive
under this section shall be the amount arrived at by multiplying the
number of children in Puerto Rico counted ft.; provided in the preced-
ing sentence by 40 per cent um of (1) the average per pupil expenditure
in Puerto Rico or (2) in the case where such average per pupil ex-
penditure is more than 120 per cent tun of the average per pupil ex-
penditure in the United States. 120 per centum of the average' per
pupil expenditure in the 'United States.

(c) A State agency shall use the payments made under this section
only for programs and projects (inclutr the acquisition of equip-
ment. and, where necessary, the construct of school facilities) which
are designed to meet the special educational needs of such children,
and the State agency shall provide assurances to the commissioner
that each such child in average daily attendance counted under sub-
section (b) will lie provided with such a program, commensurate.
with his special needs, (1111::Sr any fiscal year for which such payments

-are made.
(d) In the case where such a child leaves an educational program

for handicapped children operated or supporfedly the State agency
in order to participate in such a program operated or supported by a
local edneational agency. such child shall be counted under subsection
(b) if (1) he continues to receive an appropriately designed educa-
tional program and (2) dm State agency transfers to the local educa-
tional agency in whose program such child' participates an amoe;,,
equal to the sums received by such State agency under this ser(io7.
which are, attributable to such child. to be used

agency
the I irpty,es set

forth in subsection (c).
(20 U.S.C. 241c-2) Ennetekl'August 21. 1974: P.L. 93-380. sec. 101, 88 Stat.

491. 492.
PROGRAMS FOR MIGRAI'ORY CIIILDRE1,7

$EC. 122. (a) (1) A State educational agency or a combination of
such agencies. upon application. shall lx' entitled to receive arrant for
any fiscal year under this section to establish or improve. either di-
rectly or through local educational ap.ela ies, propTams of education for
migratory children of migratory- agricultural workers or of migratory
fishermen. The Commissioner may approve finch an application only
upon lfis determination

(A) that payments will be used for programs and projects
(inchnling the a, fplisition of equipment and where necessary the
construction of school facilities) which are designed to meet the
special educational needs of migratory child, en of inigratorv, ag-
ricultural workers or of migratory fishermen. and to coordinate
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these programs and projects, with similar programs and projects
in other States, including the transmittal of pertinent informa,
tion with respect to school records of such children ;

(B) that in planning and carrying out programs and projects
Jere has been and w ill be appropriate coordination with .programs

administered under part 13 of title III of the Economic Oppor-
tunity Act of 1964;

(C) that such programs and projects will be administered and
carried out in a manner consistent with the basic objectives of
clauses (1) (B) and (3)' through (12) of section 141(a) ; and

(D) that, ins planning and carrying out programs and projects,
there been adequate assurance that provision will be made for
the preschool educational needs of migratory children of migra-
tory agricultural workers or of migratory fishermen, whenever
such agency determines that compliance with this clause will not
detract from the operation of programs and projects described in
clause (A) of this paragraph after considering the funds available
for this purpo8e.

The Commissioner shrill not finally disalprove an application of a
State educational agency under this paragraph except after reasonable
notice and opportunity for a hearing to the State educational agency.

(2) If the Commissioner determines that a State is unable or un-
willing to conduct educational programs for migratory children of
migratory agricultural workers or of migratory fishermen, or that it
would result in more efficient and economic administration, or that it
would add substantially to the w elfare or educational attainment of
such children, he may make special arrangements with other public or
nonprofit private agencies to carry out the purposes of this section in
One or more States, and for this purpose he may use all or part of the
total of grants available for any such State under this section.

(3) For purposes of this section, with the concurrence of his parents,
a migratory child of a migratory, agricultural worker or of a migra-
tory -fisherman shall be deemed to continue to be such a child for a
period, not in excess of five years, during which he resides in the area
served by the agency- carrying on a progratn or project under this sub-
section. Such children who are presently migrant, as determined pur-
suant to regulations of the Commissioner, shall be given priority in
this considepation of programs and actin ities contained in applications
submitted under this subsection.

(b) Except as provided in sections 124 and 125, the total grants
which shall be made available for use in any State (other than Puerto
Rico) for this section shall be an amount equal to 40 per centmn of
the average per pupil expenditure in tl' State (or (1) in the case
where the average per pupil expenditure in the State is less than 80
per centmn of the average per pupil expenditure in the United States,
of 80 per cent= of the average per pupil expenditure in the United
States, or (2) in the case where the average per pupil expenditure in
the State is more than 120 per centum of the average per pupil expendi-
ture in the 7.nited States, of 120 per cent= of the average per pupil
expenditure in the United States) multiplied by (1) the estimated
number of such migratory children aged lice to sel enteen, inclusive.
who reside in the State full time, and (2) the full-time equivalent of
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the estimated numb of such migratory children aged five to seventeen,
inclusive, .tvlio reside iii the State part time, as determined by the
Commissioner in accordance with regulations, except that if, in the case
of any State, such amount exceeds the amount required under sub-
section (a), the commissioner shall allocate such excess, to the extent
necessary, to other States whose total of grants undo this sentence
would otherw ise be insufficient for all such children to be served in such
other States. The total grant wliic shall be made available for use in
Puerto Rico shall be arrived at nmItiplNing the number of children
in Puerto Rico counted as provided in the preceding sentence by 4cl
per centu of (1) the average per pupil expenditure in Puerto Rico
or (2) in the case where such average per pupil expenditure is more
than 120 per mutual of the average per pupil expenditure in the
'United States, 120 per centnn of the average per pupil expenditure in
the United States. l determining the number of migrant children for
the purposes of this section the Commissioner shall use statistics made
a ailable by the migrant student record transfer system or such other
system as he may determine most accurately and fully reflects the
-actual number of migrant students.

(29 I'.8.C. 241c-2) Enacted August 21, 1974, P.L. 93-380, sec. 101, 88 Stat.
492,494.

PROGRAMS FOR NEGLECTED OR DELINQUENT CHILDREN

Si.,. C 13. (a) A State agency Iyhic is directly responsible for pro-
% iding flee public education for children in institut ions for nettietted
oi &lint:Dent children or in adult correctional institutions shall be
entitled to revere a grant under this section for any fiscal year (but
only if grants revered under this section are used only for children
in such institutions).

(b) Except as provided in sections 124 and 125, the grant which
such, an agency (other than the agency foe Puerto Rico) shall be eli-
,rible to mei% e shall be an amount equal to 40 per centu of the aver-,
age per pupil (..xpendit tire in the State (or (1) in the case where the
average per pupil expenditure in the State is less than 80 per centum
cif the average per pupil expeolliture in the United States, of 80 per
eentum of the average per pupil expenditure in time 'United StattN, or
(2) in the case w hem the erage per pupil expenditure in the State is
more than 120 per (Tuthill of the average per pupil expenditure in the
United States, of 120 per eentu of the average per pupil expenditure
in the United'States) multiplied by the number of such children in
average daily attendance, as determined by the Commissioner, at
sv:,00ls for such children operated or supported by that agency, includ-
ing schools proNidipg education for such children under contract or
ot lux arrangement with such.ageney, the t recent fiscal year for
which satisfactory data are available. Thu at which Puerto Rico
shall be eligible to receive under this su a shall be the amount.
arrived at, by multiplying the number of ,ildren in Puerto Rico
counted es pro% ideal in the preceding sentence by 40 per centum of
(1) the al em age per pupil expenditure in Puerto Rico or (2) in the
case Where sue% erage per pupil expenditure is more than 120 per
centun of the avertwe per pupil expenditure in the United States,
120 per eel.tun of time average per pupil expenditure in the United
States.
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(c) A State agency shall _MSC payments under this section only for
programs and projects (including the acquisition of equipment and
\vherc necessary the construction of school facilities) which are
designed to meet the special educational needs of such children.

(20 U.S.C. 241c-3) Enacted August 21, 1974, P.L. 93-380, sec. 101, 88 Stat. 494.

RESERVATION OF FUNDS FOR TERRITORIES

SEC. 124. There is authorized to be appropriated for each fiscal
year for purposes of each of section 121, 122, and 123, an amount equal
to not more than 1 per centum of the amount appropriated fo: such.
year for such sections for payments to Guam, Anierican Samoa, the
Virgin Islands, and- the Trust Territory of the Pacific Islands under
click such section. The amounts4Vpropriated for each such section
shill) be allotted among Guam, American Samoa, the Virgin Islands,
and the Trust Territory of the Pacific, Islands according to their
respective need for such grants, based on such criteria as the Commis-
sioner determines will best carry out the.purposes of this title.

(20 U.S.C. 241e-4) Enacted August 21, 1974, P.L. 93-380, sec. 101, 88 Stat. 494.

MINIMUM PAYMENTS FOR STATE OPERATED PROGRAMS

SEC. 125. Except as provided in section 843 of the Education
Amendments of 1974., no State agency shall receive in any fiscal yd'itr
prior to July 1, 1978, pu-suant to sections 121, 122, or 123 an 'amount
which is less than 100 per centum of the amount which that State
agency received in the prior fiscal year pursuant to such section 121,
122, or 123,, respectively.

(20 U.S.C. 41c-5) Enacted August 21, 1974, P.L. 93-380, see. 101, 88 Stat. 495.

PART B-SPECIAL INcENTivE GRANTS

MAXIMUM ENTITLEMENT

SEC. 126. (a) In the case of any fiscal year ending after June 30,
1969, each State shall be entitled to a special incentive grant if such
State has an effort index for the second preceding fiscal year that
exceeds the national effort index for such year.

(b) The maximum amount of a special incentive grant for which a.
iState is eligible for any fiscal year shall be determined by multiplying

the amount of $1 for each 0.01 per centum by which the effort_ index
of that State for the second preceding fiscal year exceeds the national
effort index for such year times the aggregate number of children
counted for the purpose4 of entitled local educational agencies within
such State to basic grants in accordance with clauses (2), (5), (6),
and (7) of section 103(a), except that no State shall be eligible to
receive a special incentive grant under this part, in an amount in
excess of 15 per centum of the total amount available for grants under
this part.

(20 U.S.C. 241d) Enacted Sept. 30, 1950, c. 1124, Title I, § 121, formerly Title
II, *2'1. as added and redesignated Jan. 2, 1968, P.L. 00-247, Title I, secs. 108
(a) fa), 10, 81 Stat. 786, 787; amended April 13, 1970, p:L. 91-230, Title 1, set.
113(b) (6) 84 Stat. 126; redesignated August 21, 1974, P.L. 93-380, see. 101
-(a) (8),85 tat 495. ki
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APPLICATION; USE OF FUNDS

SEC. 121. Any State desiring the special incentive grant to which
it is entitle under this,part for any fiscal year shall make applies.-
t ion thereto in accordance with the requirements set forth in section
142, to the ommissioner. Such application shall be submitted at
such time nd contain such information as the Commissioner shall
require 1 regulation and shall contain a stilt Inca of such policies
and pro edures as will insure that funds gran ed to the State under
this part will be (1) made available to ocal educational agencies\--
within that State which have the greatest need for assistance under

used, in accordance with the applicable provisions
, for programs and projects designed to meet the-special
needs of educationally-deprived children.

S.C 2414-1) Enacted Sept. 30, 1950, c. 1124, Title I, § 121, fgrmerly
Title II, 221, as added and redesignated Jan. 2, 1968, P.L. 90-247, Title I, secs.
108(n) (5), 110, 81 Stat. 786. 787; amended April 13, 1970, P.L. 91-230, Title I,
see.(113(b) (6), 84 Stat. 126; redesignated August 21, 1974, L. 93 -3S0, sec.
101(a) (3),88 Stat. 495.

DEFINITIONS

Si. 128. For the purpose of this part the term "effort index" when
applied to States, means the per centum expressing the ratio of ex-
penditures from all non-Fakral sources in a State for public ele-
mentary and secondary educftion to the total personal income in
such State, and the term "national effort index" means the per centum
expressing; the ratio of such expenditures in all States to the total
personal income in all States; and the term "State" means the _fifty
States and the District of Columbia.

(20 U.S.C. 241d-2) Enacted Sept. 30, 1950, c. 1154, Title I, § 121,- formerly
Title II, §221, as added and redesignated Jan. 2, 1968, P.L. 90-247, Title% secs.
108(a) (5), 110, 81, Stat. 786, 787; amended April 13, 1970. P.L. 91-230, Title I,
sec. 113(b) (6), 84 Stat. 127; redesignated August 21, 1974, P.L. 93-380, see.
101(a) (3), 88 Stat. 495.

this jitie, at
of its titl
edit tiotl

(2

PART C-SPECIAL GRANTS 1

ELIGIBILITY AND MAXIMUM AMOUNT OF SPECIAL GRANTS

SEC. 131. (a) Each locil educational agency in a State which is eli-
gible for a grant under this title for any fiscal year shall be entitled to
an additional grant for that fiscal year if it meets the requirements of
subsection (b). The amount of such grant shall be determined in ac-
coiklance with subsection (c).

b} .A *al educational agency shall be entitled to a grant under
this part...Luny fiscal yeat if the school district of such agency is lo-
catcatin a county in which-

(Ar the number of children described_ in paragraph (2) for
such year amsants to at least 200 per centum of the average
number of such 'children in'all counties in the State in which stick
agency is located for that fiscal year; or

(B) the number of children so described in such county for
such year is 10o00 and amounts to S per centum of the total num-.
ber of children in such county.

f 7

1 Section 101(a) (4) (B) of P.1 38Q_ repeals Part C, effeitIve July 1, 1975.
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(2) For the purpbses of paragraph (1), the children counted with
respect to a local educational agency shall be those children in the such
county who are

(A) in families having an annual income of $3,000 or less; or
(B) in families receiving an annual income in excesof $3,000

from payments under the program of aid to families with de-
pendent children under a State plan approved under title IV of
the Social Security Act; or

(0) living in institutions for neglected or delinquent children
or being supported in foster homes with public funds.

(3) ( ) Determinations with respect to numbers of children in any
county al
the basi f the most recent satisfactory data available to him.

alder paragraph (2) shall be made by the Commissioner on

(B) (i) The number of children determined with respect to one
or more counties shall be allocated by the Commissioner, for the pur-
poses of paragraph (2), among the local educational agencies with
school districts located in such county or counties.

(ii) In any case where
(I) two or more local educational agencies serve, in whole or

in part, the same geographical area; or
(II) a local educational agency provides free public education

for a substantial number of children who reside in the school
district of another local educational agency," .

the Commissioner may allocate the number of children. determined
under this subsection among such a cies in such a manner as will
best achieve the purposes of this section .1

(C) (i) For the purposes of paragra (2), the Commissioner shall
determine the number of children from amities hating an annual
income of $3,000 or less on the basis of the most recent satisfactory
data available from the Department of Commerce. At any time such
data for a county are available in the Department of Commerce, such
data shall be used in making calculations under this subsection.

(ii) For the purposes of this subsection, the Secretary of Health,
Education, and Welfare shall determine the number of children from
famili receiving an annual income in excess of $3,000 from pay-
m Calder the program of aid to .families.with dependent children
un er a State plan approved under title IV of the Social Security Act;
and the number of children living in institutions for neglected or
delinquent children or being supported in foster homes ith public
funds. on_the basis of caseload data for the month of J of the
preceding fiscal year, or to the extent that such data are n. ailable
to 'him before April 1 of the calendar year in which the determination
is made, then on the basis of the most recent data available to him
at the time, of such determination. For the purposes of this subsection,
the Secretary shall consider all children who are in correctional insti-
tutions to be living in institutions for delinquent children.

(c) The amount of the grant to which a local educational agency
shall be entitled for any fiscal year shall be

(A) the number of children determined with respect to such
agency under subsection (b) ;

multiplied by
(B) 50 per enttim of the average per pup 1 expenditure of '

all the local ducational agencies in the ta e in which such
agency, is located.

t+1,1,0
Orr
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(d) Notwithstanding any other provision of this section, no pay-
ments for any fiscal year under this part to the local educational
agencies in a single State shall exceed 12 per centnin of the aggregate
payments to all local educational agencies in that y ear under this part.

(e) (1),The aggr,,;ate of the amount for which all local educational
agencies are eligible under this part shall not exceed $75,000,000 for
any fiscal year. If, for any fiscal year, such aggregate, as computed
without regard to the preceding sentepee,, exceeds $75,000,000, the
amount for which each' local educationa,1 agency is eligible shall be
reduced ratably until such aggregate does not. exceed such limitation.

(2) For the purpose of making payme its under this part there
are authorized to be appropriated not in e. cess of $75,00,000 for the
fiscal year ending June 30,15)75.

(f) For the purposes of this section, the f erm--
(1) "State' means the fifty States and the District of Columbia;

and
(2) "children" includes all children aged 5 through 17, inclusive.

(20 U.S.C. 241 d-11) Enacted August 21,`1974, PI:. 93-380, see. 101, 88 Stat.
495, 490.

D.GENERAT, PROVISIONS

APPLICATION

SEG 141 (ix) A local educational agency may receive a grant under-
this title for any fiscal year only upon application therefor approved
by the appropriate State educational agency, upon its determination
(consistent with such basic criteria as the Commissioner may
establish) ,

(1) that Payment. under this title will be used for the excess
costs of programs 'and projects (including the acquisition of
equipment. payments to teachers of amounts in excess of regular
5: ry schedules as a b nus for service in schools eligible for
assistance under this tit e, the training of teachers, and, where
necesz,ary, the consti ucron of school facilities and plans made or
to be made for such pr grams, projects. and facilities) (A) which
are designed to meet t e Special educational needs of educationally
deprived children if school' attendance areas having high con-
centrations of children from low-ineom , al ies (and at the dis-
cretion of the local educationaLagcn v, in any school of such
agency not locatedlin such a school at 'endance area, at which the
proportion of elnlpren in actual arm, ge daily attendance from
low-income families is substantially the same as the proportion of

4such children in such an area f that agency) and (B) which are
of sullielent size, scope, and qi lity to give reasonable promise of
substantial progress toward meeting those needs and to this end
involve an expenditure of not less than $2,500, except that the
State educational agency may with respect to any applicant re-
duce the $2.500 requirement if it determines that it, would he
impossible, (or reasons such as distance or difficulty of travel, for
the, applicant to join effect hely with other local educational agen-
cies for the purpose of meeting the requirement ; and nothing
herein shall be deemed to preclude ti, o or more local educational

grf
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agencies front entering into agreements, at their option, for carry-
ing out jointly operated programs and projects under this title:
Provided, That the amount used for plans for any fiscal year shall
not exceed 1 per centmn of the amount determined for that agency
for that year pursuaut to section 103 or $2,000, whichever is
greater;

(2) that the local educational agency has provided satisfac-
tory assurance that section 141A will be complied with ;

(3) That (A) the total educational agency has provided satis-
factory assurance that the control of funds provided under this
title, and title to property derived therefrom, shall be in a public
agency for the uses and purposes provided in this title, and tlr
a public agency will administer such funds and property, (B,
Federal funds made available under this title will be so used (i)
as to supplement and, to the extent practical, increase the level
of funds that would, in the absence of such Federal funds, be made
available from non-Federal sources for the education of pupils
participating in programs and projects assisted under this title,
and (ii) in no case, as to supplant such funds from non-Federal
sources, and (C) State and local funds will lie used in the district
of such agency to provide services in project areas which, taken
as a whole, are at least comparabl o services being pPovided in
areas in such displict which are t receiving funds under this
title: Provided.*That any--findin of noncompliance with this
clause shall not affect the payment of funds to any local. educa-
tional agency until the fiscal year beginning July 1, 1972, and Pro-
vided furan,r. That each local educational agency receiving funds
under this title shall report on or before July 1, 1971, and on or
before July 1 of each year thereafter with respect to its com-
pliance with this clause;'

(4) In the case of any project for construction of school fa-
cilities, that the project is not inconsistent with overall State
plans for the construction of school facilities and that the require-
ments of section 433 of the General Education ,ProviSions Act will
be complied with'on all such constraction projects;

(5) In the case of an application for payments for planning,
(A) that the planning was or will be directly related to programs
or projects to be earned out under this title and has resulted, or is
reasonably likely to result in a prograM or project which will be
carried out under this title. and (B) that planning funds are
needed because of the inno ative nature of the program or project
or because the local educational ageliq lacks the resources neces-
sary to plan adequately for programs `and projects to be carried
out under this title ;

(6) That effective procedures, including provisions for appro-
priate objective measurements of educational achievement, will
be adopted for evaluating at least annually the effectiveness of

kt,
1 See: 109(h) of Public Law 91-230 rends as follows
"tb) The amendment made by sutmetion (a) shall be effective with respect to all

:applications submitted to State educational agencies after thirty days after the date of
enactment of this Act. Nothing in this section shall be construed to authorize the supplant-
ing of State and local fonds with Federal funds prior to the effective date of the amend
merit made by this section."

4.1q11/1
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the programs' in meeting the special educational needs of edu-
cationally deprived children;

(7) That the local educational agency will make an annual
report and such other reports to the State educational agency, in
such form and containing such information (which in the case of
reports relating to performance is in accordance with specific
performance criteria related to program objectives), as may be
reasonably necessary to enable the State educational agency to
perform its duties under this title, including information relating
to the educational achievement of students participating in pro-
( rtams carried out under this title,.and will keep such records and
afford such access thereto as the State educational agency may
find necessary to assure the correctness and verification of such
repotn;

(8) Thatithe local educational agency is making the application
and all pertinent documents related thereto mailable to parents
and other members of the general public and that all evaluations
and reports required under paragraph (7) \ shall be public
information ;

(9) In the case of a project, for the construction of school
facilities, that, in dev -loping plans I'm; such facilities due con-
sideration has been given to compliance with such standards as
the Secretar) may prescribe or approve in order to insure that
facilities constructed with the use of Federal funds under this
title shall be, to the extent appropriate in N icw of the uses to
be made of the facilities, accessible t6 and usable by handicapped
persons;

(10) That, effective ocedures will be adopted for acquiring
and disseminating to eachers and administrators significant
information derived from educational research, demonstration,
and similar projects, and for adopting, where appropriate,
promising educational practices developed through such projects;

(11) In the case of a project, for the construction of school
facilities, that, in developing plans for such facilities, clue con-
sideration has been given to excellence of architecture and de-
sign, and to the inclusion of works of art (not representing more
than 1 per centinn of the cost of the project) ;

(12),In the case of projects involving the use of education aides,
the local educational agency sets forth well-developed ,plans pro-
viding for coordinated programs of t raining in which education
aides and the professional staff whom they are assisting will par-
ticipate together;

(13) That, where a school attendance area does not meet the
requirement of paragraph (1) (A) of this subsection for a fiscal
year, or in the case of a local educational agency electing to allo-
cate funds tinder section 110, where such an area does not meet
the requirement of that section, but did meet the appropriate
requirement, in either of the t wo preceding fiscal years, that school
attendance area shall be considered to meet the applicable crite-
rion for that fiscal year and
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(14) That the local educational agency shall establish an advi-
sory council for the entire school district and shall establish an
advisory council, for each school of such agency servd.by a pro-
gram or project assisted under section 143(d) (2), each of which,
,advisory councils-

(A) has as a majority of its members parents of the chil-
dren to be served,

(B) is composed of members selected by the parents in
eacht.school 4ttendance area,

(C) liaseen given responsibility by such agency fox ad-
vising it in the planning for, and the implementation and
evaluation of, such programs anSprojects, and .

(D) is provided by such agency, in accordance with regu-
lations of the Commissioner, ,with access to appropriate in-
formation concerning such programs and projects.

(b) It is the intent of the Congress. to encourage, where feasible,
the development for each educationally deprived child participating
in a prOgram under-this title of an individualized written educational
plan (maintained and Tlefiodically evaluated), agreed upon jointly
by the local education agency, a parent or guardian of the child, and
when appropriate, the child.

(c) The'State educational agency shall not finally disapprove in
whole or in part any application for funds under this title without
first affording the local educational agency submitting the application
reasonable notice and opportunity for a hearing.

(20 U.S.C. 241e) Enacted April 11, 1965, P.L..89-10, Title I, see. 2, 70 Stat. 30;
amended Nov. 3. 1966. P.L. 89-750, Title I, sees. 103(b), 108(b) (1), (2), 110,
111 (a)-(e), 80 Stat. 1192, 1195, 1196; redesignated and amended Jan 2, 1968,
P.L. 90-247, Title I, sees. 103(b), 106,,108(a) (2), 109, 110. 81 Stat. 783, 784, 786,
787; redesignated and amended April 13, 1970, P.L. 91-230, Title I, sees. 108,
109(a), 110, 111(b), 113(b) (3), (4), (7), 84 Stat. 124-126, 128; amended June
23. 1972. P.L. 92-318. sec. 50;(a) and (b), 86 Stat. 352; amended August 21,
1974, P.L. 93-380, see. 101, 88 Mt. 496, 497.

PARTICIPATION or CHILDREN ENROLLED IN PRIVATE SCHOOLS

SEC. 141A. (a) To the extent consistent with the number of educa-
tionally deprived children in the school district of the local educational
agency who are enrolled in private elementary and secondary schools,
such agency shall make provision for including smial educational
services and arrangemejits (such as dual enrollment. educational radio
and television, and mobile educational services and equipment) in
which such children can participate and meeting the requirements of
clauses (A) and (B) of 'paragraph (1) of subsection ('a) of section
141, paragraph (2) of subsection (a) of such section, and clauses (A)
and (B) of paragraph (3) of subsection (a) of such section 141.

(b) (1) If a local educational agency is prohibited by law from pro-
viding for the participation in special programs for eaucationally de-
prived children enrolled in private elementary and secondary schools
as required by subsection (a), the Commissioner shall waive such re-
quirement and the provisions of section 141(a) (2), and shall arrange

44-018 f; - Y. .6
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for the provision of sem, ices to such children through arrangements
which shall be subjectto the requirements of subsection (a).

(2) If the Commissioner determines that a local educational agency
has substantially failed to provide for the participation on an equitable
basis of educationally deprived children enrolled in private elemental.)
and secondary schools as required by subsection (a), he shall arrange

efor the provision of services to such children through 'arrangements
which shall be. subject to the requirements 'OP subsection (a), upon
which determination the provisions of paragrapjf (a)and section 111
(a) (2) shall be waived.

(3) When the Commissioner aranges for servicesq3ursuant to this
section, he shall; after, consultatitm with the appropriate public and
private school officials, pay the cost of such services from the appro-
priate allocation or allocations under this title..

(4) (A) the Commissioner shall not take any final action under
this section until lie has afforded the State educational agency and
local educational ,agency affected by such action 'at least sixty days
notice of his proposed action and' an opporttmity for a herding with
respect thereto on the record.

(B) If a State or local educational agency is dissatisfied with the
Commissioner's final action after a hearing under subparagraph (A)
of this paragraph, it may within sixty days after notice of such action,
file with the United States court of appeals for the circuit in which
such State is located a, petition for review ofthat action. A copy of
the petition shall be forthwith transmitted by the clerk of the court to
the Commissioner. The Commissioner thereupon shall file in the court
the record of the proceedings on which he based his action, as provided
in section 2112 of title 28, United States Code.

(C) The findings of fact by the Commissioner, if supported by sub-
stantial evidence, shall be conclusive; but the court, for good cause
shown. may remand fhecase to the Cotnmissioner to take fuyther 10-
dence, and the Commissioner may thereupon make new or modified
findings of fact and may modify his previous action, and shall file in
the court the record of the further proceedings. Such new or modified
findings of fact shell likewise be conclusive if supported by substantial
evidence.

(D) Upon the filing of such petition, the court shall have juris-
diction to affirm the action oftheXommissioner -or'to set it aside, in
whole or in part. The judgment of the court shall be subject to review
by the Supreme Court of the United States upon certiorari or certifica-
tion as provided in section 1254 of title 28, United States Code.

(20 U.S.C. 241e-1) Enacted August 21, 1,974, Pe:23480, see. 10t, 88 Stat.
497, 498.

ASSURANCES FROM STATES

SEC. 142. (a) Any State desiring to participate under this title
(except with respect to the program provided for in section 122 relat-
ing to migratory children of migratory agricultural workers) shall
submit through its State educational agency to the Commissioner an
application, in such detail as the Commissioner deems necessary, which
provides satisfactory assurance
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(1) that, excel- as proVided in section,143 (b), payments under
this title will be used only for programs and projects which have
been approved by the State educational agency pursuant to sec-
tion 141(a) and which meet the applicable requirements of that
sectioirand of section 121 and that such agency will in all other
respects comply with the provisions of this title, including-the
enforcement_of any obligations imposed upoh a local educational,
agency under section 141 (a ) ; .

(2) that such fiscal control and fund accounting procedures
will be adopted as may be neceeory to assure proper disburse-
ment of, and accounting- for, Fedhal funds paid to the State (in-
chiding such funds-paid by the state to local educational agen-
cies) under this title; and

(3) that the State educational agency will make'to bie,Com-
missioner (A) periodic reports (Inc-hiding the results of objective
measurements required by section 141(a) (G). and of research and
replication studiqs) evaluating the effectiveness of payments
under this title and of particular programs assisted under it in
-improving the edncational attainment of edkationally -depth ed

, children, and -(B) such other reports as Indy be re4onably neces-
sarY to enable the Commissioner to perform his duties undo: this
title (illtludimig such reports as lie may require to determine the
amounts Mike the local educational agencies of that State are
eligible to receive for any fiscal year), and assavirtice that such'
agency will keep such records and iord such access thezeto as
the Comthissioney may find necessary to assure the correctness
and verificatimi of such reports..

, (b) The ,CommiSsioner shall approve an application which meets.
the requirements sikcified in subsection (a), and he shall not filially
disapprove an applicittion except after reasonable notice and oppOrtu-
nity for a hearing to the State educational agency.

(20 U.S.C. 241f) Enacted April 11, 1965, P.L. 89-10, Title I, see: 2, 79 Stat. 31;,
amended Nov. L 1965. P.L. 89-313;see. 6(b), 79 Stat. 1162; amended Nov. 3,
1960.1'.L. 89-750. Title I, sec. 103(e) (1), 80 Stat. 1193; redesignated and
amended ,Jan. .7. 1908, P.L. 9V47, Title I, secs. 103(e), 108(a) (2), 110, 81 State

. 783, 786, 787 . redesignated and amended April 13, 1970, EL'. 91 230, Title I, sees.
111(a), 113(b)(3), (4), 84 Stat. 125, 126. ,

PAYMENT

'Sr.c. 1-13. (a) (1) The Commissioner shall. subject to the provisions of
section 141, fOin time to time pay to each State, in advance d other-
wise, the amount which 'it and the local ediecational agencies of that
State are eligible to receive under this title. Such papnents shall take
into account the extent (if any) to which any previous phyment to
such State educational agency under this title (whether or not in the
Sallie fiscal year) was greater Of less than the amount which should
have been paid to it. 0

(2) Front the funds paid to it pursuant to paragraph (1) each State
educational agency shall distribute to each local educational agency
of the State which i§ not ineligible by reason of section. 103(41 'Ind
which lias submitted an application appimd pursuant to kertior.
141(a) the amount for which such anplicati\sn has been annrovas1 pis

.
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cept that this amount shall not exceed the amount determined for that
agency pursuant to section 103.

(b) Th CS Commissioner is authorized to pay to each State amounts
equal to the amounts expended by it for the proper ana efficient pe
formance of its duties under this title (including technical assistance
for the measurements and evaluations required by section 141(a) (6).
except that the total of' such payments in any fiscal year shall not
exceed:

(1) 1 per eel-aunt-of the amount allocated to the State and its local
educational agencies as determined for that year under this title; or

(2) $150,000, or $25,000 in the case of Guam, American S...noa, the
Virgin Islands, or the Trust Territory of the Pacific Islands, which-
-ever is the grei.ter..

(c) (1) No payments shall be made under this title for any fiscal
year to a Stare-which has taken into consideratidg r,yments under this
title in determining the eligibility of any local t tional agency in
that State for State aid, or the amount of that .,ith respect to the
free public education of children during that year or the preceding
,fiscal year.

(2) No payments-shall be made under this title to any local educa-
tional agency for ally fiscal year unless the State educational agency
finds that the combined fiscal effort (as determined in accordinke with
regulations of the Commissioner) of that agency and tne State with
respect to the provision of free public education by that agency for
the preceding fiscal year was not less than such combined fiscal effort
for that,purpose for the second preceding fiscal year.

(20 U.S.C. 241g) Enacted April 11,-1965, P.L. 89-10. Title I, see. 2, 7'
32; amended Nov. 1. 1965, P.L. 89-313. see. 7(a). 79 Stat. 1162 ;-amended
1966, P.L. 89-750, Title I, sees. 103(e) (2), 108(b) (8), 112. 1130), 80
1193, 1195, 1197: redesignated and amended Jan. 2, 1968, P.L. 90-247, 'I
sees. 102, 103(c), 108(a) (2), 110. 81 Stat. T33, 786, 787: redesignat,
amended April 13, 1970, P.L. 91-230. Title I, secs. 113(b) (3), (4), (8), 114. 84
Stat. 126, 129, 130.

AIM:MIEN I'S Il ERE 'NECESSITATED BY APPROPRIATIONS

Siic. 144. If the sums appropriated for any fiscal year for making
the payments provided in this title are not sufficient to pay in full the
total amounts which all local and State educational agencii. are en
titled to rece;"-e under ttiis title for such year, the amount available for
each grant t State agency eligible for a grant under sec .,:on 121, 122,
or 123 shat.. be equal to the total amount of the grant. as computed
under each such section. If fin renthinder of such sums available after
the application of the preceding sentence is not sufficient to pay in full
the total amounts which ali local educational agencies are entitled to
receive under part A of this title for such year, the allocations to
such agencies and allocations under pare 13 shall, subject to adjust -.
ments under the next sentence, be ratably reduced to the extent r, -
sary to l the aggregate of such allocations within the limits of
the amnia so appropriated. except that entitlements under such part
B shall be taken into consideration only to the extent that appropria-
tions for such title I (excluding part Cr thereof) exceed $1,396,975,000
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for any fiscal year and such entitlements shall not exceed $50,000,000
in any fiscal year. The allocation of a local educational agency which
%would be eeduced under the preceding sentence to less than 85 per
centum of allocation under part A. for the preceding fiscal :Near,
shall be increased to such amount, the total of the increases thereby
required being derived by proportionately reducing the allocations of
the remaining local educatior '1 agencies, under the preceding sentence, -
but with such adjustments as may be necessary to prevent the alloca-
tion to any remaining local educational agency from being thereby
reduced to less than $5 per centtun of its allocation for such year. If
t lie aggregate of the amounts to n hick all Stales arc ent itled under such
part B exceeds $50,000,000 the entitlement of each State shall be re-
duced ratably until such aggregate does not exceed $30,000,000 in such
fiscal year.

In case additional funds beconie available for making payments
under this_ title or that 37ea", such re,:uced amounts shall be increased
on the same basis that they were reduced. In order to permit the most
effective use of all appropriations made tocarry out this title, the Com-
missioner may set dates by which (1) State educational agencies must
certify to him the amounts for which the applications of educational
agencies have ben or will be approved by the State, and (2) State
educational agencies referred to in section 122 must Ile/ applications.
If the maxinitun grant a local educational agency or a agency refer-
red:to in section 122 would receive (after any ratable r duction
may have b "en required under the first sentence of / his section) is
more than an amount whicl) the State educational agency determines,
in accordance with r4rulations prescribed by the Commissioner, such
agency will use, the excess amount shall he made /available first to
educational agencies in that State. Determinations pi the educational
agencies to which such excess amounts shall be made available shall
be made by the State educational agency in fdrtlierance of the pur-
poses of this title in accordance with criteria prqcribed by the Com-
missioner 'which are designed to assure that such, excess amounts will
be made available to other eligible educational agencies with the great-
est need, for the purpose of, where appropriate, redressing inequities
inherent in. or, mitigat ing hardships aused byThe application of the
provisions of iasagraph (2) of section 103(a) as a result of suchfactors as poi- tion shifts' and changing economic circumstances.
In the event excess amounts remain aft& carrying out the ireceding
two sentences of this section. such excess amounts shall be wstributed

- --among the other States as the Commissioner shall prescribe for use by
local educational agencies in such States for the purposes'cif this title
in such manner as the respective State educational agencies shall
prescribe.

(20 .U.S C. 24111) Enacted April 11, 1965, P.L. 89-10, sec. 2, 79 Stat. 33;
amended Nov. 3, 1900, P.L. 89-750, Title I, see. 114, 80 Stat. 1197; redesignated
and amended Jan. 2, 1908, P.L. 90-247, Title I, secs. 107(b), 110, 81 Stat. 785, 787;
redesignated and amended April 13, 1970, P.L. 91-230, Title I, sec. 1131 b) (3), (4)
(c), and (d), 84 Stat. 120, 129; amended August 21, 1974, P.L. 03 -380, sec. 101,

88 Stat. 498, 499
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WITHHOLDINGS

SEC. 146. Whenever the Commissioner, after reasonable notice and
opportunity for hearing to any State educational agency, finds that
there has been a failur^ to comply substantially with any assurance
set forth in the application of that State apprpved under section 122
or 142(b) the Commissioner shall notify the agency that further
payments will not be made to the State under this title (or, in his
discretion, that 'lie State educational agency shall not make further
payments under this title to specified local educational agencies
affected by the failure) until he is satisfied that thereis no longer any
such failure to comply. Until he is so satisfied, no further payments
shall be made to the State under this title, or payments by the State
educational agency under this title stall be limited to 11361 educational
agencies not affected by the failure, as the case may be.

U.S.C. 241j) Enacted April 11,1965, P.L. 89-10, Title I, sec. 2,"79 Stat. 33;
sa Aided Nov. 3, 1966, P.L. 89-750, Title I, sec. 103(c) (3), 80 Stat. 1193 redes-
ignated and amended Jan. 2, 1968, P.L 90-247, Title I, secs. 108(a) (4), (b), 110,
81 Stat. 786, 787 ; amended and redesignated April 13, 1970, P.L. 91-230, Title I,
sec. 113 (b) '4), (9), 84 Stat. 126, 129.

JUDICIAL REVL'iW

SEC. 147. (a.) If any State is dissatisfied with the Com issioner's
final action with respect to the approval of its application ubmitted
wider section 122 or 142(b) or with his final action under section 146,
such State may, within sixty days after notice of such iaetion, file
with the United States court of appeals for the circuit in .which such
State is located a petition for review of that action. A opy of the
petition shall be forthwith transmitted by the clerk of the ourt to the
Commissioner. The Commissioner thereupon shall file in the court ti- e
record of the proceedings on which he based his action, a. provided
in section 2112 of title 28, United States Code.

(b) The findings of fact by the Commissioner, if supported by sub-
stantial evidence, shall be conclusive; but the court, for good cause
shown. may remand the case to the Cominissioner to take further
evidence, and the Commissioner may thereupon make new dr modified
findings of fact and may modify his previous action, and- s all file in
the court, the record of the further proceedings. Such new o modified
findings of fact shall likewise be conclusive if supported h substantial
evidence.

(c) Upon the filing of such petition, the court shall have iurigdiction
to affirm the action of the Commissioner or to set it aside, in whole or
in part. The judgment of the court shall be subject to review by the
Suprene Court of the United States anon certiorari or certification as
provided in section 1254 of title 28, United States Code.

_

(20 U.S.C. 241k) Mulcted April 11. 1965, P.L. 89-10. Title I. sec. 2. 79 Stat. 33;
amended Nor. 3, 1980, P.L. 89-750. Title T. see, 11)8 ( el 14). an Stat. 1193: redesig-
nated and amended Jan. 2. 1968, P.L. 00-247. Title I. sees. 108(a) (4) (M. 110,
$1 Slat. 786. 787: amended and redi-signated 'April 13. 1970. P.L. 91-230, Title I,
see. 1130» (4), (10), 84 Stat. 125, 129.
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NATIONAL ADVISORY COUNCIL

Sec. 148. (a) There shall be a National Advisory Council on the
Education of Disads antaged Children (hereinafter in this section
referred to as the "National Council-) eousistino. of fifteen members
appointed by the President, without regard to (1' pros Fsions of title
5, United States Code, govei !ling appointment in the competit is e set s -
ice, for terms of three years, except, that (1) in the case of initial
menthers, fit e shall be appointed for terms of one )ear each and fit e
shall be appointed for terms of two 'eau's each, and (2) appointments
to fill vacancies shall he only for such terms as remain unexpired. The

at ional Council shall meet at the call of the Chairman.
(b) The National Council shall review and evaluate the adminis-

tration and operation of this title, including its effectis mess in im-
pros ing the educat ional attainment of edneationalls deprived chil-
dren, including the Lifect is eness of programs to meet their occupational
amt carve. needs, and make recommendations for the improvement
of this t'''e and its administration and opt' ation. These recommenda-
tions shall take into consideration experience gained under this and
other Federal educational programs for disadsantaged children and,
to the extent appropriate, experience gained under other public and
private educational programs for disadvantaged children.

(c) The National Council shall make such reports of its activities,
findings. and iccommendations (including it:commendations for
changes in t la. provisions of this title) as it may deem appropriate and
shall make an mama! report to the Pregident and the Congress not
later than March 31 of each Cal( ntlar year. Such annual report
include a report specificalls on which of the sallow, compensator):
education prop ants funded in AN hole or in part under the provisions
of this title, and of other public and pis-ate educational programs for
educational!) dew is e a hilklren. hold the highest promise foi raising
the educational attainmi nt of tin se eattlat tonally deprived children.
The President is requested to ti ansmit to the Congress such comments
and recommendations as he mar hale with respect to such report.
Subject to section 4 18 (b) of the General Education Pn A, isions Act, the
National- Council shall continue to exist until July 1, 1978.

(20 2111) Enacted April 11, 1965. P.L. 59-10. Title I, sec. 2, 70 Stat.
31, amended Nov. 3. 1966. P.L. 89 -75O. Title I, see. Ir., 80 Start. 1197. redesig-
nated and amended Jan. 2. 19(15. Pi,. 90-2-17. Title 1. sees. 10M a (1).110, 111, 81
Start. 786- 7ss . amended and redesignated April 13. 1970, 1'. L. 91-230, Title
sets. 142, 113(1) 84 Stitt. 12.), 126; amended August 21, 1971, P.L. 93-380,
see. 815(a), SS Stat. 612

TREATY ENT OF EARNINGS FOR l'IMPOSES OF AID TO FAMILIES WITH
oermsnexi*r ou name>:

Six. 119. (a) Notwithstanding the provisions of title IV of the
Social Seciit) Act, a State plan approved under beet ion 102 of -,ich
Act shall pi oyide that fOr a period of not less than fwelve months,
and ma) pros ide t hat for it period of not am: e than t wenty-fon
months. the fit ea tiled by any person in any month for services
rendered to any program assisted under this title of this Act shall

P r0
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not be regarded (A) in determining the need of such person under
such approved State plan or (B) iu deterininin; the need of any other
individual under such approved State plan.

(b) Notwithstanding the provisions of subsection (a) of this sec-
tion, no funds to which a State is otherwise entitled under title IV of
Social Security Act for idly period before the fo,,rth. month after the
adjournment of the Slate's first regular legislative session which ad-

journs more than sixty days after enactment of the Elementary and
Secondary Education Amendments of 1966, shall be withheld by
reason of any action taken pursuant to a State statute which prevents
such State from complying with the requirements of subsection (a)
of this section.

(20 U.S.C. 241m) Enacted Nov. 3. 1966, P.L. 89-750, Title -I, see. 109, 80 Stat.
1195; tredesignated Jan. 2, 1968, P.L. 90-247. Title I. secs. 10S( a) (4 ), 110, 81
Stat. 786, 787; redesignated April 13, 1970, P.L. 91-230, Title I. sec. 113(b) (4),
84 Stat. 126.

ALLOCATION OF FUNDS WITHIN THE SCHOOL DISTRICT OF A LOCAL
EDUCATIONAL AGENCY

SEC. 150. (a) For any fiscal year not more than 20 local educational
agencies, selected for the purpose of section 821(a) (5) of the Educa-
tion Amendments of i974 may elect, with the approval of the diStrict-
wide parent advisory council which is required to be established under
section 141(a) (14) of this title, to allocate hut receiyed from pay-
ments under this title on the basis of, il method or corifbination of
methods other than the method provided under section 141 a) (1) (A).
Any method selected pursuant to this section shall be so c esigned and
admini 'ered as to be free from racial or cultural discr'mination.

(b) Any local educational agency to which this secti n applies shall
submit such reports to the Director of the National Thstitute of Educa-
tion at such time and in such manner as the Director may reasonably
require to carry out his responsibilities under sectilim 821(a) (5) of
the Education Amendments of 1974.

(20 C.S.C. 241n) Enacted August 21, 1P74, P.L. 93-380, sic. 101, 88 Stat. 499.

PROGRAM EVALUATION

Sr:c. 151. (a) The Commissioner shall provides for independent
ahlitt1011:, which describe and measure the inquiet ',of programs and

projects assisted under this title. Such es ablations nljLy be provided by
contract or other arrangements, and all such evaluations shall be made
by competent and independent persons, and shall include, whenever
possible, opinions obtained from program or project participants about
the strengths and weaknesses of such programs or projects.

(b) The Commissioner shall develop and publish standards Jot
eN ablation of program c pi oject effect iveness in achieving with objec-
tives of this title.

(e) The Comnib-::sioner shall, ,vbere a ppropriatie, consult wjth State
atrencies in order 'to pros ide for jointly spimsorcid objective evaluation_
studies of programs and projects assisted s.nu er this title within r,
State.

(d) The Commissioner shall provide to State educational twencies,
;node's for evaluations of all progeamS \condOted under this title, for
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their use in cam rying out their functions-under section 143(a), which
shall include uniform procedures and criteria to be utilized by local
educational agencies, as «ell as by the State agency in the evaluation

-of such.programs.
(C) The Commissioner Atilt provide suds technical and other

-assistance as may be necessary to State education.il agencies to enable
them to assist local educational agencies in the development and appli-
cation of a systematic evaluation of programs in accordance with the
models developed by the Commissioner.

(f) The models developed by the Commissioner shall 'specify
Objective criteria which shall be utilized in the evaluation of all pro-*
grams and shall outline techniques (such as longitudinal studies of
children involved in such programs) and methodolow (such as the use
of tests IA hich yield comparable results) for producing data which are
comparable on a statewide and nationwide basis.

(g) The Commissioner shall make a report to the respective com-
mittees of the Congress having legislative jurisdiction over programs
authorized by this.title and the respective Committees on Appropria-
tions concerning his progress in carrying out this section not later
that' January 31,4975, and thereafter he shall report to such commit-
tee* later than January 31 of each calendar vear the results of the
evaluations of programs and projects required under this section,
which shall be comprehensive and detailed, as up-to-date as possible,
and based to the maximum extent possible on objective measurements,
together with any other related findings and ,..tiluations, and his
recommendations with respect to legislation.

(h) The Commissioner shall alSo develop a system for the gather-
ing and dissemination of results of e' dilations and for the identifica-
tion of exemplary programs and projects. or of particularly effective
.lements of .programs and projects, and for the dissemination of
information concerning such programa:, andsprojects or such elements
thereof to 'State and focal educational agencies responsible for the
design tind conduct of programs and projects under this title, and
to the education profession and the general public;

(i) The Commissioner is authorized, out of funds propriatecno
carry out this title in any fiscal year, to expend sach sums as may be
necessary to carry out the provision of this section, but noto exceed
one-half of 1 per centaur of the am unt appropriated foersuch pro-
gran.. of w such $5,000.000 for each fi cal year ending prior to July 1,
1977, shall be an ailable only for the surveys and studies authorized by
section 821 of the Education Amendments of 1974.

(20 U.S.C, 241o) Enacted August 21, 1974, P.L. 93 --380, sec. 101;88 Stat. 499,
500:

SHORT TITLE

, SEC. 152. This title my be cited as "Title I of the Elementary and
Secondary Education Act of 1965."

Enae.ed Nov. 3, 1966. P.L. 89-750, Title 1. see. WI. 80 Stat. 1198; redesignated
Jan. 2. 1968. P.L. 90-245. Title I. sees. 108(a),(4 ), 110. RI Stat. 786, 787; redesig-
nated April 13, 1970, P.L. 91-230, sec. 113(b) (1)., 84 Stat. 120; redesignated
August 21,1374, P.L. 93-380, soc, 101, 88 Stat. 499.
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TITI:E IV (1).L. 81-874) GENERAL

ADMINISTRATION.

SEC. 401.1 (a) (Repealed).
(b) The Commissioner_shall administer this Act, a may make

such regulations and perform such other functions as ie nds neces-
sary to carry out the provisions of this Act.

(c) The Commissioner shall include in his annual report to the Con-
gress a full report of the administration of his functions under this
Act, including a detailed statement of receipts and disbursement.

(20 U.S.C. 2421 Enacted Sept. 30, 1950, c. 1124, P.L. 874. 81st Cong., sec. 7, 64
Stat. 1107; redesignated as Title III. sec. 301. April 11, 1965, P.L. 89-10. Title I,
sec. 3(c) (1), 79 Stat. 35: amended Nov. 3, 1966,,P.L. 89-750,itle II, sec. 205, 80
Stat. 1212; subsection (a) repealed April 13, 1070, P.L. 91-230, Title IV, see.
401(f) (1) and superseded by sec. 422 of P.L. 90-247, Title IV, as amended (20
U.S.C. 1232a) ; redesignated June 23, 1972, P.L. 92-318, see. 411, 80 Stat, 334.

USE OF °TITER FEDERAL AGENCIES; TRANSFER AND AVAILABILITY OF
APPROPRIATIONS

SEC. 402. (a) In carrying out his functions under this Act, the Com-
missioner is authorized, pursuant to proper agreement with any other
Federal department or agency, to utilize the services and facilities
of such department or agency, and, when he deems it necessary or
appropria , to delegate to any officer or employee thereof the function
under section 6 of making arrangements for providing free- public
education. Payment to cover the cost of such utilization or of carrying
out such delegated function shall be made either in advance or by
way of reimhursement, as may be provided in such agreement.

(b) All Federal departmenti or agencies administering Federal
property on ,which children reside, and all such departments or
agencies principally responsible for Federal activities which may o
easion assistance under title I, shall to the maximum extent practi
cable comply with requests of the Commissioner for information h
may require in carrying out the purposes of title I.

(c) Siith portion of the appropriations of any other department or
agency for the fiscal year ending June 30, 1951, us the Director of the
Bureau of the Budget determines to be available !or the same purposes
as title I, shall, except to the extent necessary to ( urry out during such
year contracts vole prior to the enactment of title I, be transferred
to the CommissiTmer for use by him in carrying out such purposes.

(d) No appropriation to any department or agency of the United
States, other than an appropriation to carry out this Act, shall be
available for the empllyment of teaching personnel for the provision
of free public education for children in any State or for payments to
any local educational agency (directly or through the State educational
agency) for free public education for children, except that _nothing
in the foregoing provisions of this subsection shall affect the avail-

1 Title TV owl section 401 of the Aet of Sept. 30. 1950. P.L. R1-374. References In this
title to Title I of the Elementary and Secondary Education At of 1905, are to its original
designation on enat tment. "Title IT" of Public Law 81 -R74.

Provisions of this title (as well as provisions of other stets/ repealed by P.L. 91-230
ore superseded byprovisionsmfd.he General Education Provisions Act, as added by Title
IV of P.L. 91-230, amendments to Title IV of P.L. 90-247.

$ .50
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ability of appropriations for the maintenance and operation of school
facilities (1) on Federal property under the esintrol of the Atomic
Energy Commission or (2) by the urean of Indian Affairs, or the
availability of appropriations for th making of payments directed
to be made by section 91 of the Atom 'e Energy Community Act of
1955, as amended, or the availability 01 appi optiations iiiii4er the Act
of April 16, 1934, commonly referred t as the Johnson-O'Malley Act,(25 U.S.C., sec. 452).

(20 U.S.C. 243) En ted Sept. 30. 1950, c. 1124. .L. 874, 81st Cong., Title III,
sec ;302, formerly see. 64 Stat. 1108; amended Aug. 8, 1b53, c. 402, P.L. 248, 83d
Cong., sec. 9, 67 Stat. 6; a tended Aug. 4, 1955, c. 543, C. 11, P.L. 221, 84th Cong.,
see..:202, 69 Stat. 485 ; an ml 41 Aug. 12, 1955, c. 868, P.L. 382, 84th Cong., see. 1, 09.
Stat. 713 ; amended Aug. , 1 56. c. 915, P.L. 949, 84th Cong. Title II, sec 210 70
Stat. 972; amended Aug. 1 ' 958, P.L. 85-620, rine II, sec. 204, 72 Stat. 500; re-
designated and amended April 11, 196.5, Pl.. 89-10, Title I, see. 3(c), 79 Stat. 35,
amended April , 1970, l'.L. 91-230, Title IV, sec. 01(e) (1). 84 Stat. 173.
Repealed provisi it superseded by sec. 411 of P.L. 90-247, Title IV, as amended
(20 U.S.C. 1231 a) ) ; redesignated June 23, 1972, P.L. 92-318, sec. 411, 80 Stat.
334.

DEFINITIONS

SEC. For the purposes of this Act-
(1) The term "Federal property- means real propei't which is(

.

owned by the United States or is leased by the United States, and
which is not subject to taxation by any State or any political sub-
division of a State or by the District of Columbia. Such term includes
(A) except for p ioses of section 6, real property held in trust by
the- United States for indk idual Indians or Indian tribes, and real
property held by intik blind Indians or Indian tribes which is subject
to restrictions on alienation imposed by the United States, (B) for
one year beyond the eirti of the fiscal year in which occurred the sale
or transfer thereof by the United States, any property considered
prior to such sale or transfer to be Federal-property,for the purposes
of this act, (C) any low-lent housing %hethei or not owned by the
United States which is part of a low-rent housing project assisted.

'; under the United States lIonsing Act of 1937. section 516 bf the
Housing Act of 1919. or part B of title III of the Economic Oppor-

'tunit,i Act of 1961, and (D) any school which is providing flight
training to Diembes of the Air Force under contract nail arrangements
with the Department of the Air Force at an airport which is owned

\ by a State or a political subdivision of a State. Such term also includes
any interest in Federal property (as defined intlw foregoing provisions
of this paragraph) mkt an casement, lose, license, permit, or other
arrangement, as well as any imp ements of any nature (other than
pipelines 01 utility lines) u stick propert3 even though such interests
or imprmeenth are subject to taxation by a State or political subdivi-
sion .of a State or by the District of Columbia. Notwithstanding the
foregoing provisions of this paragraph, such term does not include
any real property tinder the jurisdiction of the Post Office Depart-
ment and used primarily for the pros ision of postal services.

(2) The. term "child." except as used in title IT, imans any child who
is within the age limits for which the applicable State provides free
public education.

C 0 ,
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(3) The term "parent'' includes a legal guardian or. other person
standing in loco parentis.

(4) The term "free public education" means education which is
provided r,t public expense, under public supervision and direction,
and without tuition charge, ioul which is provided as elementary or
secondary school education ire the applicable State, c xcept that for the
purpoSes of title IT such term does not include any e( ncation provided
beyo n d. grad e 12.

(5) The term "currert expenditures ' means exi»ditures for
public education, including expenditures for administration, instruc-
tion, attendance :LA health services, pupil transportation services,
operation and maintenance of plant, fixed charges, and net expendi-
tures to cover deficits for food services and student body activities,
but not including expenditures for community services, capital outlay,
and debt service, or any expenditures nia(!e from funds granted under
tithe II of this Act or title II or III of the Elementary and Secondary
Education Act of 1965.

(6) (A) For purposes of title I, the term "local educational agency"
means a hoard of education or other legally constituted local school
authority having administrative control and direction of free public
education in a county, township, independent, Or other school district
located within a State. Such term includes any State agency which
directly operates and 'maintains facilities for providing free public
education.

(B) For purposes of title II, the term "local educational agency"
means a public board of education or other public authority legally
constituted within a State for either administrative control or direc-
tion of, or to perform a service function for, public elementary or
secondary schools in a city, county, township, school district, or other
political subdivision of It State, or such combination of school districts
(-41 counties as are recognized in a State as au administrative agency
for its pu'ilic elementary or secondary schools. Such term includes
any other public institution or agency having administrative control

L. and.direction of iCpublic-elementary or secondary school, and it also
includes (except for purposes of sections 203(a) (2), 203(b), and
205(a) (1)) any 'State agency which is directly responsible for pro-

idi lig hoe public education for handicapped children (including
inept-ally retarded, hard of hearing, deaf, speech impaired, visually
handicapped, seriously emot ionally disturbed, crippled, or other health
impaired chine!' who by reason thereof require special education)
of for children in institutions for neglected or delinquent children.

(7) The term "State educationallegency" means the officer or agency
lrrimarily responsible for the State supervision of public elementary
and secondary scliools.

(8) The term "State" means a State, Puerto Ri.o, 'Nalco Island,
Guam, the District of Columbia, American Samoa, or the Virgin
Islands. and for purposes of title H. such term includes the Trust
Territory of the Pacific Islands.

(9) The terms "Commissioner of Education" and "Commissioner"
means the United States Commissioner of F ducation.
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(10) Average dail3 ateendance shall be deters, ,ied in accordance
with State law, except that (A) the average daily attendance Of
children Stith respect to m hom payment is to be made under section
3 or lotthis Act shall be determ:ned in accordance w WI regulations of
the Cilkinissioner, and (13) not ithstanding any other provision of
this Ac r7 AS here the local educational agency of t he school district in

hick any child resides makes or contracts to make a tuition payment
for the kee public education of such child in a school situated in
another salool district, for purposes of this Act the attendance of such
child at such schipol shall be held and considered (i) to We attendance
at a school of the local educational agency so making or contracting
to ma* such tuition pa) .cent, and (ii) not to be attendance at a school
of the local educational agency receiving such tuition payment or
entitled to receive such p?iyment under the contract.

(11) Tito term "county meatis those divisions of a State utilized by
the Secretar of Commerce in compiling and reporting data regarding
counties.

(1.2) The term "construction" includes the preparation of drawings
and specifications for school facilities; erecting, buildinfr acquiring,

kerma, remodeling. improviug, or extending 11C11001 1CS; and the
inspection and supervision of the construction of school 'facilities.

(13) The term "school facilities" means classrooms and related
facilities (including initial equipment) for free public education and
interests in land (ii1C111(11110 site, grading, and improvements) on which
such facilities are constructed. except that. such term does not include
those gynniasiums and similar facilit ies intended primarily for exhibi-
tions for which admission is to be charged to the general public.

(14) The term "equipment" inch les machinery, utilities, and built-
in equipment and and necessarN enc sures 01 structures to house them,
and includes all other items necessar for the functioning; of a particu-
lar facility as a ,facility for the pros 'sion of educational services, in
chiding items such as hist' uc tional equipment and ntyessary furnitare,
in Wed. published. and audio-visual instructional materials, and books,
periodicals, documents, and other related materials.

(15) For the purpose (If t it le II, the term "elementary school" means
a day or residential school which provides elementary education, as
determined under State law. and the ttnin "secondary school" means a
day or residential school which provides secontlae education, as deter-
mined under State law, exvept, that it does not include any education
provided beyond grade 12.

(16) For purposes of title II, the "average per pupil expenditure"
in a State. or in the -United States, shall be the ag"gregate current
expenditau.s. during the second fiscal year preceding,* the fiscal year
for which the computation is made (or if satisfaetory data for that
yelp are not avpdable at the time of computation. then during the
most recent pia .eding fiscal year for which satisfactory data are
available. of a lured educational agencies as defined in section
103(6)(B) in the State. or in the Vnited States (which for the pur-
ooses of this subsection means the fifty States, and the District of
Columbia). as't-lie case may be, plus any direct, current expenditures

+.0 64
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by tlie State for operation of such agenciei,(without regard to the
son-cc of funds from which either of such expenditures are made),
divided by the aggregate number of children in average daily attend-
ance to whom such agencies provided free public education during
such preceding year.

(17) For the purposes of title II, "excess costs" means those costs
directly- attributable to programs and projects hich exceed the aver-
age per pupil expenditure of a local educational agency in the most
recent year for which satisfactory data are available for pupils in the
grade or grades included in such programs or projects' (but not includ-
ing expeditures for any comparable State or local special programs, for
educationally deprived children or expenditures for bilingual pro-
grams or special education for handicapped children or children with
specific learning disabilities, if such expenditures for bilingual educa-
tion and special education are used to provide, to children of limited
English-speaking ability and handicapped children, and children with
specific learning disabilities who reside in title I project areas, services
which are comparable to those provided to similarly disadvantaged
children residing in nonproject areas).

(20 U.S.C. 244) Enacted Sept. 30, 1950, C. 1124, P.L. 874, 81st Cong., Title III,
sec. 303, formerly. sec. 9, 64 Stat. 1108; amended Aug. 8, 1953, e. 402, PL. 248.83d
Cong., sec. 10, 67 Stat. 530; amended Aug. 1, 1956, c. 852, P.L. 890, 84th Cong., see.
10, 70 Stat. 909; amended Aug. 3, 1956, c. an, P.t. 949, 84th Cong., Title H, sec. 211,
70 Stat. 972; amended Aug. 12, 1058, PI,. 85-620, Title II, sec. 205, 72 Stat. 560;
amended June 25, 1959 P.L. 80-70. sec. 18(d) (4), 73 Stat. 145; amended July 12,
1900, P.L. 8G-4324, sec.'14 (d) (4 ), 74 Stat. 414; amended Oct. 10, 1904, P.L. 88-
605, Title XI, see. 1102(b), 78 Stat. 1109; redesignated, and amended April 11,
1965, P.L. 89-10, Title I, secs. 3(e) (1), 4(a) -(c), (d) (1), (e), 79 Stat. 35;
amended Nov. 1, 1965. P.L. 89 313, sec. 6(c), 79 Stat. 1162; amended Nov. 3,
1966, P.L. 80-750, Title I, sec. 117(a) (1), (b), Title If, see. 206, 80 Stat. 1198,
1199, 1213, amended Jan. 2, 1908, P.L. 90-247, Title II, sec. 201, 81 Stat. 806;
amended April 13, 1970, P.L. 91-230, Title II, see. 203(b), 84 Stat. 156. Amend-
ment effective after June 30, 1970, redesignated June 23, 1972, P.L. 1)2 -318, sec.
411, 86 Stat. 334 ; amended August 21, 1974, P.L. 93-380, see. 101, 88 Stat. 501.

Elementary and Secondary' Education Act of 1965

.47

(P.L. S4 -10)

Timis II, III, V, VII, Arm VIII
AN ACT To strengthen and improve educational quality and educational

opportunities in the Nation's elementary and secondary schools

Be is enacted by the Senate and House of Representatives of the
United States of America in Congress assembled, That this Act may
he cited as the "Elementary and Secondary Education Act of 1965".

TITLE 1 --FINANCIAL ASSISTANCE TO LOCAL EDUCATIONAL AGENCIES FOR
'HIE EDUCATION Or CHILDREN OE LOW-INCOME FAMILIES AND EXTEN-
SION OF PURLIC LAW 874, Em IITY-FIRKr CONGRESS

* * * *

(Nov*. Title I an amendment to P.L. 871, 81st Cong., and Ispeluded herein
on p. 57 as a separate program.)

9,3
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TITLE Itscitool, LIBRARY RESOURCES. TEXTBOOKS
AND OMER INSTRUCTIONAL MATERIALS'

Ar mom Ario XS A UT! IOR 1ZEi)

SEC. 201. (a) The Commissioner shall carry out a program for
making grants for the acquisition of school library resources, text-
books, and other printed and published instructional materials for the
use of children and teachers in public and private elementary and
secondary schools.

(b) For the purpose of making grants under this title, there are
herd)) pthorized to be appropriated the sum of $100100,000 for the
fiscal Dear ending June 30, 1960, $125,000.000 for the fiscal year ending
June 30, 1007 $150,000,000 for the fiscal year ending June 30,496S,
$162,500,000 for the fiscal 3 ear ending June 30, 1909, $200,000,900 fCrr
each Of the fiscal yeas ending June 30, 1970, and June 30, 1971,
$210.000,t 00 or the fiscal year ending June 30, 1972. and $220,000,000

ar ending June 30, 1973, and each of the five succeeding
ept that no funds are ant hotized to be appropriated pi._

e Commissioner during any 3 eat for which funds are
ligation b3 the Commissioner for carrying out part B

for the fis a
fiscal yea]
obligation

ailable ft
of title IV.

(20 U.S.C. 821) Enacted April 11, 1965, P.L. 89-10, Title II, sec. 201, 70 Stat.
36; amended Nov. 3. 1900. P.l.. 89 750, Title I, sec. 121, 80 Stat. 1199; amended
Jan. 2: 1968.. P.L. 90-247, Title III. sec. 301(b), 81 Stat. 813; amended April 13,
1970, P.L. ,91-230,_,Title I. sec. 121(a), 84 Stat. 130; amended Aug. 21, 1974,

93-38:i, -see. 102 (a ) 88 Stat. 501.

ALLOTMENT TO STATES

SEC. 202. (a) (1) There is hereby authorized to be appropriated
for each fiscal 3 ear-for t poi poses of tlii*pa raga aph an amount equal
to not more than 1 per cfttnin of the amount applopriated for such
year for payments to States under section 201 (b). The Commissioner
Shall allot the amount appropriated pursuant to this paraw aph among
Guam. American Samoa, the Virgin Islands, and (lie Trust Territory
of the Pacific Islands according to their a espectiN e needs for assistance
under this title. In addition. he shall allot from such amount to (A)
the Secretary of the Interior the amount necessar3 for such assistance
for children and teachers in elemental y and .,..ondar3 schools oper-
ated for Indian children by the Departmen of the Interior, and (13)
the Secretar3 of Defense the amount necessary for such assistance for
children and teachers in tit er:Deas depuidents schools of the Depart-
ment of Defense. The terms upon which payments for such purpose
shall he made to f he Secretary of Inferior and the Secretary of Defense

1 section 519 of PJ, 93--3S0 provides as follows
St-te. 510 (a a There is established, In the Office of Education, an Office of Libraries

and Learning Resources (hereafter in this section referred to as the "Office"), through
which the rommo.sloner shall administer all programs in the (aye of Education related
to assistance for, and ce«mragement of, libraries and information centers nod education
technology'. -

(h) The Office Awn be headed by n Director, to whom the Commissioner shall delegate
his delegable functions with respect to the plogran, rdministered through the Office.



shall be determined pursuant to such ct'iteria as the Coludissionee
determines will best carry out the purpose or this:title.

(2) From ,the sums appropriated- fol cal ying out this title for any
.fiscal year pursuant. to section 201(b), the Commissionel shill allot
to each State an amount which bears the 'same ratio to the total of
such sums as the number Qf children enrolled in the public and private
elementary and secondary schools of that State Bears to the total
number of children so enrolled in such schools in tlie States.
The number of children so enrolled shall be determined by the Com-
missioner on the basis of the most recent satisfactory data available
to him. For Mrposes of this subsection, the term "State" shall not in-
clude Guam. American Samoa, the Virgin Islands, and the Trust
Territory of the Pacific Islands. 1

(b) The amount of any State's allotment under subsection (a) for
any fiscal year which the Commissioner determines will not be required
for such fiscal year shall be available for reallotment from time to time,
on such dates during such year as the Commissioner may fix, to other
States in propotion to the original allotments to such States under
subsection (a) for that year but with such proportionate amount for
any of such other States being reduced to the extent it exceeds the
sum the Commissioner estimates such State needs and will be able to
use for such year; and the total of such reduction shall be similary
realloted among the States whose proportionate amounts were not
so reduced. Any amounts reallotted to a State under this subsection
during a year from funds appropriated pursuant to section 201 shall
be deemed part of its allotment under section (a) for such year.

\(20 U.S.C. 822) Enacted April 11, 1905, P.L. 89-10, Title II, sec. 202, 79 Stat.
30; amended Nov. 3. 1966, P.L. 89-750. Title I, sec. 122, 80 Stat. 110; ainended
Jan. 2. 1968. P.L, 00-247, Title I. sec. 121, 81 Stat. 788: amended April 13. 1970,
'J.. 91-230. Title I. sec. 121(b). 84 Stat. 130: amended June 23, 1972, P.L.
92-318 sec. 421(h) (1) (A), 80 Stat. 341; amended August 21, 1974, P.L. 93-380,
sec. 102 (b), 88 Stat. 502.

STATE PLANS

SEc. 203 (a) Any State Ivhich tbsireS to receive grants under this
title shall submit to the Commissioner a State plan. inIsuch detail as
thi Commissioner deems necessary, which

(1) designates .r. State agency which shall, either directly or
through arrangements with other State or local public agencies,
act as ilk!r sole agency for administration of the State plhn;

() sets forth a program under which funds.paid to the State
from its allotment under section 202 will lie expended solely for
( A) acquisition of library resources (which for the purposes of
this title means books, periodicals, documents, audio-visual mate-
rials, and oth r related library toaterials), textbooks, and other
printed anel published instructional materials for the use of
children and teachers in public and. prn ate elementary an(
secondary schools in the State. and (B) administration of ti
State plan, including (i) the development and revision of star -
a rds resat i lig to liln ar resouret s. textbooks, and 96er printed and
published inst ructional inatet ials fmished for the rise of children
and teachers in the public ekThentary and seconda y Schools of
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the State, and (ii) the distribution and control by a local educa-
tional agency, of such library resources, textbooks, and other in-
structional materiels in carrying out such State plan for the use of
children and teachers in schools referred to in clause (A), except
that the amount used for administration of the State plan for any
fiscal year shall not exceed an amount equal to 5 per centum of
the amount paid to the State under this-title for that year or
850,000_ whichever is greater;

(3) sets forth the Criteria. to .be used in allocating library
resources, textbooks, and other printed and published instruc-
tional materials provided under this title among the children and
teachers of the State, which criteria

(A) take* into consideration the relative need, as determined
from time to time, of the children and teachers of the Stk.%
for such library resources, textbooks, or other instructional
materials,

(B) provide assurance that to the extent consistent with
law such library resources, textbooks, and other instructional
materials will be provided on an equitable basis for the use
of children and teachers in private elementary and secondary
schools in the State which comply with the compu ory at-
tendance laws of the State or are other*ise recognize by it
through some procedure customarily used in the, State,

(C) provide assurance that, in order to secure the effective,
and efficient use of Federial funds, there'.vill be appropriate
coordination at both State and local levels between the pro
grain carried out under this title with respect to library re-
sources and the program (if any) carried out ureter the
Library Services and Construction Act (20 U.S.C. ch. 16))
and

(D) provide assurance that equal consideration shall be
given to the needs of elementary and secondary schools for
library-resources, textbooks, and other printed and published
materials utilized for instruction, orientation, or guidance
and counseling in occupational education. :1

(4) sets forth the criteria to be used in selecting the library
resources, textbooks, and other instructional materials to be pro:
vided under this title and for determining the roportion of the
State's allotment Tor each fiscal year whicti will be expen ed for
likary resources,, textbooks, and other printed and published
instructional materials, respectively, and the terms by which such
library resources, textbook, and other instructional mitten s will
be made available fer the use of children a id teachers in the
schools of the State;

(5) sets forth policies and procedures designed to assure that
Federal fonds made available under this title"for any fiscal year
will be so used as to supplement and, to the. extent practical, '
increase the level df State. local, and private school funds that
would in the absence of such Federal funds be made available for
library resources, textbooks, and other printed and published
instructional materials, and in tins case supplant such State, local,
and private school fluids; e

A
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PREFACE

The following case study is one in a series of five dealing with
innovation in education. All the studies are aescriptive in nature and,
as the work of five different authors writing in their personal capac-
ity, they represent five quite indiviuual syntheses and interpretations
of vast amounts of info.mation. Yet the confusion that might be expected
from this method does not result. ::hat emerges from these studies is
instead a reasonably coherent statement of educational responses to the
post-war demanas of many more people for more and better education.

Perhaps it is not remarkable that the demands have been exerted
so consistently on such a variety of nations, nor that the response to
them has for the most part been so quick and positive. The nations
examined in this book are remarkably similar in that all have a long
and honourable tradition of public education, an industrialised economy
and a high standard of living. At first glance it even appears that

/
their solutions to the problems posed by recent educational deRands
are unusually similar: structural reform, curricular reform, compen-
satory and/or individualised learning systems - examples of each are
easy to find in any setting. Yet a closer reading of the five case
studies reveals wide and interesting variations: in priorities, in
perceived solutions, in strategies evolved or developed to implement
them.

Such variety of course reflects to a large extent differences in
'national climate', that peculiar combination of values, objectives,
aims and administrative tradition which, aside from language, makes a
nation distinctive. The explication of these aifferences is thua-a.
hidden theme of the fiVQ case studies taken as a whole, and an under-
standing'ofthis hidden theme is necessary to illuminate the more
obvious themes of change and growth.

An explanation .of this point can be found by comparing, even
superficially, Scandinavian countries such as Norway and ,;weden on the
one hand and the Unitea .states of America on the other. At least from
the viewpoint of the outside observer, Norway and Sweden have much in
common. Both relatively small in terms of population, they can also
claim a remarkably unifies ocial ana value structure. Furthermore,
their style - if such a eneralisation can be made - seems to be to
have a clear idea of 7 als and then to set about methodically reaching
them. This process aided by the existence of strong central goVern-
ments which are a e to plan and to legislate with a reasonably clear
assurance that -v,..at they propose will be achieved. Thus there exists
in Norway the . Itional Council for Innovation in 2ducation whose
mandate it is make reality of reform laws passed by the central
Parliament. The 'arliament, concerned in recent years with "large
questions of the role of scnools in SOciety", and sure enough of its
constituency, has concerned itself largely with structural reform and
new curricula - on a national scale.
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The situation in the United States is quite different,.even if
the question of relative size of total population is ignored. The
American federal government is based on a system of *checks and balances
so fine that it is often hard to determine either the source of impetus
or its ultimate manifestation. The situation is further complicated by
the well-protected existence of states' rights - particularly the con-
trol of education - and, once the issue of taxation is raised, by muni-
cipal and regional claims as well. Perhaps more important, the rich
diversity of the American population inevitably means confliCting social
and ethnic interests, values, and views of national priorities. The past
decade of AmeriCan life has indeed been one of fast-changing goals and
objectives and of,massive social upheaval. Much of the upheaval has
connected itself tb education and made demands accordingly: in the light
of this political andsocial background, it is not surprising that
American education responded by producing such a variety of innovations
in every area and at every level that the final array can be quite be-
wildering, whilst at the same time providing a vast reservoir of exper-
ience for others.

England and the Federal Republic of Germany likeWise provide differ-
ences quite distinctly their own. Writing of her own country's approach
,to recent educational change, the author of the English case study notes

" ... the English style is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except
in the most general sense which inspired the last major education
act: the need to widen opportunities and eliminate the poverty
both of, individual children and of the public provision of
education.(1) There is no national plan foreducation, no law
which specifies where development is necessary as in some OECD
countries. There is almost'no theory._The point is characteris-
tically made in a recent majorragrt on education (2): 'We
invited the help of a number of distinguished educationists and
professors of educational philosophy ... They all confirmed the
view that genefal statements of aims were of limited value and
that a pragmatic approach to education was likely to be more
fruitful.'"

The reference to "two decades of non-reform" in German education,
A phrase coined by Professor S.B. Robinsohn, is slowly becoming eroded,
especially during the last two years, which have been marked by funda-
mental Changes in many parts of the school system. With increasing,
co-operation between the Lander and with the initiatives of the new
Ministry for Education and Science, the need for a more systematic
approach to educational reform, and especially to educational experi-
mentation, seems more important in Germany today than in many other
countries.

Despite these differences in background and style, the five country
studies do show one overriding problem in common: the need to change and
improve their educational systems% Furthermore, as their experience
increases, they all face the reality that explicit measures to facilitate
the management of educational change are necessary,that innovation and
improvement cannot be haphazardly left to chance.
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"Rapid advance in education research, development and actual
instructional innovation will be impossible until a pattern of order
and effective co-operation is established among school districts, state
school offices, universities and federal funding agencies. Although
many excellent things are now being done, a survey of the nation as-a,
whole would show a discouraging lack of systematic effort and a waste
of time, energy, and resources."

Committee for Economic Development, 1968.

"... fundamentally the public schools have not changed to meet .

this rapidly changing society. This is particularly true of public
school_syst6did-in large cities. I say this with full knowledge of the
many, many innovative devices, procedures and concepts which.have been
introduced into the public schools of large cities by forward-looking
and dedicated staff members. But I repeat, the general pattern of the
public school has not changed to meet a vastly changing society."

Bernard Donovan, Superintendent of Schools, New York City, 1967.

"The changes reported by California school districts indicate,that
a revolution is taking place, characterized by increased specialization
of assignment of teachers, the development of specific instructional
programs for groups of students with identifiable special characteris-
tics, and applications of new technology."

Donald Johnson, Administrative Consultant, Bureau of National Defense,
Education Act Administration, Department of Education, State of
_California, 1963.



I. SOURCES OF PRESSURE FOR INNOVATION

Educational innovation is only a small part of educational change -
that part which consists of technical or social inventions deliberately
implemented. Rapid educational change in the United States during the
last two decades has brought strong pressures for innovation. There has
been an accelerating democratization of higher schooling. High school
graduation, formerly the privilege of a minority, has become the pre-
rogative of the majority and the norm as well, so that those who do not
complete high school are now stigmatized as "dropouts ".* They are
supposedly unemployable in a post-industrial occupational structure
which has an increasing proportion of professional, technical and white
collar jobs and declining proportion of blue collar jobs.**

The fastest growing part of the educational hierarchy in the
United States, however, has been the colleges and universities. Elemen-
tary and secondary education, which absorbed the postwar baby boom,
increased their enrolments by 37 per cent during 1955-65, while enrol-
ments in higher education doubled in the same decade. Over half of all
high school graduates now go on to college. As a result, the demand
for academic preparation in high school has sharply increased. This
enlarged demand for college-preparatory courses and pressure for aca-
demic up-grading led to the famous curricular innovations of the
fifties and sixties in the high schools. Intense competition for college
entry put the universities into a position of great influence over the
high school curriculum. Academic high school texts, which were written
by professors of education in the heyday of the mass terminal high
school, are being rewritten by eminent university professors in the new

. "If we look at fifth grade cohorts from 1920 through the present,
and if we plot the dropout rate for each year, we obtain a rather
smooth curve that shows a decline from about 80 per cent high school
withdrawal in 1920 to about 40 per cent in 1960 ... voluntary with-
drawal has declined from about 7u per cent in 1920 to about 25 per
cent in 1960".(1)

"
... there is an evident occupational handicap involved in dropping

out, but the handicap of ... being nonwhite is far greater. About
12 per cent of the white dropouts were unemployed among those who
had a few years to secure work;'but nearly 18 per cent of nonwhite
graduates in the same age group remained unemployed". Ibid.,p.8.
Saleem & Miler also found in Syracuse that high school graduation
made a difference in the employment prospects of middle class students
but not in those of working class students. This suggests that even
when they are high school graduates, students from working class
homes look for blue collar jobs, and that high school graduation is
not relevant to obtaining these.(2)
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age of mass college preparation. The new academic high school curricula,
more advanced than those they replace, have been introduced mainly into
upper-middle class suburban high schools which send their talented grad-
uates to prestige colleges. Toward the other end of the academic talent
continuum, high schools which must "hold" and make suitable provision
for the youngsters least adept at school work are in difficulty. Little
innovative energy has been directed to their problems.

The democratization of schooling is also a facet of our traumatic
national struggle to incorporate American Negroes into an urban, indus-
trial class structure with its characteristic pattern of upward mobility.
The old southern agricultural economy based on the Negroes' cheap labour
has disappeared. Disappearing along with it is the repressive caste sys-
tem which kept labour cheap by holding the blacks "in their place" -
that is, in a lower caste with no chance to win wealth, honour and power
through occupational achievement. Part and parcel of the caste system
was the denial to Negroes of an education in any way comparable to the
public. education offered' to whites.

With the rural South no longer offering them a livelihood, Negroes
have been migrating from country to city, and from the South to the
North and West. Only a little over 50 per cent of United States Negroes
now live in the South. They are distributed between rural and metropoli-
tan regions like the white population, but within metropolitan regions
they are far more concentrated in the central cities than are whites.
This is especially true of the largest metropolitan regions.

While de facto residential segregation of the races is strong, de
facto racial, segregation of the schools is stronger still. The popula-
tion of elementary school age is more heavily Negro.than the population
as a whole. In addition, many yhites in central cities attend non-public
schools. Seven out of ten of the largest metropolitan regions have cen-

,;,tral cities with public elementary school populations which are more
50 per cent nonwhite and more cities are moving in that direction.

ltrward J. Logue, former Director of the Boston Redevelopment Authority,
has predicted that Boston, whose elementary school population is at
present 30 per cent nonwhite, will have reached the 50 per cent mark
in five years. Repeatedly in Boston, schools which were sited leo that
they would be racially balanced under Massachusetts law when planned
(i.e. no more than 50 per cent nonwhite) were racially imbalanced by
the time they were opened a few years later. There is an element of
social class segregation involved which is equally important. Among 16-
and 17-year olds, 14 per cent of the white middle class and 14 per cent
of the white working class now attend non-public schools; 40 per cent
of the Negro middle class and 1 per cent of the Negro working class
attend non-public schools. These figures do not differentiate between
city and suburbs. Whites accomplish most of their social class segrega-
tion by migrating to suburbs where they attend public schools, with a
homogeneously upper middle class clientele.

As a result of these trends, the public schools of the central
cities are becoming heavily populated with working-class and lower-class

. nonwhites. This de facto resegregation has completely overwhelmed de iure
desegregation. In New York City in 1954 the Negro and "Puerto Rican popu
lation was 29 per cent of the elementary school population. In 1964 they,
were 50.5 per cent of the total ... While the number of segregated schools
(defined in New York City as more than 90 per cent Negro and Puerto Rican)

S
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in 1954 was 7.1 per cent of the schools, by 1964 they were 25.3 per
cent. The per cent of segregated elementary school buildings more than
tripled while the nonwhite elementary population slightly less than
doubled.(3) The school-population'in Washington, D.C. is 91 per cent
Negro. Of eleven high schools in the District examined in a study by
A. Harry Passow, one was 93 per cent white, one 60 per cent black and
the rest between 84 per cent and 100 per cent black.(4) As of 1966,
almost 80 per cent of all white pupils in the first and twelfth grades
in the United States as a whole attended schools from 90 to 100 per
cent white, and 99-per cent attended schools at grade 12 that were 50
per cent or more white. More than 65 per cent of all Negro pupils in
the first grade attended schools that were between 90 and 100 per cent
Negro. And 87 per cent at grade 1, and 66 per cent at grade 12, attended
schools that were 50 per cent or more Negro. In the South most students
attend schoola-that are 100 per cent white or Negro.(5)

The same forces which have presented the central city public schools
with a clientele deriving from the educationally weakest homes in the
nation have eroded the tax base frot which they draw their funds. The
gap between central city and suburban financial resources for education
is growing, wider at the very time when cities need a relative strength-
ening Of their schools, and at the very time when the demand on them
for eduCational "output" is intensifying. This is not true for New York
City which spends $1,000 per pupil - more than some suburbs. But it is
true for the nation as a whole. For a sample of 35 large metropolitan
area suburbs in 1963 the per pupil expenditure was $559.42 in the
suburbs as compared to $414.46 in the cities. In 1957 expenditures per
pupil were approximately the same for cities and suburbs.(6)

Inner city public schools are now expected to teach all Of their
pupils to read. Anything less is defined as intolerable failUre,although -
retrospective mythology to the contrary notwithstanding - the public
schools systems of the cities in the 1910s and 20s did not teach all of
the children of immigrants to read. It mattered less then,'since the
elementary school dropouts of that era could find unskilled jobs which
were acceptable to them.

The gap between rising academic demands and declining results in
the central city public schools is a major-Nerce of pressure for inno-
vation. The pressure' was increased by the report on Equality of Educa-
tional Opportunity(7) (the Coleman report), published in July, 1966,
which documented the failure of schools to overcome differences in aca-
demically relevant skills that white and Negro children bring from home
to their first grade classrooms. The initial differences were predict-
able, given the deficient educational heritage of millions of Negroes
who have migrated to city school systems from the rural South. Gener-
ations-of under-education do not produce parents able to train thPir
pre-school children to the levels of mastery in spoken language, per-
ceptual discrimination, and role-playing which well-educated parents
automatically expect and almost unintentionally teach.

The failures of elementary schools to close the cognitive gap gener-
ated by vastly different homes in the first five years of life is not
new; but due to the Coleman report it is newly recognized. There ip now
an almost desperate search for innovations to help overcome these gaps.
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Finally, the drift toward nationalization of all American institu-
tions, and increasing federal as opposed to local government power, have
affected education dramatically during the past fifteen years. For one I

thing, there has been an explosion of federal funds for education. In
1950 the United states Office of Education (U.S.O.E.) had a staff of
about 300 and a budget of $40 million. In that year it was charged with
administering a programme of grants to school districts where military
bases and other federal installations were located. In 1953, education
received more prominence in the federal government through the estab -4
lishment of the Department of Health, Education and Welfare. In 1954
the Cooperative Research Act was passed. Under tnis act U.S.O.E. funded
research in education on the basis of proposals initiated by academic
and other professional researchers. In 1957, the National Defense Edu-
cation :fit gave U.S.O.E. control over vast grants to secondary and
higher institutions to increase the production of scientists, engineers,
and language specialists. (This was the response to Sputnik.) By 1962,
U.S.O.E. had 1,400 employees and an annual budget of $600 million. In
1963-64, it became the administrator of the Vocational Education Act
and the Higher Education Facilities Act. Title IV of the Civil Rights
Act of 1964 gave the Office of Education the power to assist by advice
and money in the desegregation of schools; Title VI of the same law was
an injunction against federal grants to school districts which practiced
segregation. In 1965, the Congress passed the Elementary and Secondary
Education Act (E.S.E..). Title I of,this law granted federal funds to
school districts where a large proportion of families were below the
"poverty line". Title II of E.S.E.A. authorized a five year programme
of grants to states for acquisition of library resources and other
instructional materials. Title III provided for "supplementary education
centers and services"; it wa
innovative projects..Title V
ening state departments of e
solicited and financed propo
and, in addition, a network
ment and dissemination of ed

intended to finance the development of
of E.S.E.A.provided a small sum for strength-
ucation. Under the E.J.E.A. the U.S.O.E.
als for ten Research and Development Centers
f "regional laboratories" for the develop-
cational innovations.

This is only a small part of the picture ofdrift toward federal
influence in education. The Department of Defense and the Veterans'
Administration combined spend more on education than does U.S.O.E. In
addition, the National Science Foundation, the National Aeronautics and
Space Administration, the Department of Agriculture, the Department of
Labor, the Department of Commerce, the Office of Economic Opportunity,
the National Institutes of Health, the Public Health Service, the Atomic
Energy Commisaion, and the Office of Vocational Rehabilitation are
federal agencies which spend significant amounts on education. In 1962
total federal expenditures in this field were somewhere between $2.2
billion and $3.5 billion depending on whose estimates are used.

Some degree of national uniformity in education is made necessary
by the geographic mobility of the American people. Regions with low
birth rates and high school expenditures suffer when they must cope with
the immigration of families from regions of high birth rates and low
school expenditures.

Most of the r.lin-governmental agencies which influence the contents
of curriculum and standards of performance are national in scope. The big
textbook publishing firms produce for a national market. The well-known
testing agencies have developed achievement and aptitude tests which are
used across the country. Local schogl systems judge their pupils against
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the test norms which are derived from national samples. regional accre-
diting agencies set minimum standards of course offerings, faculty
quality, library holdings, and physical facilities which private secon-.
dary schools and colleges feel compelled to meet. The national profess-
ional associat.ons of educators and unions of teachers are a force for
uniformity in qualifications and working; conditions of schoolmen.

The most recent expression'of this trend is the work of the Com-
mittee on As:epIng the Progress of Education. With funds from founda-
tions and U.S .E., the committee is conducting a national survey of
what_school-chilaren at every grade level have learned.(8) The plan
was resisted by officials who dislike the possibility of invidious
comparisons. To meet their objections, the assessment, like the Coleman
survey, will report its findings accordity to sulh characteristics of
pupils as the regions where they reside, type of ommunity, age and sex;
but it will not identify school systems. nevertheless it will contribute
to more explicit and influential national standards of school achievement.'
Groups and areas which are lagging behina,the national average will be
under pressure to catch, up - and this ,,ill provide another thrust toward
innovation. :

i
.

An mpending change in the control structure of public education
is the possible break up pi the largest school bureaucracies in the
biggest central cities. These bureaucracies have been acused of failure
to change to meet the nee s of their changing pupil clientele. They are
called excessively large nd rigid. They are encumbered with numerous,
internal veto powers whic4 make it easy to. stop any initiative but
exceedingly difficult to carry through a positive programme of change.
A number of alternatives to the single school system witn a monopoly on
public education in the city have been\suggested. The Bundy report
(cf. Mayor's Advisory Panel, Reconnection for Learning (3) proposed
decentralization of the New York City public schools: in effect division
of the city into a number of smaller, semi-autonomous school districts:
The U.S.O.J. is promoting "community participation" in school decision-
making through Title I and Title III of i.S.E.A. Opinion leaders have
proposed university-controlled schools; state-run schools; vocational
high schools run by private corporations under contr4ct to the state;
government t,ition grants to parents combined vita a' syc4-e7.1 of competing .

independent schools, and various combinations of these.

Although,attentionis focussed on the central cities because they
are in a state\of crisis, it should be noted that there exists no good
assessment of the impact of innovative forces on rural areas, smaller
cities, and the affluent metropolitan suburbs. Lower middle class and
blue collar suburbs have eeiucational problems very similar to those of
the central cities. Tne last have the finest public school systems in
the country responsive to powerful community demand for "the best" in
education for their children. They have probably been more receptive to
innovation than any other group of public schools, and they nave needed
it least.

Innovations can be classified for convenience into three types:
(1) innovations in the organizational structure of school systems and
schools; (2) curricular innovations; and (3) technological innovations.
Most important by far are the organizational innovations. Changes in
curriculum and the introduction of new technology always require

4.1
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accompanying organizational changes, but the fact is sometimes not
recognized. When it is not, innovations in -schools which have not been
restructured to accommodate them are resisted, eroded, and finally
abandoned.

,
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II. TYPES OF INNOVATION

Organisational Change

1. Desegregation. Under the United States Constitution, control of
education is reserved to the states. The famous Supreme Court decision
of 1954, Brown v. Board of .Fduoation, held that state laws reqUiring
white and Negro, children to attend Separate schools were unconstitu-
tional. The decision overthrew the earlier doctrine of Plessy v.
Ferguson (1896) that "separate but equal" public facilities for the
two races were perMissible. Brown was nit a sudden rdversa of doctrine
but the culmination of many decisions dating back to '458 in which the
Court had been moving gradually closer to the po --A public
facilities racially segregated by law were inhe ' ,qual.

In the 15 years since Brown many, court decisions and some federal
and state laws have clarified and elaborated upon the doctrine. The
Civil Rights Act of 1964 gave the Department o4 Health, . education and
Welfare (H.E.d.) the power to assist School districts which asked for
help in desegregating and the right to cut off federal funds from
districts which did not desegregate by a certain date; but for political
reasOns H.4!;.W. has used these powers very gingerly. One or two states,

-far instance, Massachusetts, have outlawed de facto segregation, but the
Massachusetts law has not been enforced. The law was passed with the
votes of Jegiblators from communities with virtually no Negro population.
State legislators from the'three cities of Massachusetts which have
large Negro populations - Boston, Springfield, and New Bedford - did not
support it.

In the southern states where de jure segregation was the rule,
there has been a counterpoint of state plans to evade the law, followed'
by court decisions declaring the evasive plans unconstitutional,
followed id'turn by still more ingenious evasion and delay.

There is a small bright side-to the gen?rally dark picture. Few,
if any, middle-to-large-sized cities in the country are now without
some kind of desegregation or integration plan, however effective, and
in whatever stage of implementation. Most of these are fairly straight-
forward attempts to comply with civil rights legislation, but there are
some that are going beyond legal injunction to the point where they
might have some effect on education.

Berkeley, California, a city of 120,000 surrounding the main
campus of the University of California,-deseLregated its public schools
partly by bussing not just out of the slums,but in both directions.
White children in grades four to six go from Berkeley's middle-and-
upper-class neighbourhoods in the wooded hills near the university to
schools in the flatland Negro sections near thi bay. The younger Negro
children are bussed out for Kindergarten and third grade classes in the
white areas.(9) In-Boston, over a thousand self-selected Negro children

N,
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Ore bussed to schools in the suburbs from -le city's black ghetto;
the plan is federally financed. Hartford, Co.necticut, has a similar

When all this is said, the concrete results of Brown have been
small and slow in comin;. As a result of massive Negro migration to the
North, where blacks live in segregated neighbourhoods, de facto school
segregatien has increased since 1954. It is against this background of
the failure'of desegregation to be implemented that black militant
demands for self-segregation by choice must be understood.

2, Decentralization. New York City has 900 schools with a staff of
6r ' teachers. A 1966 study of decision-making in the school system

d that power is highly concentrated in a group of about 30
ti ,-arters officials who have low public visibility. The Board of
:education has the appearance but not the reality of pbwer. Because it //

is without a permanent staff, the Board's policy decisions to desegre-
gate New York City's schools by means of careful-site Selections for /
new school.buildings, school pairin, bussing and other means were
effectively delayed by headquarters staff, who alone. had the expertise
to idplement them. nventw%lly an articulate opposition group of white
parent's was mobilized and the Board of Education simply did not carry
out its pledges.(10)

Site selections can be made so as to try to guarantee a racially
mixed catchment area. School. pairing means tal-ing two schools relatively
near to each other, one predominantly white and tne other predominantly
,black, and putting all of the children of certain grades, say X through
3, into one of'them, and all the older children into the other. The
school bus is a well-known American institution used to transport rural.
children to distant schools. It is now used tc bus Negro children to
school in the suburbs or on occasion to other sections of the city. What
is significantly called "reverse bussing" means bussing white children
out of their neighbourhoods to schools elsewhere, usually into less
'affluent neighbourhoods. The spectre of "reverse bussin:;" is almost
always enough'to arouse fierce opposition in the white community.' It
has often been used as red flag to prevent any desegregation plans
from gaining support.

A serious difficulty of the New York City school syttem is that
it receives an unjustly small share' of state aid. This is true of most
urban school systems ami has to do.with rural over-representation in
United States state legislatures. Under the New York State formula, the
city would receive more state aid for education if the five boroughs
had separate :-chool sy:ztes",s. The formula depends on calculations of land
values wnien conotitute the community's tax base. lianhattan land values
are ao ni;:h as to put Jle.city as a whole at a disadvantage. If The
Bronx, Iiicien.ond, queens an(i Brooklyn were treated separately, the city
would receive $100 million more in state aid uncier the present formula.

,- It was this fact -ssich first led New York City to seer: to decen-
tralize its senoolisystem. ;iithout reviewin, the entire history of the
quost:er, here, the state rdered Vlayor Lindsay to have a pine] study
the q=.;tich and presont plan for decentralizatIon. The layor's
Advisory Panel, headed 1,,,! hoGeor,:e 13,,ndy, isJued a report on 9th November,

- 1967 detailin; a decentr41iation plan. At the same time the Ford
4 /1
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Foundation, also headed by Bundy, gave funds to three local school
boards - two of them in black communities - to strengthen their
activities.

The so-called Bundy plan and Nayor Lindsay's proposals for radical
decentralization of the school system were opposed by the Board of
Education and the United FedeNation of Teachers (U.F.T.). The U.F.T.
believed its contractual `gains from the city would be endangered if
decentralization compelled it to negotiate contracts with newly-
constituted 'school boards. For similar reasons; the teachers' unions
in most large cities have a vested interest in retaining the present
centralized'control structure. The New York U.F.T. also believed that
the interim decentralization plan - under which the Ford-funded districts
were functioning f. did not adequately protect the job security of
teachers in those districts. The districts felt just as strongly-that
the plan fell far short the total "community control" they wanted.
Durin:: the school year 1968-69 the union and the districts were locked
in intense conflict over alleged violations by the districts of teachers'
rights. The city suffered three teachers' strikes. School was closed
almost continuously from September to mid-November. Tension between the
predominantly white, and Jewish, union and the black districts spilled
over to spread ethnic tension throughout the city. In late spring the
state legislature passed a decentralization law much weaker than.the
Bundy proposals, and one under which the three "Ford" districts would
be abolished. It was a clear victory for the union. In the meantime,
however, education in the city had several times been brought to the
brink of chaos, not only by the strikes, but by student-organised
disruptions in many high schools. The events accelerated the movement
of the middle-class -both black and white - out of the public schools.

3. Community Control. A more extreme substitute for the big city school
system than decentralized districts is community control of the schools.
This means breaking up the existing bureaucracy into smaller school
systems based on residential communities which, by implication, are
ethnically homogeneous. The system would be subject only to state law,
free Of any city-wide controls, and would be run with active partici-
pation of the laity.

To a large extent the community control movement grows out of the
,black power demand for black control of all ghetto institutions. It
also draws on experience with the Johnson war on poverty which provided
for "maximum feasible participation" of the poor in administration of
federal anti-poverty funds in their neighbourhoods. The economic
Opportunity sct created hundreds of organisations in inner-city neigh-
bourhoods under the "maximum feasible participation" provision, giving
experience in organising in dealing with government, and in the uses
of .olitical pressure to thousands of previoasly inexperienced men and
women. Nany in the community control movement are veterans of the anti-
poverty war.

Community control is strongest in New York City where it is tied
to black power. In Boston that tie is less exclusive. There, a more
muted movement has been set in motion partly by Title I and Title III
funds. UngAr Title III, community groups have been formed by an office
of the Boston Scnool Department to help plan innovative new schools
for taeir areas. Title III has also financed a parent-tescher school
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advisory group in the black community. Once formed, the groups do not
remain docilely within the bounds envisioned by their sponsors. They
press for movement from advisory to policy-making status. This pattern
is repeated in many Amgrican cities.

From a European perspective, lay participation in control of the
schools is precisely an American distinction, so that community 'control
may seem less of an innovation than an extension of existing arrange-
pents. From an American perspectie, community control of the schools'
is part of a larger social movement toward l'evival of the small
community =anti-bureaucratic, dedicated to curing the alienation
gensrated by a society of gigantic organisations. At the same time,
community control would vest new power over their schools in urban
neighbourhoods.

Although broad" political and social motivations and narrower
educational ones are intermingled in the movement, the political goals
are dominant. Furthermore, the argument that community control would
improve education rests on rather weak grounds. For one thing, it is a
segregationist position of a new kind. The black communities want to
staff their schools with black teachers and administrators who, they
claim, would instil pride and a sense of power in the children, thereby
improving their academic performance. The fact that the segregated
.black schools of the -South were usually staffed by blacks has no
relevance, since self-segregation by choice is psychologically at the
opposite pole from imposed segregation.

The argument has plausibility but there is no firm evidence for

or against it. Part of the difficulty in predicting outcomes arises
from the fact that one cannot substitute equivalently qualified black
teachers for -:hites. Coleman reported that, on the average, the blacks
nov licensed to teach, or in training as teachers, have verbal abilities
and academic backgrounds inferior to the average of white teachers.(11)

.Wnt4her they would have more favourable attitudes toward black pUpils

and these would more than compensate for academic deficiencies, no one

can say. Middle class black teachers do not always have favourable
attitudes toward lower class black pupils.

In white ethnic minority neighbourhoods, community control is
sometimes an old-styld anti-black segregationism in thin disguise.

there desegregation could only occur by transporting children`out of
their communities to school, community control negates this possibility.
The liberal instigators of community control are often discomforted to

find some of their supporters believe it will rescue their childrem from
the nebessity of attending even high school with black students. Iron-
ically echoing the black mi3itants, white ethnic groups talk of the need
for their own community high schools to preserve their cultural identity.

One argument for the edleational benefits of community control is
that parental involvement in the school improves children6' academic
motivation. There is empirical evidence for this belief. What is not

clear, however, is whether community-based small school systems can
sustain parental participation any better than large school systems.
Once the excitement of the movement is past, there is little reason to

believe that the level of parental involvement would be-huch greater

than it is now.

.4"
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4. The Community School. Related to the ideas of decentralization and
parent partidipation but somewhat distinct is the concept of the
"community school". This school is supposed to serve not only children,
but all members of the community on a 14-hour-a-day, six-days-a-week,
year-round basis. The school building or complex of buildings is con-
ceived as housing many services in addition to schooling. They include
recreational facilities, meeting facilities, cultural facilities and
social, informational and health services. In Boston, urban renewal
plans for residential and commercial building are closely tied to plans
for community schools. For instance, a planned Secondary Education
Complex for 5,000 students, to be located in the Negro neighbourhood of
Roxbury, includes commercial services such as movie theatres and
restaurants and some housing for faculty. The planned new Quincy Elementary
School building also includes commercial and community services as well
asflptivate apartments.

4 This kind of planned environment is intended to encouragethe flow
of daily activity in close proximity to the school and to make the use
of the school building by adults in the community both convenient and
natural. In this way, it is hoped that the. isolation of the school from
the community will be overcome and community participation in school
decision-making encouraged.

However, in many cases there seems to be no clear idea whether
what is wanted is a school with deep ties to its local neigabourhood,
or a school which will draw both its pupils and participating adults
from throughout the city and beyond. The Secondary Education Complex
in Boston, for instance, called a "magnet school". One of its aims
is to have a pupil composition which will be representative of the
entire city, socio-economically and racially. If that is to be the case,
the school will have to draw pupils from bey "nd the local neighbourhood.
Its "community" cannot be the neighbourhood but must be the total group
of families it serves. In Massachusetts, the community school idea is
complicated' by the state's Racial Imbalance Law which requires that no
school be more than 50 per cent nonwhite. In very many cases that would
mean that pupils must be drawn from outside the local neighbourhood.
How this kind of recruitment meshes with the idea of local participation
in decision-making is not clear. The almost contradictory combination
of the "community school" with the "magnet school" overlooks the fact
that some working-class and ethnic groups form genuine neighbourhood
communities. While this might facilitate identification with a community
school, it is not compatible with amiable acceptance of outsiders.
Alread., the parent planning group of one new school in Boston's black
ghetto has protested the reservation of places in the school for white
students from outside the neighbourhood.

5. School-University coalitions. The City University of New York has
suggested that its College of Education should run an elementary school
in Harlem both as a training _round for teachers and an exemplary school.
The proposal has not been implemented. Such a plan was carried out by
the Adams and Morgan Elementary Schools in the District of Columbia and
the Antioch College - Putney Graduatll School of Lducaton. The Antioch-
appointed Director of that ,roject published an article detailing its
difficulties which ended in Antioch's withdrawal. The project staff
provided by Antioch was inexp-2rienced in elementary school organisation
and curriculum and was hampered by time pressure.(12)



In the Boston lietropolitan Area - though planning documents speak
glowingly o' drawing on the resources of the great universities - these
private universities have so far contributed relatively little to inner
city school innovation. Traditionally, the Boston schools draw their
teac:ling staff from the state colleges and a small f;roup of Catholic
colleges. The private universities' schools of educaticn have supplied
teachers for the suburbs; While ever,, one of the private universities
is involved in one or more of Boston's innovative projects, these
projects, usually federally financed, are generally underfunded, and
understaffed, and like the Antioch project, suffer from lack of
experience of the uniniersity personnel with inner city schools. The
orientation of these schools of education has been, until recently,
almost exclusively to the children of the middle clases. The teachers
they train and the instructional innovations they purvey have worked
in the suburbs but have had liptle testint. in the Ghettos. It is not
at all.clear that a simple tjhnsfer of suburban styles of instruction
to the ghetto will serve. The teacher training institutions have a
good deal of experimenting to do before they will know how to make
bhetto schools excellent. There is also the financial problem to be
solved. Suburban school systems not only offer teachers the pleasant

\prospect of "success' with children who are destined to be education-
ally successful anyway, they pay more an well, and so attract the
superior teachers. Reversing t-is trend is largely a question of salaries
but also involves creating an atmosphere of i*ofessional challenge for
teachers in city schools. The leading teacher-training institutions

\ would seem best able to create an 'atmoephere of this sort on a demon-
straticn basis. Yet there are few instances so far where they have done

6; Education of "Hard-Core Unemployables" by Private Industry. There

are numerous efforts of this kind, most of them funded by the federal
Government and encouraged by the National Alliance of Businessmen.
(Some large companies, for instance General Y.otore, finance their
programmes themselves). In general the companies find that training
"hardcore unemployables" (men from poverty groups) costs $2,500 to
$3,000 per person, much more than th:: usual on-the-job training costs.
In addition to remedial arithmetic and 2n:1ish, most of the companies
find they must train the men in "work habits" - like arriving on time,

and not being frequently absent. Sometimes people fail to report for
the job because, not being able to read, they car.'t find which bus to
take. "Chrysler found ... only one 'in five ovned an alarm clock, because
they had never needed to be any place at any particular time".(13) (For

a good account of the reasons for absence of "wor!;. habits" among-lower
class Negro men, see Li2bow.(12)) Companies have varied in their reports
of success. Chrysler resorted more success than it had hoped for,
2quitable Life, much less. Success seems to depend on acceptance of the

fact that the investment must be high, traininG croups must be iT111,

the amount of special counselling and help in overcoming educational
deficiences must be large, and there must be a cniaranteed prospect of
a good job Frith a future if the trainee in to stick with a course

of study which is very difficult for him.

7. Team Teaching,. Non-Grading, Flexible Scheduling. In a series of
books published by the Indiana University Press, each of the three
above-mentioned innovations is described as a "bold new venture". They

-20-



are, nonetheless, a logical extension of the wellknown trends of
progressive education and are very much in the.nonauthoritarian child
raising tradition. They are treated tosether here because in practice
they are linked. s school'may begin by nongrading without inaugurating
team teachiss,, but the process involves a collaboration among teachers
hich is quite different from what follows from the "selfenclosed

classroom. In effect, it is a kind of team teaching. Similarly team
teaching may be the first innovation, but usually its objective is to
facilitate "individualized instruction" the major form of which is
nongrading.

One might use the spatial organisation of the nongraded school
as a way of describin; its characteristics. If it is a secondary school,
it may accomModate as many as 5,000 students, but it is explicitly
structured t& have the advantages of both largescale and smallscale
organisation. fivethousandstudent high school is likely to be
divided isto ousel of about 1,250 students each, and each house is
further subdivided into "resource units" inpluding 250 students, 15
teachers, and five other staff members. Each house has its own master
and coneiderable autonomy. Ideally, students identify with their houses
and it is hoped that they have a personal relationship with every member
oi: their resource unit. srchitecturally, the resource unit ("pod") is
the basic buildins block of the school. It consists of a number of rooms
with movable walls trouped around a center which contains curricular
materials, teachers' offices, individual carrels (perhaps equipped with
television sets or computer consoles) and areas for small Troup work.
The center also contains c library of books, film loops, video t pes,
audiotapes and records. The resource units thesselves are :1-oupe
around some central administrative facilities of the House and possibly
a larger library used by the douse as a whole, and the Houses, in turn,
are grouped around a few major facilities used by the school as a whole:
its administrative center; its dataprocessing center; its health center;
its major culturalrecreational center with auditoriums, swimming pools
and gymnasiums. The classrooms in the resource unit can be changed in
size for either small or largegroup instruction because the walls are
movable. come critics feel this is undesirable and that the school
should have rooms desisned e elusively for large group instruction,
where all electronic equipment is at fingertip control of the teacher;
rooms deeisn-d exclusively for small seminars; and multipurpose rooms
where small groups and individuals can simultaneously use self
instructional materials, and pursue independent study projects.

The school is ,on a flexible schedule usually known as a modular
schedule. It divides time up into modules of thirty minutes which can
be combined into lonser periods as desired. The teacAing team, decides
on various time combinations for different units of instrUction, A
given level of social studies may meet in a large group once a week
for an hour; in small discussion -2roups twice for 30 minutes; and then
have an hour of scheduled independent stud;:. The scsool may cycle its
schedule every week or every six days or every three days,'or in any
way that seems desirable. It is the Omputer that sakes this flexibility
poseible. Given the prescriptions of he faculty for time schedules of
courses, the course elections of the .tudents, and the spaces available,
the computer matcses people, .,pace anc time o_timally and expeditiously.

"IndiFlexS (Individualized Flexib e scheduling) calls for teaching
teams ... the small and large groups with independent study patterns can

"411
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be used without team teaching, but the advantages of team teaching to
both students and teachers make its use judicious. Teams of teachers
can be organized in a variety of ways all teachers of one subject
area who teach the same course may be members of a team. An alternate
Method ... is by blocks of students. In this method teachers of several
disciplines who have a common group of students are on a team".(15)

Still another kind o2 team differentiation is a hierarchy of
skill and authority. A teaching team is made up of a Team Leader who
is a master teacher and a trainer of teachers, a few Associate Teachers,
a few teaching interns, and several para-professionals who do secretarial
work, help with discipline and housekeeping, and possibly with some
teaching and student counselling. In some cases it has been proposed
that the para-professionals should be on a ladder toward a professional
degree involving more practical and less academic work than the typical
education degree. This is meant to speed up the professional qualifi-
cation of Negroes who are found, in the field, to have the capacity to
teach although they may not have the academic certifications. Attached
to the team, too, will be educational specialists, like reading con-
sultants, and gL.idance counsellors, in effect the whole array of staff
types now available to schools plus some new ones, e.g. computer
programming specialists.

The hierarchical aspect of the team is emphasized in recent
proposals for change in teacher preparation (Massachussetts Advisory
Council on Education.(16)') The teaching career is to be made more
attractive by giving it several promotional steps, in contrast to the
present situation where a teacher is usually on probation for a few
years and then receives tenure. Once tenure is received no increase in
prestige or responsibility is possible without leaving teaching for an
administrative post. The new teaching career would have stages: studdnt
teacher; teaching intern; associate teacher; master teacher and team
leader. There would also be options for many kinds of educational
specialties. It would be possible for a teacher'to gain increases in
payprestige and responsibility according to merit while remaining a
classroom teacher and trainer of teachers.

The abstract, prescriptive books which have been written about
these innovations are not so illuminating as the few case studies which
have been published. One such book is an account of the first year of
non-grading in an elementary school. Old Bethpage School is in Plainview,
Long Island, a community a little above the national median in income,
population 33,000,' mainly Jewish and Catholic and described by the
authors (the principal and vice-principal of the school) as "very
supportive of education and innovation." The school had 440 K-3 students
who were'the candidates for non-grading. They were grouped into 12
reading levels, four of them "reading readiness" levels. Seventeen
interage classes were composed, each consisting of pupils covering a
range of no more than three adjacent reading levels.(17)

There are several points to be noted here. Old Bethpage is in a
traditional school building. There were ostensibly no teaching teams

but in effect, there was continuous counsultation among.staff teaching
the same reading levels. There was homogeneous ability grouping, a way
of structuring classes which research has not shown to have any e.

particular merit when practiced in a graded school. Children originally"'
were not grouped by age. A reading qievel group in a classroom contained
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children differing in age by as much as two and a half years. This
last feature, however, did not survive the first faculty meeting. The
teachers, according to their principal, "panicked" at the thought of
no age-grading.

Thirty-one of the 440 youngsters were not grouped by reading
level. They had special problems, mainly emotional, and were therefore
matched with the teacher whose personality was best suited to handling
them.

The mental health aspects of non-grading loom very large in this
case study. The teachers learned not to place immature and physically
underdeveloped youngsters with bigger, more mature ones, even if they
were up to their level academically, because, they said, this was hard
on the younger children's egos. On the other hand, the secure, bright
youngster did profit from being placed with older children who were
academic equals. Although the school used no programmed instruction,
it incorporated part of the philosophy of prOgrammirtg: that every child
should be placed in such a way tt he would nearly always experience
academiC success and not failure.

After an initial period in which children were shifted a good deal
from group to group, the teachers changed their tactics and began
"individualizing" instruction.

A very detailed diagnosis of possible sources of reading diffi-
culty was made for all "slow learners". There was careful testing for
perceptual problems. Some youngsters ,had tele-binocular problemS. Some
had poor eye-hand-co-ordination. Some had poor auditory discrimination.
Some had poor left-to-right eye movement. Some had poor small muscle
control. Wherever a deficiency was found, 'a programme was devised to
help the child. Each child had administered to him individually, by
his teacher, a Reading Inventory to test a variety of subskills which
go into reading. Sometimes these identified particular difficulties
that needed work: "Irma needed exercises in final consonant sounds,
structural elements and vowel sounds. The reading consultant spent an
hour a week With her on this and gave the teacher a ... program to
use the rest of the week ... Arnold has not been able to learn to read
by the phonics approach. A complete experience approach should be tried
with him. Short interesting stories should be read to him, and he should
dictate these back to the teacher in his own words. The teacher will
write them for him to copy. He should then take them home to read and
bring them back to class to re-read. The kinesthetic approach should
also be used with this child ...".

Every slow learner in the school received a tailormade programme
whin his level, and all but two succeeded well within their levels
by the end of the year.

Mathematics at Old Bethpage was also taught in ten levels.
Children were not necessarily on equivalent levels for maths and
reading, though nothing is said in the book about their shifting class-
rooms. Apparently they merely shifted groups within the classroom which
suggests, as would be expected, that maths 'and reading levels were
closely correlated.
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Another aspect of individualisation in Old ethpage was pacing.
Some children were expected to finish primary school in two years and
some were expected to stay for four. Since changes of level occurred
all year long, and since the potkcy was not to let a child who stayed

for a fourth year repeat any of the curricular material he had worked
with previously, it was felt that tie differences in length of time
spent at given levels were less conspicuous than non-promotion in the
graded school, and therefore les traumatic to the children.

Another development during the course of the year was independent
study. "There were corners with specimens, microscopes, books,
magnifying glasses, etc., for work on science problems. There were
sections of the room set up with paints, clay and crafts materials.
Still other centers housed mathematical manipulative materials and
play materials for encouraging individual work in mathematics ... It

was necessary that children learn how to pursue this type of learning
on their own. This problem-solving training took much time and effort
on a teacher's part ... We became more and more accustomed to seeing
two or three children working ... on some project they had selected
from the many the teacher had suggested ... None of the ideas offered
to the teachers or by the teachers for independent study ... was earth
shatteringly original ... the need for the bri-,ht child to work, think,
plan and create occasionally on his own part of the time was ...

recognized'. (Emphases added.)

During the first year, the principals failed to persuade teachers

of the need to keep detailed records of children's progress. "The

non-graded school requires a very definitive method for the identifi-
cation and inventorying of a pupil's achievements. It requires-a know-
ledge and specificity about a child which was not somehow necessary
under the graded situation. Teachers must know exactly what skills a
child has mastered in each curricular area before he can proceed from

one sequential level to the next. This implies three prerequisites: the
identification of a pupil's achievement at each level; the organization
of each curricular area into levels of achievement with appropriate
identification of exact skills at each level; a system for recording
each Tupills progress within each level." The principals said that in
maths and reading they met the first two re,uirements but not the third.

All of these aspects of the Old Bethpage programme and some others

are found in Boston's non-graded primary programme called the Individual

Progress Plan (I.P.P.) There exists a list of over 300 separate
"language arts" skills in nine areas, sequentially arrangedin each
area. There are also a short pre-and post-test for every skill, so that
teachers can determine when a child has presumably mastered it. Teachers

in I.P.P. keep progress charts showing exactly whicl skills each child

has "mastered" and when the test was administered. (Regressionl in skill

mastery occurs.)

An in-service training workshop for new I.P.P. teachers held in

the summer of 1968 emphasized that pooling ideas, materials and every

other kind of resource is an absolute necessity for survival in I.P.P.
So much material is needed by each teacher that none can afford to

"hoard" anything in "her" closet for "her" levels. As teachers devise
worksisets for skill practice these are placed in a central file.

After a few years the school has accumulated afile of worksheets for
every skill, tested and shown to work for their pupils.

r10.9
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-24-



The sheer amount of local curriculum-writing, and test-creating
which the teachers initiating a non-graded programme find it necessary
to do is a new aspect of the teacher's role. Despite the new technology
for presenting curriculum material, and despite the materials on the
market geared to these new machines, teachers do not necessarily find
exactly what they need when they need it. Then they create it them-
selves and reproduce_ it on the school's copying machine.

The teachers in the non-graded Old Bethpage had some problems
with parents. It was hard to "place" one's youngster since he was no
longer in a grade. Report cards were abolished. Instead there were
parent-teacher conferences during which parents were given detailed
information about their child's progress through levels and anecdotal
reports concerning his effort - but no information comparin- his
performance with that of other children. The child was compared only
with himself. However, parents reinterpreted every bit of information
they_received in terms of competitive comparisons with other children.
If a'youngster was with older children, they immediately assumedhe
would finish primary in two years. Parents pressured the children is
"move up a level", an attitude contradictory to the philosophy of the
programme. (The child should move at his own pace.) Nothing is said in
the book, unfortunately, about the extent to which the children them-
selves abandoned the competitive peer comparisons which are usually so
much a part of the pupil culture.

Non-grading in high schools means that each student has a pro-
gramme of his own, perhaps unlike that of any other student. In Ridge-
wood High .chool, Illinois, there are no conventional classes. Students
learn in large groups of 60-300; in seminars of 12-16 chaired by a
student with a teacher present as a "resource person"; and-in learning
laboratories accommodating 25-45 students, some of whom work individ-
ually and some of whom work in groups of 2 to 4 on a curriculum "unit"
of a course. When a unit is completed to a student's satisfaction, he
goes to a teacher's office to have his work on it evaluated. All
evaluations are individual and private. Students keep records,of how
many curriculum units they have completed. They also keep folders on
their paper, projects, and products of all kinds with which they are
"satisfied". A file of this sort can be used on graduation by students
seeking employment or college admission.

"In Ridgewood High .school progrrinmed learning is seen, not as an
impersonal, machine - centered process, but as a highly personal learning
how-to-learn process. The student, as he learns how to learn, must be
taught to plan his work carefully, to define his objectives, to exer-
cise his options, to evaluate his progress and to communicate his
experiences to others. The basic organizational unit -... is not the
class and not the individual It is the small work-group usually
of from two to four students who are pursuing a program of instruction
together, learning from one another as they do so. The non-graded school
of the future will have learning teams as well as teaching, teams".(18)
(emphasis added.)

The last statement is supported by the development in Winchester,
Mas,achusetts, of an elementary school based on sr.all group instruction.
"Dr. Walter Gleason, assistant superintendent for curriculum and
instruction says small groups allow for the 'human processing' and
interaction that every kid needs. The socializing and questioning they
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provide each other is an important part the learning process, he
maintains. Though the school has facilities for individual programmed
instruction, Gleason says he has 'mixed emotions' abbut restricting
children's thought patterns to a set of standard reslionses. Though there
are some advantages in reinforcing children after correct answers, as
prOgrnmmed instruction does, keeLinG the 'kid' in a bobth is not the
best,' he says." (Boston Globe, 18th August, page 8-A.)

Not only is non-grading a form of small -group instruction, it
usually involves homogeneous ability grouping. This is generally true
where levels are used. Occasionally a case appears where the teachers
have deliberately arranged their groups to be heterogeneous with
respect to ability. Jo the old question of homogeneous vs. heterogeneous
ability grouping reappears in the non-graded school and, having received
no solid answers from research, it is resolved according to prevailing
preferences.

The levels system seems to be the most common type of non-grading
now in use in the, United States. In a sense, the levels represent a
still more finely subdivided system of grading. There is an underlying
assumption that mastery of the subjects which are "non-graded" in this
way occurs in a sequence whose order is somehow inherent in the subject
and the same for every learner. While the child is permitted tb proceed
through the sequence at his own pace, he is not permitted to change the
order in which material is learned. The sequential steps of skill
mastery for reading,are in some cases so detailed that the result seems
to be more strait-jacketing for pupils and teachers than the looser,
annual curriculum prescriptions of the old graded system. The assumption
that learning should invariably occur in a certain sequence - an
assumption for which there is no warrant in learning theory - is a
short-coming also of linear programmes in programmed instruction and
of the computer-assisted instruction which employs them.

Whatever structure is used for non-grading, it is clear that it
is not, for the most part, individualised instruction but small group
instruction. And the nature of the process and the outcomes must depend
very heavily on a combination of several factors. First, there is the
question of pupil/teacher ratio. At the in-service workshop for the
Individual Progress Plan in Boston, the teachers were constantly told
that individualisation "depends on you". To tailor a programme of work
in "language arts" to the individual needs of each child in a class of
25 would take the teacher 48 hours a day. Presumably the administration
of an individualised programme is eased by the availability of so many
materials of different kinds which children can work with by themselves.
But that introduces another factor. A teacher from a disadvantaged
de facto segregated school with I.P.P. reported that the pupils in his
school did no work at all if left on their own. They had to be super-
vised constantly. There is tremendoUs variation in pupil populations
with respect to their capacity for / /semi- independent work. In some
classrooms the teacher can easily give and small groups
an assignment to work on, while she spends time with another group,
and in other classrooms this may rove very nearly impossible. In
general, it is the "disadvantage " children who are least able to do
constructive work independently_

Aside from the problem of availability of personnel, there is the
problem of availability of materials..Plenty of materials are being
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manufactured. There is a constant flow of new basal readers, of
machines which present material in pictures and orally as well as in
print, of games which can help children to learn phonics, understand
concepts, etc. but there are two important difficulties. Teachers are
given little or no paid time to familiarize themselves with the flood
of materials on the market, and to discover what they can use to
greatest profit with their pUpils. Secondly, even when they do know
what they would like to have, the central city'school system is able
to afford only a small fraction of it. The Individual Progress

iPlan, operating under Title I in Boston, is starved for funds, and
therefore for personnel, materials, and paid ,time during which teachers
may plan their pupils' work.

Yet the teachers involved overwhelmingly testify that I.P.P. takes
far more time'devoted to planning by the teacher than the "self-
enclosed classroom" did. That seems self-evident. Whereas previously
she had one lesson plan for her class, the "non-graded" teacher must
plan for several groups and sometimes for an individual - the more so,
the more seriously she tries to adhere to the programme's philosoply.
Frequently, she must invent curriculum materials herself.

-

Non-grading is an innovation which is receiving widespread trial
not only in the suburbs but in large cities as well. Of the six city
school systems whose innovations were studies by Gittell and Hollander
(19) all "have begun to use some non-graded primary organization for
grade K-3, but New York and Baltimore are still regarding the program
as purely experimental. Philadelphia, since 1961, has non-graded the
fist three years in all its schools. St. Louis began ungraded primary
schools in 1959 and the innovation is now implemented in all its, schools.
Detroit, which had a kind of departmental system in its early grades,
changed to a self-contained class, began a non-graded experiment in
1965, and by 1966, had implemented the non-graded primary in most
schools. Chicago began its non-graded experiment under the name
Continuous Development Program in.1957; and by 1963, it,was in effect
in 200 schools with an additional 100 planning to use it the following
year. In addition, some of the schools were trying the Plan in grades
4-6. Baltimore had ten schools using non-graded 1-3 in 1962, and now
has twenty-six schools with some npn-graded classes, including several
schools .!nich are completely non-graded K-6. New York City has only
ten schools with non-graded K-2 although the first experiment started
in 1962 with one school." Boston has had ten schools with non-graded
primaries for the past two years, and in 1968-69 is adding another ten.

.According to Goodlad and Anderson there was, as of 1963, no
research evidence anywhere in the country which proved that non-grading
raised academic attainments.k that little research had been done tended
to show that it raised pupa and sometimes teacher morale. However, that
finding has appeared in the early phase of every innovation. Unless it .

persists over a long period, it must be considered a Hawthorne effect.
This is a socioldgist's term for the rise in morale which occurs simply
as the result of the excitement and prestige which frequently accompany
taking part in an experiment. It is completely independent of the
content of the experimental stimulus. Where the fact that an experiment
is in progress cannot be disg)ised, it is necessary to control for this.
Many innovations are not instituted as controlled experiments, however,
and Hawthorne effects are not uncommonly taken to be the result of the
innovation.

oil I.
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8. Compensatory Education. The concept of "compensatory educatidn" is
tied to the concept of "cultural deprivation". There is a familiar
body of propositions which relates the two, resting on a large amount
of sociological and psychological research. (For a concise summary and
annotated bibliography up to 1965, see Bloom, David and Hess.(20))

In brief, educational advantage and disadvantage are transmitted
in the first four years of the child's life, Via the family. Cognitive
growth is more rapid in the first four years than in any subsequent
period, and deficiencies in that period are increasingly difficult and
expensive to compensate for as the person grows older.

Poor families may not even be providing for the child's biological
needs. A child who does not have an adequate diet cannot learn. This
extends to the prenatal period when, according to recent research,
insufficient protein may damage the growth of the nervous system.
Adequate diet is also related to the living habits of poor families -
which sometimes prefer non-nutritious to nutritious foods, and which

---,aQmetimes do not manage to send the child-to school having had breakfast
because the household is riot Organised to meet this need.

The child must also have some basic security and self-love to be
able to learn. Families which are too large for their incomes, which
are broken or disorganised, may not permit.individual children to
receive the amount of warm attention they need to acquire these characl-
ter traits. Such families are found in all social classes but poor
families are generally larger than better-off families and more vulner-
able to being broken by the death or absence of a parent.

Poor families also have the largest proportion of un-, or ill-
educated parents, who are least able to function as adequate educators
of their children during the pre-School years. Children's learning
during these years depends on an environment which provides rich stimu-
lation, particularly stimulation to active exploration of the environ7
ment.(21) The process of cognitive development is also influenced by
p.rssibilities for language development tnrough interaction with adults
whose own use of language provides good models for the child and whose
communication with the cnild provides him with a feed-back which permits
him to correct and expand his linguistic and conceptual tools.

In the United States, in addition to the fact that a hiiher pro-
portion of Negroes than whites are poor (although a majority of the
poor are white), the Negro child suffers from the consequences of a
caste system, not yet eradicated, which subjects him to a string of
penalties because he is Negro. The crippling effects of the system are
transmitted airectly and indirectly to children. In the Coleman report
they appear in the much higher frequency of Negro than white children
who believe that tneir own adtions have little effect on their "fate".
The child's concept of his own ability and his "sense of control of the

ea
enviro ent" were - of all the dozens of variables studied in the
sury - the ones most strongly correlated with the pupil'.s academic
achi ements - although the correlatains almost certainly involve these
variables actin:: as both cause and effect of achievement. Of all the
characteristics of the school the child attends, the social composition
of the pupil population was the one most highly correlated with

eV
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individual academic achievement. But no variable characterizing the
school proved nePrly so strongly correlated with achievement as
variables characterizing the child's family and the child's attitudes.

As they enter school, "culturally deprived" pupils often lack
behavioural and cognitive abilities which urban teachers take for
granted, and consider the responsibility of the home: for instance,
the ability to speak in sentences and to understand simple directions
in the teacher's "standard English". Lacking these characteristics-,
the pupils engender an attitude on the part of many teachers that they
cannot learn. If teachers hold a poor opinion of the pupils' capacity
to perform well, the opinion may affect their teaching in subtle ways
which tend to turn their unfavourable expectations into a self-

prophecy.(22).

Herein lies the heart of the accusation which Negros level at
the public schools. There is, in the ghettos, something which might
be called the "slum school truce". In effect the teachers and pupils
agree to leave each other alone. The teachers will not bother the
students with work so long as the students in turn do not make trouble.
These schools are custodial, rather than educational institutions.
Some years before the Supreme Court school desegregation decision of
1954, Negro students who had migrated from southern segregated schools
to northern desegregated ones reported with some exhilaration that the
northern white teachers "made them work" - a new, ego-enhanbing experi-
ence. Nowadays one reads the same comment being made to contrast new,
experimental schools, (for instance, the storefront academies run by
the Urban League) with-the northern urban public schools in the black
ghetto. "Making them work" as opposed to not bothering to do so is
only the most obvious way in which telchers' expectations are turned
into self-fulfilling prophecies.

The most important attempt to "compensate" for "cultural
deprivation" is the early childhood education p2oject, Head Start,
which began as part of the Johnson anti-poverty programme under the
Office.of Economic Opportunity. Head Start is a nursery school
programme for pre-schoolers. The quality of the' programme and the
numbers o± children reached have varied from community to community.
In some places there has been intensive work on cognitive Growth, but
most Head Start programmes strcss social development using standard
nursery school methods. There are a few good'evaluaticns of Head Start's
effectiveness which are fairly consistent in their findings. The
Coleman report evaluated tha effets of participation in Head Start
during the summer of 1965 on the performance of children who entered
first grade the following autun. Wolff and Stein evaluated the effects
in New York City on children who entered kindergarten in the autumn.(23)

According to Colemfm's nationwide survey, Head Start was effective
in reaching the children most in need of it. "The highest degree of
participation was in regions characterized by low socio-economic status
and low test scores ... Overall Project Head Start programs were
offered in communities where they were most needed and were attended
by pupils ... from more deficient backgrounds than Pupils who did not
participate." Furthermore, the effects of Head Start were largest for
the participants from the most deficient home backgrounds. "Controlling
for race, region, kindergarten attendance, and various measures of
socic- economic status, it would appear that scores for participants
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were consistently higher than scores for non-participants from the same
schoolS for pupils from the poorest families".(24)

Effects on educational motivation were larger than effects on
ability test performance. it... we find that Head Start participants
fxon lowest SES backgrounds have a higher educational motivation
thZtn non-participants. 'Ilia is particularly true for Negro pupils from
poor families, although this difference tends to appear for all Negro
children. For whites, participants from lowest socio-economic back-
..ounds seemed more motivated than non-participants in some regicns,
while'no effects of Head Start participation could be found for higher
SES white pupils".

The greater sensitivity to Head Start exposure of the most deprived
pupils was also found by Wolff and Stein. They discovered further that
Head Start children with kindergarten teachers rated as "good" gained
more in kindergarten than matched non-participants, while those Head

kindergartent_eachers
well in kindergarten than non-participants. In general, throughout the
Coleman report, the finding is that deprived children's performance is
more responsive to the ,idequacy or inadequacy of their school environ-
ments than that of non-deprived children, for whom the more determining
environment is the home.

The most recent nationwide evaluation of Head Start, made by
"estinghouse Corporation and Ohio University, tested the cognitive
ability of Head ,;tart children after a year or two of primary school
and found no difference from a matched group of children who had not
been in Head 'start. although the study unfortunately had no data Mach
might have illuminated the reasons for this ineffectiveness, it suggested
that Head Start might not have been sufficiently intensive, might not
have begun sufficiently early in the child's life, and might not have
used the best 1:64Sibla methods. Critics of this study have pointed out
that it failed to measure the social behaviour anu educational motivation
which previous studies had shown to be the main areas of Head Start's
effectiveness. It also failed to differentiate aummer from year round
programmes.

The Committee for .ncoromic Develomant has estimated that an
extension of Head .$tart to 8O per cent of three-to-five year olds in
poverty would cost 42.8 billion a year.(25) Compared with the cost of
other suggested innovations - instructional television for 75-80 per
cent of the elementary and secondary school population would cost 4265
million to 41.5 billion; one hour a day of computer-assisted instruction
for all elementary ana secondary pupils would cost 424 billion - this
seems cheap. There rem_in difficult questions. The effects of Head Start
are small - as would be expected from a pror;ramme o short duration.
The ieffeets do. not persist if the child oves from Head Start to an
inferior primary scaool. Since Head start programes vary greatly among
themselves in philosophy and procedure - it is not clear exactly what
'is producing the positive effects which 'have been observed.

In order to produce large and persistent effects, Head jtart should
begin at age two. It seems to many that a large programme of early pre-
schooling for deprived children, combined with radical upgrading of
primary education for these same children is, on the evidence ofthe
research at hand, one of the most productive educational investments
the nation could now make. Gains which have been fixed by the end pf
grade 3 are probabl! .ineradicable.

-30-



The ot4r major compensatory education effort in the United States
is that administered under Title I of E.S.r.A. through the nation's
school systems. Again the nature and quality of the prOgr,uues vary and
so does their effectiveness. In New York City and in Boston, ndency
of the programmes is to invest in small reductions of ripiliteacher
ratios and in more services of the kinds already available. Research
has demonstrated, however, that small reductions of class size are
unproductive of academic improvement (Project Talent.(26)) Drastic
reduction of class size might be productive. (Some of the innovative
schools discussed above try to handle this problem by providing small
group instruction for part of the time.)

There is no nationwide evaluation of Title I's effectiveness.
Various 1-cal school systems are trying to evaluate their own programmes.
In Jew York City, however, a very similar programme has been given a
competent evaluation. The More Effective Schools were found, after two
years, to have produced no significant changes in academic achievement,
though they did have favourable effects on teacher morale.(27) This
evaluation study has been the subject of sharp controversy. In particular
it has been attacked by teachers who originated the programme. As a
result, in part apparently of the evaluation, the Board of Education
has'cut back the programme. Nothing in the evaluation study itself
suggested such a move. It was pointed out that two years may be too
short a time for effects to show and that some favourable motivational
effects on students were present. However, a previous programme,of
similar nature Higher Horizons .showed no longterm academic effects
after an initial period when high enthusiasm seemed to be producing
results and this experience probably influenced the Board's decision.

Evaluations of compensatory education programmes in other large
cities have produced uniformly discouraging results.(28) It seems
possible that they are a case o both "too little" and "too late".
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The New Curricula

In March, 1956 Jerrold Zacharias, a physicist on the faculty of
the Massachusetts Institute of Technology, sent a memorandum to
James R. Killian, then Presinent of MIT, proposing the development of
some teaching materials for use in secondary school physics. Through
Zacharias' efforts there developed a largescale reform in the physics
curriculum of the high schools. The Physical Science Study Committee
(PSSC), in pioneering reform in high school physics was the catalyst
for a wave of curriculum reform in all the high school academic subjects.
Today the new curricula include several wellknown programmes: in
mathematics; in biology; in chemistry; in English; in foreign languages
and in the social sciences. Elementary school science and social studies
have also been "reformed", but most of the effort is at the high school
level. No academic subject has remained untouched by it.

It was the poor academic preparation of the new mass of postwar
college students that convinced many college teachers of the need for
upgrading high school academic curricula. The success of Sputnik gave
the drive for reform a national urgency.

The new curricula have been most frequently initiated by eminent
men at the college level. Howbver, high school teachers have been
deeply involved in writing and testing of the new materials. This
collaboration of scholars and high school teachers has helped to bridge
the gap between the universities and secondary schools. .

The development of new programmes has had a level of funding that
routine curriculum revision by local school departments never commands.:
The reformers saw a chance to make a wide and 4asting impact on the
schools. Most of the funds came from the National science Foundation
and such private groups as th Pori and Sloan Fouhdations.

The curriculum revolution has not, for the most part, questioned
the inclusion or exclusion of certain subjects from the academic course
of study in high school. For Instance; scientists are not suggesting
that a year of geology replace biology. The present pattern of presentl-
ing biology in the tenth grade and chemistry and physics in the 11th
and 12th grades has been accepted. What has been challenged and changed
is the content of the courses.

A common objective of all the projects is to stress the underlying
structure of the subject.(29) "The Chemical Bond .Approach Project is an
attempt to develop an introductory chemistry course which presents
modern chemidtry to beginning students. The presentation is intended:to
give students a preliminary understanding of what chemistry is about;
rather than simply an encyclopedic collection of chemical reactions and
laboratory techniques, or a more overview of diverse conclusions held
by chemists today. Such a course must be an organized one in which the
pattern reflcctsthe structure of the discipline itself. Since conceptual
schemes play a major role in the organization of chemistry today, the
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organisation of the course in chemistry J.E., best based on conceptual
schemes".(30) Knowledge in any field is so enormous that no one can
possibly master it all. Hopefully, the student who has mastered a few
central concepts can relate previous and new learning effectively.

To understand the nature of the scientific'method, the student
must be actively involved in investigation. The laboratory work of all
the new science curricula attempts to replace the kind of cookbook
experimentation that characterized much of previous laboratory
experience. The idea is for the students to have the chance to "move
step by step, from acquiring the necessary skills and preliminary
acquaintance with the problem, toward the frontier of knowledge, where
they can explore together a bit of the unknown and learn by patience,
carefulness and persistence to the point of obstinacy, precision in
measurement and accuracy in observation. They can sometimes experience
the joy of discovery. They must learn to ask the right question - to
frame a testable hypothesis. They must learn to draw valid conclusions
from their data and to determine the significance of their findings.
They must learn that science frequently advances through the correction
of the errors and inadequacies of earlier science. And all of this
takes time".(31)

Every significant reform has attempted to bring curriculum up to
date. For example, at the time Zacharias and his colleagues examined
physics texts being used by high school students, almost all used an
exclusively Newtonian frame of reference. While this is appropriate in
many instances, it failed to recognize the Einsteinian theories. PSSC
uses an Einsteinian frame of reference.

Concurrent with new approaches to curriculum content are explor-
ations into new methods-of teaching. The student's exposure to a fairly

,lengthy experimental laboratory experience was mentioned above. Rather
than presenting a subject as if it were an unambiguous, untentative
body of "secular theology", there is an effort to make the student aware
that the answers scholars haVe are only approximations and are often
ambiguous. Rather than depending on the memorization of "facts", the
student is asked to seek and not always find) answers through hi's own
eft arts. He may be given several "particulars" first and asked to work
throogh to the "law" on hit;

T(, help foster the inuuctive approach to instruction, the new
programme:: usually ine11.0c a wide range of integrated materials. These
include a textbook, series of films (PSSC has over 60), inexpensive
kits for students to construct such things as their own balances out
of soda straws; laboratory and teacher guides; battery of achievement
tests; colaprehensive series of related paperback books. The materials
are all designed by the same people. Each part is designed to be used
with every other part to produce a unified learning experience.

The production of such sophisticated educational materials tends
to change the role of the teacher in the sense that she is no longer
responsible (along with a textbook) for presenting the subject matter.
She will more often be guiding the student through the material,
presenting him with intriguing problems, enabling him to work through
to tentative solutions on his own.

'11
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But the need for quality teachers remains. "Serious limitations
are imposed upon the student's ability to learn by the instructor's
ability to teach. If the student is to be brought to the frontiers of
knowledge the teacher must know the whereabouts of these frontiers. If
the student is to be encouraged to grope, the teacher must at least be
able to suggest which of his roads are likely to be blind alleys".(32)

Teachers need to be retrained to work effectively with the new
\ curricula. Some programmes sponsored by the National Science Foundation
have used summer institutes and In-service institutes,to reach teachers.
)Some of the obstacles to teacher re-training will be discussed in the
section on Programmed Instruction. While the problem of reaching the
A2,000 physics teachers in the United States is a challenge, what about
At' problem of reaching 1,000,900 elementary school teachers?

Four different means of evaluating the new curricula have been
used: (1) observing whether students using the material appear to be
progressing successfully; (2) interviewing students and teachers using
the programme; (3) testing students, using achievement tests especially
designed for the new material; (4) comparative testing of students using
"new" and "old" programmes using both traditional and specially designed
new tests. The results from the comparative tests cccm to be the same
from field to field. Students who have been taught by conventional
methods do well on conventional-material testsf but often do poorly in
tests on the revised material. Students in the new courses do as-well
as students in conventional courses when the tests do'not reauire the,
recall of soecific terms or facts but demand problem-sOlvina abiiities.
The sharp difference between the PSSC course and other physics courses
has been recognized by the College Entrance Examination Board which has
provided separate examinations in physics for PSSC and non-PSSC students.

One of the difficulties of determining just how successfully the
anew" curricula come over is that the course objectives are not always
clearly defined. "Unfortunately, course goals frequently have a rather
mystical quality. What does a student do when he'intuitively senses the
structure of .a field or thinks like a physicist?"(33)

Despite the populrity of the new maths, physics, biology, and other
curricula with many teachers, and students, innovators are less than
satisfied with the spread of curriculum changes so far. According to
Goodlad (1964) schools using the materials are for the most part in
upper-middle class co sties rather than rural school districts andIn
lower class urban area . A somewhat more optimistic picture is,,painted
by ,Uri Haber-Schaim in 'the March 1967 Physics Today: "The PSSC-course
in physics is used in its entirety by more than half the high school
students taking physics in the United States." But data released in
November 1966 through the.National Research Council stated the following:
"hrolments in public high school science by type of course 1964-65

Physics, total
Traditional physics
PSSC
Advanced physics

526,200
384,700
99,900
41,600

For the same time period, the Physical Science Study Committee claimed
"5,000 teachers and 200,000 students" usir- its course. Contributing'
further to the confusion, Conant, in _____exisiiiiiThscom/iSchool on

"'
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the basis of the questions "Is physics offered? If so, is any type of
'new or advanced' physics available? (For example, PSSC) "concluded:

... about half of all the schools responding have adopted the new
physics, about half the new chemistry, and over a half (64.9 per cent)
one of the new biology courses. Thus the evidence is conclusive that
those in charge of curriculum development in at least half the schools
are alert to innovations and have adopted them". (Emphasis added.)

Shifting focus from the national scene as depicted by statistics
to the local scene as depicted by direct observation helps to clarify
the.source of confusion. It is illuminating to read comments on this
subjedt from a Harvard field study of the Watertown, Massachusetts
school system: "Grades 10 through 12 offer traditional courses in
biology, physical science, chemistry and physics. Although the newer
science texts are used in some courses, these new approaches are offered
in name only. Lack of space, equipment, and time forces the science
department to teach content-oriented courses rather than to use the
laboratory approach rebommended in all of the new curriculum materials".
(34)

1

The phenomenon observed 1,0 not merely local: " observations
will show that in the majority Of high schools, teachers of science
lecture 80 per cent of the class time, and that the laboratory time is
given over to 'doing experiments' with equipment laid out in advance;
hence, the results are postulated in advance. Yet teachers and adminis-
trators will assure the observer that the new curricula (PSSC, CHEMS,
BSCS, and the like) are being used and 'inquiry' is the mode of
instruction. In the intermediate and junior high school years, the
lecture approach is the major mode, although not to the extent found
in the high schools. In the primary years (K-3), most 'learning by
doing', most 'inquiry' may occur. In the colleges, the lecture is
supreme".(35)
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The New Educational Technology

1.Proorammed-Instruction. What are the ingredients of programmed instruc-
tion? The subject matter is composed into a sequential presentation
which may be in the form of a book, tapes, strips of paper, or slides.
The programme is subdivided into a series of items called "frames".
A frame is a unit of the programme which requires a student to respond.
Material presented in the frames builds up cumulatively in very small
steps. The information required to respond to a frame is contained in
that frame, or in the preceding frames, or both. In the linear
programme an attempt is made to maximize the probability of the student's
responding correctly. Errors are considered undesirable.

Programmed Instruction (P.I.) whether by machine or book has as
its goal the continuous interaction between the "teacher" and the pupil.
Unlike the traditional classroom situation where each pupil is only
intermittently in communication with the teacher who can only occasion-
ally "reinforce his correct responses ", P.I. sets up a situation where
there is continuous immediate reinforcement.

To some extent programmes reflect the learning-theory positions
of the programmer. Two divergent approaches have been called by Hebb,
the "connectionist" and the "configurationist" theories. The basic
controversies between these two positions in psychology have never been
resolved:(36)

The connectionist position is response centered.Learni* is
supposed to occur gradually as the probability of desired responses is
increased through repeated instances in which a reinforcement or reward
follows the occurrence of the response. Numerous student responses
punctuated by freqUent reinforcement of the "correct" ones are necessary
if permanent loarning is to be achieved. A fundamental postulate of the
connectionist position is that behaviour is learned only when it is,
"emitted" and reinforced. From simple units of .behaviour, complex
responses are assembled by reinforcement in a chain. The kind of-
response being strengthened and the kind of reinforcement used need
not be logically related. All that is necessary for learning to take
place is that the student be properly reinforced,when the desired
behaviour occurs - i.e. when he answers correctly.

The configurationist position focuses on the stimuli in the
learning situation rather than on the response. "Stimuli in the
organism's environment are perceived in an organized and structured
manner; which stimuli and in what organization are dependent upon the
characteristics of the stimuli themselves and on the previous experiences
of the learner ... Performance is not essential to learning; rather, it
is a product of learning in the sense that learning permits goal-directed,
problem-solving behavior to occur under the proper motivating conditions.
Learning itself occurs when perceived stimuli become related to each
other, either spatially, temporally, or conceptually in the form of a
symbolic representation ... To insure that the desired learning will
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occur, the learner's attention must be directed at the relevant aspects
of his environment, and these must be arranged in such a way as to
facilitate the formation of new cognitive relationships. Insight and
ideation are important determiners of post-learning performance and
must therefore be promoted by the instructional process. Most configur-
ationist theorists believe that learning is cognitive and that the
outcome may or may not be reflected in later performance independently
Of the success of learning. Thus, it is what to do, not doing, which
is learned and later applied when conditions are appropriate for
p.,...formance".(37)

The distinction between the connectionist and the configurationist
theories is reflected in the preparation of programmed materials. The
response - centered programmer, inspired by the connectionist position,
will provide many occasions for the desired response and the subsequent
reinforcement. In order that the learner may be frequently reinforced,
short frames are used with' gradually increasing complexity and diffi-
culty of response. Errors should be minimized.

A stimulus-centeretprogrammernfluenced by the configurationist
principles, is more concerned that the material to be learned is
organized and structured in a logical and familiar context, rather than
that the learner be given many opportunities to practice the right
answer. He is less likely to present the learner with material frag-
mented in short steps so that the main ideas are lost and the develop-
ment of creative insights difficult. This progtammer does not feel that
wrong answers are unfortunate in that they contribute nothing to the
learner's mastery of the subject. Configurationists often employ
branching in their programmes - after a student makes an incorrect
response, he is directed to a remedial presentation which explains the
misunderstood material more fully. stimulus- centered programmes try to
take account of individual differences in learners by employing several
different paths in the programme to achieve the same final mastery.
Certain frames can be omitted if the student already knows the material.
Special material can be included to remedy a student's deficiencies.

Thus response - centered and stimulus - centered programmes are likely
to differ in their approaches to response requirements, stimulus
content, error control, individual differences and programme organiz-
ation. At the risk of oversimplification, the response-centered pro-
gramme can be identified with the linear programme and the stimulus -

centered programile with the branching programme.

In assessing the merits of the connectionist and the configuration-
-ist theories of learning, it is helpful to keep in mind the following
comments by Jerome Bruner: "The psychology of learning has been only
tangentially concerned, until very recently, with the optimal means
of causing learning to occur. Very little of learning theory is given
over, to the designing of optimum orders of encounter for the learning

of materials iow can material of a certain kind be so presented
and so sequenced that it will be most readily and most transferably
learned? .... The results of such research would provide a basis for
a theory of instruction that is complementary to a theory of learning.
Not until we have developed a theory of instruction will we be able to
test propositions about the best way to teach something. Such a theory
is required to "prove" ideas about curriculum. dithout a theory of

instruction, we are likely to accept, uncritically some particular
tr

)
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description of learning as a prescription for optimal learning. A case
in point is the idea that, in programmed instruction, "small steps and
immediate reinforcement after each step" is the best practice. What is
a small step? How shouli one choose a path up which the small steps
lead? In short, what is the program of programmed learning? The
evidence on optimum program sequences is virtually nil".(38)

The first large-scale field testing of programmed instruction in
secondary schools was carried out in the Roanoke, Virginia, schools in
1960. No advantage of programmed instruction over more conventional
teaching methods was shown. Lack of demonstrated superiority notwith-
standing, Roanoke decided to include programmed materials in the
.regular curriculum for the following year. By 1962-63 programmes in
foreign languages and other subjects were in use. The Roanoke Super-
intendent concluded from his school system's experience with programmed
materials that Roanoke,learned "the hard way" by not involving teachers
far earlier in the adoption of new materials. He estimated that it took
four months of the first year for teachers to fuel at all confident
about what they were doing. Thorough teacher orientation is essential.
He also feels that teachers, and if possible, Students, should take
part in P.I. only of their own volition4(39)

Some conclusions that the school systeM of Denver, Colorado, has
drawn from experience with programmed instruction are: "The skill of
writing programs is 'apparently a slow acquisiltion, and the task of
testing and revising programs is slow drudgery. But the task of
selecting programs is also a slow one". (Fund for the Advancement
of Education.(40)) To be certain of a programme, a school system should
test it on its own students to be sure it is suitable for a given group.
The school system should know as much as ppssible about the principles
of programmed instruction. The process of ,selecting an appropriate
programme takes longer than choosing a new textbook.

Although it is not considered feasi le for a school system to make
all or even most of its own programmes, ommercial programmes are
criticized for ignoring the principles of good teaching: variety,
interesting writing, effective visuals, and a preliminary overview.
There is edence of programmers' weak backgrounds in the subject
matter and blind faith in a stereotyped form of programming. Also
there is a lack of research evidence that the programmes can really
teach. There is; agreement that the teacher's learning the principles
of programming tends to improve teaching.

From the experience of using programmed materials in the Chicago
area, mostly withWit machines, the following conclusions were drawn:

(a) Programmed materials (including appropriate tests) used by
themselves, are not likely to satisfy either teachers or
students.

(b) Programmed materials, used within a consistently "individual.
ized" method of teaching, would enable students to move at
their own rate; but there are formidable problems that will
have to be solved before an appropriate teaching method for
this objective can be described with any assurance.
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(c) Programmed materials, enriched and reinforeed by many other
activities within the class - in other words, employed as
aids like workbooks or films - can be used successfully by
teachers.(41)

2. Instructional Television. To meet the challenge of rising pupil
enrolments and teacher shortages, many educators have looked for help
to instructional television. According to researchers Murphy and Gross
of the Academy for 1,ducation Development Inc., "Whether measured by
the numbers of students affected, or by the quality of the product, or
by the advancement of learning, television teaching is still in a rudi-
mentary stage of development. The medium can take credit for helping
understaffed schools to cope with ever increasing enrolments. But
television has not transformed education, nor has it significantly
improved the learning of most students. In short, TV ib still far from
fulfilling its obvious promise. Television is in education all right,
but it is still not of education ....

"Television works as an educational tool. There is no question of
its validity'as a medium of instruction. Students can learn from tele-
vision, as they can learn from teachers and texts, radio, recordings,
and films. 13ut educators are still far from grasping the real nature
and potential of television.

"Indeed there is'evidence that undue concentration on the medium
as such has limited television's usefulness. Television has usually
been introduced into schools and classes without changing anything
else, just as movies were used in the assembly programs of an earlier
day. Pew educators have used the new technology to help bring about a
basic change in instruction, and there has been little relating of
television to other new media and technologies.

"As a matter of fact, the most.conspieuous result of television
teaching has been an incidental byproduct: the medium has displayed
in public what had heretofore gone on behind too many closed classroom
doors - uninspired teaching. But the medium should not be blamed for
magnifying the basic flaws in instructional procedures. As it has been
used to date, television cannot upgrade the quality of American education;
it can only alleviate the problems created by having too few teachers,

too many students, and swelling curriculums".(42)

Instructional television (ITV) can be transmitted by a broadcast
station or through a closed circuit. The advantages of closed circuit
television can be observed from looking at the use of instructional
television in Hagerstown, Maryland. The Hagerstown system can send out

six lessons simultaneously over a coaxial cable linking 45 schools.
In this manner several classes may be presented simultaneously and it

is possible for a school to choose the programmes, most appropriate for
its students. The program:4es are planned, produced and written by

teachers from the regular teaching staff. The television teaching has

been particularly helpful in meeting teacher shortages in the areas of

elementary arithmetic, science, art and music.

In contrast to Ha erstown whose continued use of instructional
television (since 1957 testifies to its successful adaptation for
classroom use, an elaborate Midwest airborne broadcasting system has
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failed as a device for classroom instruction. "This national technical
system, contrary to original expectations, generally has not become a
device for classroom instruction, but rather a telecasting system
emphasizing popular culture, and aimed at the adult population. According
to reports published in 1963, only,10 per cent of this telecast effort
was directed toward classroom instruction. While the economic pressure
on education may force a continued expansion of educational classroom
telecasting, the results thus far indicate a failure of broadcast edu-k
,cational television to gain widespread acceptance in depth in educational
institutions. Closed circuit television, much more successful as a
college and university medium, has met the same resistance. Extensive
availability does not mean extensive utilization".(43)

The more extensive use of instructional television in Maryland than
in the Ohio Valley area is probably due to the fact that the teachers
in Maryland had more choice in programme selection and were using
programmes created by their fellow teachers.

"It is apparent that one factor conditioning the extent of use of
televised classroom instruction is the flexibility of this medium, i.e.
its adaptability in meeting varying classroom needs. Certain tendencies
in patterns of decision-making and authority with regard to the creation
and use of televised materials already are apparent and promise to
diminish this flexibility. The general direction has been toward greater
centralization and standardization. This trend is due not only to the
inherent technological characteristics of the medium, but also to the
manner in which television is being introduced into the schools. The
production of television content is expensive and, in order to reduce
per student costs, there is great pressure to produce for the widest
possible audience for each program In addition, television is being
introduced from the top down by administratiye decision, and is being
developed by organizations operating outside the school system. The fact
that these organizations are sponsored by tax-free foundations does not
alter their highly centralized decision-making approach ...

"As educational television becomes developed, the content of mass
education is determined increasingly by specialists who are concerned
with techniques of mass dissemination of messages, rather than by
professionals who are concerned with educational content. The division
of labor and correspondingly of authority, shifts as new persqnnel
are brought into the educational institutions in order to develop these
media. One critic stated, or perhaps overstated, the case in the
following terms: to get the kind of program he wants, the teacher
must be prepared to struggle against men who call themselves experts".
(44)

Murphy and Gross report that "about 7,500,000 in the elementary
grades; a little over 2,000,000 in secondary school; and a little over
600,000 in colleges and universities; and 1,000,000 students of
undetermined grade level are using ITV. In relation to actual school
enrolment, the figures demonstrate that TV has made its educational
mark predominantly in the lower grades. The use of ITV in the secondary
school was not much higher proportionately than it was in higher
education".
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Murphy and Gross also report: "As to what was taught, how often,
and for how long, the NITL survey produced a number of interesting
findings. A large majority of all televised courses in the schools were
beamed at the elementary grades, most of them to grades four and six.
The closed-circuit systems surveyed placed much more emphasis on basic
instruction than did schools using broadcast television. Of the
programs distributed by ETV stations, about half could be classified
as supplementary to the local school curriculuM, about a third as basic
instruction, and a sixth as enrickment.(45)

With res1:4ct to costs, a 1962 study by tienry R. Cassirer concluded:
"Because of the wide variability in types of installation, it is
difficult to give a cost estimate of operating a closed circuit tele-
vision system. Few studies have been made and they are significant only
in relation to the specific purposes served and the mature of the
installation".(46) The Committee for Economic Development gives a cost
estimate for a 100,000-student system model based on one hour of
instruction per student per day through television. Costs vary depending
on whether the programmes are locally produced as in Hagerstown,dissem-
inated.from a central broadcasting facility, or through the use of video
tapes.(47)

Video tapes can take advantage of the best of open broadcast and
closed circuit broadcasting. Particularly good open broadcast programmes
can be rented and used at the teacher's convenience. Other advantages
are: "Entire courses can be placed on tape and a teacher can be freed
to work individually with students. Lectures can be given one rather
than two to five times each semester. The machines can be used to
analyze pupils' work it any of the performing arts - music, theatre,
and dance. The image and sound can be recorded and played back almost
instantaneously. A student of the violin might play a passage, then see
and hear that passage replayed for him immediately. In physical education,
immediate .rycording and playback makes possible correction and analysis.
In public speaking, debate, and in fact in all communication, a recorded
image can be made and played back for analysis and improvement. In the
field of education a tape can be replayed numerous times to discover
details concerning.learnin; and instruction that might be lost with
normal observational techniques".(48)

In addition to the expense of television for use in instruction
another factor to be considered is to what extent the regular-classroom
teacher will be able to "follow up" the television lesson with her class.
For instance, if lack of qualified language teachers prompts' a school
system to substitute a television teacher for a live instructor, it
must be recognized that the television teacher alone cannot do an '

adequate job. Programmes in Philadelphia, Detroit and Los Angeles
addressed themselves directly to the child but at the same time encour-
aged the classroom teachers to learn along with their pupils. Evaluation
of the children's progress indicate that the effectiveness of the
programme depended upon follow-up, continual practice, active interest
and competence of the classroom teacher.(49)

Not only foreign language lessons need follow-up to be effective,
but also science, art, and music lessons. If the television teacher is
being used because the classroom teacher is not qualified-to teach the
subject, it is problematic how effective the necessary follow-through
can bea.
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3. Computer- Assisted Instruction. A key question to be asked about any
kind of educational technology is the following: is its cost so high .

that only large-scale adoption makes it economically feasible? If so,
does that Ake necessary or probable large producing organisations with
centralized control?

Organisations of national scale with centralized control in the
field of educational technology would decrease the flexibility of school's
in meeting individual needs. Schools would find that they had to gear
their'own activities to the schedules set by the controlling organisa-
tions and to their standardized items of interrelated "hardware" and
"softwa e".

As a example, Janowitz and Street contrast the foundations
experiment in airborne educational television in the 1950's with the
paperback volution in schoolbooks. They have been quoted above on the
subject\of VV. On the paperback revolution, they have this to say:

... the ma s textbooks and other printed materials are in interesting
contrast to educational television because the result has been a
contribution to individualization and use of a problem - solving fo t...
the fundamental advantage of books is that theyare not programme even
though some authors crudely try, so that books as media can arou
different interests and enthusiasms in different children.... Access-
ibility to books has been found repeatedly to be a crucial variable in
the amount of reading; books now can be produced and distributed, way
cheaply....from a technological point of view, new printing processes
could make possible greater standardization of text book content.
Nevertheless, the degree of standardization has diminished... La ge

I\

mass market paperback firms, which represented 57 per cent of all /

paperbound output in 1961, no longer produce the major percentage of
paperback titles... in 1962 they claimed only 26 per cent of the total
output. Thus, the impact of the new media...has had the result of
producing new and varied titles..othese books supplied the basis for
the dramatic Upgrading of both college and high school humanities and
language courses...In 1962 paperbacks accounted for almost one-third
of the books on art, business, education, sociology, economics, language,
law, medicine, and philosophy...not only has decision-making over
production been relatively decentralized but decisions over use also
have been relatively decentralized. The teaching profession has been
able to maintain and even increase control over the choice of printed
materials, as they have not been able to do with television".(50)

Since Computer-Assisted Instruction (CAI) is extremely expelleive,
even with economies, of scale taken into account, it is more ikely to
resemble the rigid pattern of instructional television than the flexible
pattern of the paperback textbook field. Only extremely large firms
aiming for a national mass market can afford to invest in the develop-
ment of CAI. The Committee for Economic Development calculates that to
provide one hour of CAI a day for every elementary and secondary pupil
would at present cost $24 billion per annum, three-quarters of the total
capital and current expenditures for elementary and secondary education
in 1966-67. Without, clarifying a great many considerations related to
the kind of CAI contemplated, they conclude that computerized instruction
is economically unfeasible for the present.

gin
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Economic considerations aside, it is worthwhile to consider some
other aspects of the claims for CAI'. In considering the claim that
it contributes to "individualization", one must consider two very

'different meanings of that term. One meaning Dr. Anthony Oettinger
translates as "mass production to narrow specifications with rigid
quality control". Under this definition the student "goes exactly where ,

he is told to go" but at his own pace and with some variation in the
routes by which different levels are arrived at, the variation being --
mainly in terms of different sorts of remediation depending on needs
(branching programmes). A quite different definition of "individual-
ization" has to do with the cultivation of individuality or creativity.
The.two are very nearly opposite, but in the literature the distinction
between them becomes blurred.

In almost all of the experimental work done, it is the first
definition which is implicit. One claim for CAI is that eventually it
will be possible to make available to "millions of students" a very
large number of programmes at any time they are wanted, assuming the
student has access to a console hooked in to a law shared-time
computer. However, there have been some computer limulations of
situations where individualized instruction is implemented for a limited
curriculum with a limited number of students and the simulations show
that complete individualization very quickly runs up against the problem
of excessive demands on scarce resources. When this happens, it becomes
necessary to reinstitute some kind of group scheduling. That is, certain
programmes are available to certain students only at certain times - or
else the problem of programme availability gets out of control.

A study by the Systems Development Corporation included the
simulation of an individualized ninth grade algebra course:

"The simulation was based on data that represented actual students
in the operating school. The passage of the students through the course,
receiving instruction individually and in small groups, being tested,
getting help from the teacher and being referred to the counsellor, was
simulated entirely on the machine. The results led to the conclusion
that the school's procedure for grouping students was both inefficient
and impractical. It appeared inefficient because of the time a student
had to spend waiting for a group to form, and impractical because as
students spread out over time the number of groups increased and the
size of each group decreased. Demand for instructors soon exceeded
their available time and students were spending too much time in non-
productive waiting. These conclusions were subsequently verified in the
school being simulated..."(51)

Here, I rely heavily on Professor Anthony G. Oettinger, of the
Harvard/IBM program on Technology and Society. I quote from his
"The Myths of Educational Technology", Saturday Review, May 18,
1968, 76-77; and with his kind permission; frnm his kitty and
illuminating book Run. Computer. Run, written with the assistance
of Sema Marks. Harvard Studies on Technology and Society, Cambridge,
Mass., Harvard University Press, 1969.

.111.1
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"The Brentwood system, as it currently stands, can store only a
limited segment of the mathematics and reading programs at one time.
Hence a new pupil cannot enter a group which has been wor;:ing on the
reading program for a year and begin from the beginning - that part
of the course would have been removed to provide for later lessons. Of
course, a past lesson can be re-introduced for this student if the
operator has been notified advance. Given the current conditions of
computer operating systems such jugglings are not necessarily trivial.
In the future, scaling to Suppes' 'millions of school children' will
lead to the familiar difficulties.

"Similarly, if the achiev,,ment spread of students using the read-
ing program at any one time were too great, it would very likely be
impossible for anyone to use the arithmetic sequence".(52)

In general we know from several studies that ac ievement spread
increases with age. Suppes has found "that when stud nts are given the
opportunity to progress at will 'the rate at which t e brightest
children advance may be five to ten times fasterthan that of the
slowest children'. Although he began with a group of tudents 'very
homogeneous in initial measures of ability' (IQ range from 122 to 167,

i7"With a mean of 137.5) after a year and a half the spread was 'almost
two years%(53) It is no wonder, then, that in one observed case of
individualization the spread of individual variability became so
inconvenient for the limited teaching staff that teachers began
"limiting the output of the fastest students".(54)

In view of these findings the projected Completely "individualized
programs of instruction" for some h school complexes of 5,000
students are unrealistic - especial: .ince the,student body is intended
to be heterogeneous both socially anu ability-wise. "he most such a
high school is likely to do is substitute a more complex tracking system
for the simple three-and-four-track systems now in use.

Another serious problem of individualization is monitoring student
progress. It will be recalled that this was an unsolved problem during
the first year at Old Bethpage. it is often claimed that the computer
will relieve the teacher of the need to monitor the student's progress,
just as various technological devices will take over the teacher's
function of presenting materials. Monitorinc by computer or by a
programme is only possible if the precise skills to be mastered and
levels- of mastery to be tested can be programmed in.

"... the IPI (Individually Prescribed Instruction) effort in
mathematics is 'a K-6 math curriculum with 800 criterion points'. ...
e.g. of C-Numeration: 1. .read, write numerals 1-200. ,:equence
from any startir4 point ... place Value: 1. identifies place value of
the units, 10's, IOU's to 200. Indicates 'greater than' 'less than'.

...3. ,uns ot' 2 or 3 numbers, no carrying. (Pig .16 ABOUT CAI,

',lay, 1967, Enteler, Inc.)

"Th_ value of whatever success the Pittsburg (IPI) project may
eventually no,lievc thus clearly depends on the value one att,,ches to
the'behaviorally defined objectives for each sub-area in the subjects
involved, ' in short, to the '8t, criterion points'. This criterion of
syE.,,-.1,s performance is crucial and should never be lost from sight
among the technicalities ... In fact, so long as it is policy to strive
toward uniform goals, allowinr individual variations only in style,
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speed or level of achievement, the success of individualization in the
narrow sense described .. (above) .. seems more likely to reinforce the
stamping out of idiosyncrasy in the school than to encourage individual
variation in goals".(55)

Another problem with computers and similar educational machines
is their incapacity to stand up under the kind of use children give them.
A user reporting on students' work with a computer in a statistics course
mentioned that the computer was very often in a non-functioning state -
which was just as well, he said, since it gave an added touch of realism
to the course. 11any nigh school language laboratories have had to hedge
the use of equipment with highly regimented rules. One such set of rules
quoted by Oettinger warns "No one is an individual in the language
laboratory"! This sort of thing arises from experience with students
unwiring headsets; unscrewing screws; destroying tapes, etc. One wonders
what a school system which tells teachers to keep textbooks out of
pupils' reach except when they are actually in use for a lesson would
feel about the prospect of expensive, delicate machinery in the hands
of these same children. Such problems would be trivial except tha-;, they
occur so universally and with such regularii,y. Teachers, who are often
made responsible for keeping equipment in good condition, do so by
stashing it in the closet.

A final point that Oettiner emphasizes should be mentioned. It
is often saiu that educational technology will help solve the teacher
s-ortage by making education capital-intensive rather than labour-intensive
(though this is generdliy not said to audiences of educators). "There is
merely no evidence for this," he states. P.I. requires highly skilled
constructors of prograines, less skilled machine programmers, engineers,
maintenance men, repair men, etc. .Aucational television requires the
whole panoply of occupations connected with television: directors,
producers, cameramen, prop men, sound men, lighting experts, film
editors, etc. Very many of these occupations are higher paid than
teaching, and in some of them, for instance computer programming, the
shortage of manpower is serious. The difference in pay scales makes it
unlikely that all these technicians would be "the servants of the
teacher" as advertised. And if teachers themselves acquire any of these
skills - such as programming - they may leave the clasroom for greener
valleys.
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III. THE PROCESS OF INNOVATION/

The process of edUcational innovation, a tOic related to the
sociological theory of complex organisations, has been the object of
very little study, most of it recent. Researchers generally agree that
the stimulus for educational innovation usually comes from outside
educational institutions, Tarely from with i. Why should this be so?
Gittell and Hollander whose study of Six Urban'School Districts
emphasizes the failure' of the city school systems to change in response
to a radical change in the composition of their clientele, attribute the
failure to several faCtors. They emphasize that these systems are too
large and overcentralized. The concentration of decision-making p9wer
among a small cadre* career officials and the fact that this cadre,
must make all the main decisions for such a huge system, makes the s.

policy-making proiCess glacially slow. In addition, they point out that
most of the policy- making c,ire in each system tend to be recruited
from within it;/that is, they Ore 'career bureaucrats who have made their
way up to the loop within that same system and have accumulated a large
num1,-)r of personal allegiances along the way. Their integration into a
network of personal obligations makes it very difficult for; them to
innovate, since innovp ion would usually disturb groups and persons to
whom they owe loyalty. School superintendents from outside aremore
innovative than superintendents chosen from within the system - but
this is so only if they are provided with the means for recruiting an
adequate staff loyal to themselves; if they are dependent on the staff
work of long-time insiders, their efforts to innovate can be easily
subverted.

These findings leave unanswered the question of why it is that
recruitment of teachers and administrators is so inbred. Part of the
answer for a city like New York is the fact that at some past time its
own standards for teacher qualification were higher than those of the
state. New York City teachers must pass a city examination in addition
to meetins. the state qualifications. It is doubtful that the city
examinations still function in the way that they onco did. Their main
consequence today seems to be that those "in the know" with respect to
the character of the examination - and these tend to be the graduates
of a relatively small number of training institutions in and around the
city - are the most likely to pass it, while able people from other
parts of the country are eliminated by it.

Another re'.son there has Leen little innovation from within city
school sy,tems is that her has been no surplus of resources for
innovation. The budget is almost completely accounted for each year by
routine commitments, mainly to salaries, supplies, and plant maintenance
and expansion, often at a less tnan adequate level. A school system which
must house pupils in old, um-ate buildings, wnich can barely supply them
with the minimum necessities in terms of textbooks, paper, and chalk,
which has a severe shortage of teachers not to speak of specialists
like testers and remedial reading, staff - can hardly be expected,to
innovate. iven if an innovation promises to save money eventually, the
process of instituting it is likely to be expensive.
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Galbraith has written about the general tendency of the United
States to affluence in the private sector and underspending in the
public sector.(56) Before World War II, education was not regarded as
an especially central institution. That has changed. Education is now
seen as quite central to private interests in "upward mobility" and as
a consequence there is more public willingness to invest in it. However,
education still lacks lobbyists where it needs them - often in state
legislatures. The concern in the 1910's and 1920's to divorce schools
from the political party "spoils system" has led to a ritualistic
avoidance of politics by educators which has become unreal and uncon-
structive. It has amounted in many cases to ceding influence to school
boards made up of representatives of the business community whose chief
concern is to keep down local taxation. It has meant that educators
hesitate to bring pressure on state legislatures to allocate more money
to education. In big cities, it is often the mayor who must be the main
spokesman of the city's interests before the governor and state
legislature; but a school system completely independent of mayoral
control is not likely to find a strong spokesman in him.

Another reason often mentioned for the lack of innovativeness in
school systems is the nature of their organisational structure. Although
most professionals these days, including those in the old free professions,
work within complex organisations, professional personnel function in
special ways in those contexts. Although there is constant tension between
the demands of professionalism and the organisational requirements of
bureaucracies, doctors in hospitals, scientists in industrial research
organisations and professors in large universities arc able to maintain an
autonomy in their work which is based on their expertise. They are able
to participate in a system of sanctions dispensed by their peers, and
to maintain a democratic collegiality in team work rather than a hier-
archical command based on official status. Students of organisation
agree that where authority is based on expertise rather than on hier-
archical position - that is, where the type of structure arising from
professionalism exists within the organisation, the organisation is
more likely to be innovative than if it were bureaucratic. However,
school systets typically have the bureaucratic type of structure rather
than the professiohal, and this seems to extend to colleges of education.

1

A case study of itself, by the Center for the Study of Educational
Administration at Oregon - one of the U.S.C.E. Research and Jevelopment
centers - found th# here was a deep cleavage in the patterns of
communication and Vella 'our at the Center between the staff members who

\%4

crIme from the field of education and those who came from the behavioural
sciences. In general the people engaged in basic research were the
behavioural scientists and those working in development and dissemination
were educationists. The author divided the personnel, according to their
patterns of communication, into Organisation Men and Research Men. He
found several differences between them. (1) The Organisation Men
regarded the Center as an end in itself; they felt it a duty to know
everyone's name and rank. They used the Center's library, attended its
seminars ana read its internal memoranda with care. The Research Men
regarded the Center as an instrument for getting research done. They
were not especially concerned about knowing everyone's name and they
were far less concerned with rank than the Organisation Men. They used
the university library in preference to the Center library and they did
not attend Center seminars so frequently nor read internal memoranda
with such care. (2) Although the graduate assistants to the Researchers
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tended to be young students while the graduate assistants to the
Organisation Nen were often men of mature years and many years'
experience in educational administration, the Researchers treated their
assistants more nearly as colleagues - asking their advice, for instance,
whereas the Organisation Men treated their assistants as inferiors and
never asked their advice. The assistants thus found the experience
traumatic. Organisation Nen spontaneously identified themselves
and others in terms of their rank. Research Men spontaneously identified
themselves and others in terms of "what they were working on". There
was little communication across the boundary between education and the
behavioural sciences; thus, functionally speaking, the Center was not
very "interdisciplinary".(57)

This study is cited here to indicate that education is a quasi-
professional field. Schools of graduate education apparently socialise
their students for the behaviour appropriate to the bureaucratic systems
in which they will function. The teacher, as a quasi-professional, is
in a position filled with contradictions. On the one hand she leans
heavily on supports and materials which in effect encroach heavily on
her autonomy: curriculum guides, textbooks, "advice" from principals
and supervisors. The effort to devise curricula and materials which
will be "teacher-proof" is evidence of the view held by the authors of
these curriculum materials that teachers are not to be trusted with,
professional judgements. Much in the teachers' own behaviour resembles
that of the bureaucratic employee more than that of the professional.
Teachers feel little obligation to keep up with any literature or to
seek out new and better ways of performing their functions. Rather
than searching for new practices they often feel that there is an
admission of inadequacy in imitating the practices of another teacher.
New teachers coming into the schools from colleges of education are
criticized by the older, established teachers for any fresh new practices
they try to introduce. Introducing new practices is regarded as
"showing-off" and 'bate- busting ".

At the same time that the teacher does not, in many ways, behave
as a professional - nor is she permitted to do so by the system -
teachers think of themselves as professionals and use professionals as
their reference group. Consequently they resist innovations introduced
from outside as an encroachment of their "professional autonomy". Non-
participation in decisions affecting them is deeply resented, especially
if those decisions are made by "outsiders" rather than by their
recognised superiors within the school system. The notion that"non-
educators" can make competent decisions about schooling seems especially
to fly in the face of c laims that education is a profession. Thus
teachers, principals and superintendents do not relish the control over
educational decisions which is intermittently exercised by lay boards
of education. This is bad enough when the lay boards consist of citizens
whose own education equals, or surpasses, that of the educators. When
there is a threat that decisions concerning their competence and
concerning matters like curriculum, will be made by boards of laymen less
educated than they, and of lower social status than their own, the
situation so flagrantly denies any professional expertise to the educators
as to become, frnm their point of view, intolerable. It is the fact that
education has a weak knowledge base which makes threats of this kind
from the laity possible.

4 G
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Another cause often cited for the lack of innovations in school
systems is the fact that they are monopolies. Since they face no
competition, they need nOtbe concerned with improvement of their
services. In point of fadt, the public schools are in competition with
private and parochial sclioOls, and they have lost to those schools many
of their most academically.able pupils. Still, the law guarantees them
a clientele, however unwilling. A number of critics have proposed that
competition between schools for this clientele should be introduced in
some form. One proposal is that parents be given a state tuition allot-
ment instead of being provided directly with educational service.
Competing schools could then be organised and parents might freely
patronise whichever they wished. Levin (58) has criticized this proposal
on the obvious ground that it would lead to a still more unequal
distribution of resources among schools than now exists. Better off
families could add to their public allotment and pay for superior
teachers and facilities, while those who were economically weakest would
have to be content with what their public allowment could buy. The
present form of public provision is at least somewhat redistributive.
Levin and Sizer (59) propose to maintain this redistributive character
of the situation by giving a public allotment only to the low-income
segments of the population on a principle something like that of the
negative income tax. Other proposals simply suggest that there be a
variety of types of public school organisation: schools run by the
federal government (as on Indian reservations); by the states; by local
communities; by private agencies under contract to the state; and so on.
The idea is to introduce competitive diversity and thus encourage
experimentation.(60)

A final reason why school -systems are Lot innovative, especially
in comparison to industry, is the well-known fact that the material
parts of any culture are the most easily changed, while the core values
change most slowly and with most difficulty. Schools are not merely
instructional and classifying agencies. They socialise; that is, they
train children in the core values of the society, supplementing the
work of the family and church. Furthermore, the instructional aspects
of schooling and the socialisation aspects, wnile analytically separable,
are not separable in action. Every instructional process is also a
process of socialisation. If instruction involves authoritative present-
ation of subject-matter by a teacher and its passive absorption by the
pupil, it is at the same time a process of socialisation to authori-
tarian.relationships with adults. If, on the other hand, a "discovery
method" of instruction is used and pupils are encouraged to arrive at
principles from their own observations and inferences, with limited
guidance from the teacher, this is at the same time a process of
socialisation to personal and intellectual autonomy. A very different
kind of socialisation is going on if a teacher cannot admit he does not
know something, because to do so would undermine his control over his
students, and if admitting he does not know things and joining with his
students in "finding out" is a routine occurrence.

..very conceivable innovation has some consequences over and above
its instructional ones. Sometimes these are minor; but they may be very
important and, if given no thought in advance, may arouse unanticipated

An experiment with "tuition vouchers" will begin in the United

States in the autumn of 1970.
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resistance. To take just a passing glance at an example, if the non-
graded school really dispenses with the rough correspondence between
level of expected accomplishment and age, which now pertains, the
consequences could have many ramifications. Age not only has correlates
in physical maturation; age-grading is-a major basis of social structure.
Each phase of the life cycle has its appropriate privileges, obligations
and prestige. For children, age is an extremely important basis for
awarding prerogatives and demanding increasing responsibility in return.
Children in school feel,extreme shame at being classed with those very
much younger than themselves. The importance of being a "fourth grader"
is great enough to motivate sincere striving toward the expected
behaviour - as opposed to "third grade" behaviour. What would happen to
these powerful levers of social control if age and levels of academic
achievement were to become completely unhinged?

Not only is there resistance to innovation in school systems -
there is also the phenomenon of over-diffusion. Because of their limited
resources, schools are vulnerable to contingent handouts. If "innovation"
is the price of getting federal money, they will seek frantically for
something to do which can be labelled innovation. If the word from
Washington is "community participation", there will be something called
by that name and resembling it sufficiently to get the money. If huge
sums are made available to test the feasibility of computer-assisted
instruction, some school systems will contract to test its feasibility -
often to gain political credit for being "innovative". It would be
better all round if federal aid to education and the subsidization of

ovation were kept separate and called by their right names.
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IV. THE NEED FOR EDUCATIONAL RESEARCH AND RESEARCHERS

This section relies heavily on two papers by Sam Sieber (61)(62)
who, together with Paul Lazarsfeld(63) has written the best recent
surveys and analyses of the organisation of educational research in the
United States.

The infusion of federal funds which has sparked so much other
educational activity since the mid-fifties has also given_rise to new
organisations devoted in part to educational research. Many of them
devote a large part of their activity to development without accompany-
ing research, however, and a good part of what is called "research"
would not be labelled either basic or, applied research in any of the
natural or behavioural sciences. By this is. meant, for example, that
"evaluation research" in the field of education traditionally refers to
the observation of a project or a school system by an expert consultant
who then writes an informed, qualitative assessment. Such evaluations
are extremely useful, but they do not coincide with what is understood
in the behavioural sciences as "evaluation research". Much more that is
labelled "research" in some organisations is social book-keeping: the
collection of basic statistics concerning enrolments, staff sizes,
school retention rates, costs, teacher/pupil ratios and so on. Again
it is conventional in the field of education'to label such important
and necessary book-keeping activities as "research" but this differs
from the conventional use of the term in the liberal arts and sciences.

There are four major kinds of organisations engaged in educational
research (leaving aside the R and D activities of private industry
related to educational technology). First, there are university-based
research units. In 1964 Sieber and Lazarsfeld found 70 of these based
in graduate schools of education (of which there were then 110), a
quarter of them having been founded since 1960. Only about a third of
these units were exclusively concerned with research; two-thirds gave
more than half their budgets to research, while the remainder gave more
than half to services. "Typically, personnel associated with these units
prepare unsolicited proposals for submission to foundations, the uni-
versity or the federal government, the latter being the major source of
research support in the country. Overall the areas that are most
commonly researched are: tests and measurements, methods of instruction,
educational administration, reading, and psychology of learning". Most
of the staff are faculty members devoting part-time to research, and
graduate research assistants. About a quarter of the professional
personnel have been recruited from behavioural science departments
outside the school of education.

Another type of university-based research organisation working in
the field of education is that found in behavioural science departments,
especially sociology, psychology and social psychology, which devote
part of their programmes to educational research. The Bureau of Applied
Social Research at Columbia University, attached to the Department of
Sociology, is an example. B.A.S.R., founded by Paul F. Lazarsfeld, is
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famous for its contributions to the American tradition of empirical
sociological research. In rec nt years at B.L.S.R. there have been many
projects in the sociology of education. While only a portion of the
Bureau's large programme is related to education, all of what it does
is basic or applied research in 'he "hard-nosed" behavioural science
tradition.

Another university-based grow are the ten Research and Development
(R and D) Centers, supported mainly .y federal funds under E.S.E.A.
The funds for each center average abs t $1 million annually. Each one
focusses on a special educational pro em such as cognitive learning,
teacher education, individualisation o instruction, higher education,
or educational administration. The cente s are supposed to invent new
edubational practices as a result of on- ing research, test them in
the field, and disseminate them. Only a p. tion of their activities is
devoted to research. Development and disse nation are a.major part'of
their mandate.

Still another group of organisations wit federal support on about
the same scale (but with other sources of supp rt as well) are the
inter-university consortiums which make up the egional Educational
Laboratories. There are twenty of these. They ar committed to trans-
lating educational research findings into practic in local schools
within a designated region.

The second type of unit is research organisations based in State
Departments of Education. Most of the activity in these units constitute
research services, such as consultation on proposals for federal funds
being prepared by local school systems, summaries of research on various
topics, screening of proposals from outsiders who want access to the
schools, and routine statistical services. Another major part of the
activity is the state's educational book-keeping. In a few states
another activity is evaluation, usually not based on systematic,
empirical research but on the evaluative impressions of experts.

A third type of unit is based in local school systems. When these
are in big cities, the research unit may be larger than that of the
state department of education. Most of the work is of the same nature.

Fourth are private, independent research organisations. Among these
are the well-known testing organisations, like the Educational Testing
Service, organisations sponsored by professional associations like the
Office of Research of.the American Council on Education, and research
done by scholarship agencies such as the liational Merit Scholarship
Corporation. The testing organisations include a heavy representation
of non-education personnel, largely recruited from psychology and
statistics.

In a 1967 interview, R. Louis Bright, tnen head of research at
U.S.O.E., said that the regional laboratories funded by U.S.O.E. were
doing "practically no research. There is no fundamental research", and
that the R and D Centers were spending 30 per cent to 40 per cent of
their time on basic research and the rest on applied research.(64)
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Education is not the only or first field to suffer from the
federal government's short-sighted emphasis on funding "applied" as
opposed to basic research. It has also been federal policy in the health
fields to a greater extent than scientists like. The exhortations to
the field of education to emulate industry's policy of investment in
R and D are misplaced. Industrial R and D has the whole wealth of basic
natural science theory to draw on, while education has no similar wealth
of either natural or social science theory as an underpinning for
"development" studies. That is why so much that passes for "development"
and 'innovation" is mere fashion. There is too much emphasis, not only
on development, but on dissemination where there is nothing well-tested
and worthwhile to disseminate.

No doubt part of the reason for the present situation is that
educational research, traditionally, has been so unproductive that it
is no longer looked to for results. "Consensus on the failure of edu-
cational research to improve school practices is so widespread that the
point needs no substantiation here. For example, in a recent survey 90
per cent of the deans of education in the nation denied that we already
know so much about the teaching-learning process that the main problem
is dissemination of knowledge".(65)

The Sieber and Lazarsfeld study provides both an explanation 'for
this lack of productivity and a warning that a radical change is needed
in the current occupational structure of the educational research field -
a change which U.S.O.E. policies have thus far not promoted.

The problems of educational research have stemmed from the histor-
ical isolation of education facultils from the liberal arts and sciences
even when they were on the same campuses: from chronic shortages of
personnel, from pressures by schools for services, wnich have drained
the schools of education of energies and resources which should have
gone into research, and from the relatively poor quality of graduate
students in education.

"The founders of educati nal research were no. trained in profess-
ional education for the simple reason that graduate schools of education
did riot exist when these men received their training. But when schools
of education wer.:_ created, the founding fathers quite naturally moved
into these new institutions. Their students had less background in non-
educational fields, and the students of these students were even more
provincial, and so the cycle of in-breeding and provincialiation
continued. Later generations therefore became increasingly isolated from
the main streams of scholarship in the academic departments of the
universities.

"One terrible consequence of this isolation has been a neglect of
theoretical frameworks for the guidance of research...many educational
researchers are content to collect random facts about schools, to spend
their professional careers evaluating trivial educational inventions,
or to compare program A with prog,ram B in a single school ...
Another dismal consequence of this isolation,.. has been preoccupation
with psychological researeh'on education, particularly the'test and
measurement' approach to ssessment ... all of the eminent men who
launched the field of educ tional research forty to fifty years ago were
themselves psychologiJts . . the other social sciences were academically
immature in those days... but the in-breeding ... prevented the faculty
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from keeping abreast of developments in political science, sociology,
history, and economics over the past forty years A survey was
carried out in 1964 among all the authors of research articles on
education that appeared in some forty journals. Only 4 per cent of the
authors were social scientists other than psychologists. And among the
projects supported by the Co-operative Research Program of the
U.S.O.E. from 1956 to 1963, only 10 per cent were conducted by social
scientists other than psychologists. What this means is that dozens of
repearch topics are awaiting the attention of behavioral scientists".
(66)

Sieber goes on to point out that schools of education have been
less successful than other professional disciplines in insulating
themselves from demands for routine service work by schools. "It should
not be the obligation of any institution of higher learning to give
routine help to schools, anymore than it should be the responsibility of
a medical school to take care of patients,... or of a department of
sociology to conduct the census, unless these activities are conducted
solely for training purposes.

"In short, a resurgence of interest in developmental and dissemin-
ative activities which is not linked to new and improved research ...
(will mean) a myriad of educational fads whose sole value will be
political ... this is precisely the direction in which the academic
community is being pushed even farther by recent U.S.O.E. outlays for
development and dissemination combined with holding the line on research
funds".(67)

The conglomeration of non-research and quasi-research roles in
education, produced by accidents of history is accepted today as the
demand structure dictating the future supply of educational research
manpower. It is difficult to develop educational researchers within
schools of education because more immediately pressing practical demands
divert them. Only 5 per cent of those who enter graduate schools of
education complete degrees. This is connected with the fact that graduate
work is usually postponed until after some practical experience in
teaching has been obtained, and most of it is entered into to get
"credits" toward advancement and higher salaries for which degrees are
not always required..,Professors of education are loaded down with
teaching and supervisory responsibilities so that their research, if
any, is necessarily spasmodic and fragmentary. "... out of all persons
conducting research oriented toward the concerns of professional
education, only 3 per cent are full-time researchers. Half devote less
than 21 per cent of their time to research". And finally, schools of
education as shown by various measures of the qualifications of students
entering them, have attracted the less able graduate students in the
university.

"The implications for policy are four: (1) More researchers from
the behavioral sciences need to be recruited and trained for work on-
education, and particularly for work that strives for theoretical
cogency and breadth ... almost all of the Research Training programs
supported by the U.S.O.E. are located in schools ofeducation. In other
words, the traditional structures are still training the next generation
of researchers ... In the meantime the R and D Centers and Regional
Laboratories will have to continue recruiting from schools of education,
despite their already desperate search for non-education-trained people.
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"If we wait much longer, people with educational backgrounds will gain
positions of authority_in these new structures, and the inbreeding ap
educationists will simply be transferred from the old to the new
institutions at public expense.

---

"(2) The current hySteria for 'developments and 'dissemination'
should not'be permitted to drain off the available manpower for
research.

"Although systematic research is by no means the only avenue to
good educational ideas, a larger pool of researchers is needed to
evaluate even those brilliant ideas that are not derived from research ..

the Research and Development Centers ... should not be rushed into the
production of teaching materials, but should be permitted to demonstrate
the value of sustained inquiry. And finally, a-balance between research
and development funds should' be carefully preserved in the programs
of the U.S.O.E. (As a result of recent congressional appropriations
this balance has been badly upset, with farigreater weight being allotted
to action programs in schools; and the greatest casualty of all was
the Research Training Program, which was actually cut back after only
one year of operation.)

"(3) ... research talent needs to be identified and encouraged at
an early stage so that students will go on.for the doctorate-without
interruption, and then continue into research jobs; and the best
researchers need to be released from traditional teaching obligations
so that they can conduct 'special research training programs and
superViry students' research.

"(4) The relatively poor quality of graduate students in education
means that sufficient funds have to be offered to attract the better
students in other departments particularly in view of the competition
with other fellowship programs in the behavioral sciences; and that
standards for entrance to advanced degree programs in education need
to.be raised":(68)
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V. INNOVATION: SOUND AND FURY?

Much of United States education is improving rapidly, but the
educational aspirations of nearly every group in the population are
rising faster sti11J. Many of the troubles our schools face have their
roots in larger social problems, but they are played out on campuses
because that is where such a large portion of the society conducts its
daily affairs.

The best of our elementary and secondary schools are the finest
the nation has ever had. The same is true of our best colleges and
universities. Some central city school systems have declined from
earlier peaks of excellence, but even in decline they are better than
the legallysegregated Negro schools of the old South which, for much
of their clientele, they historically replace. To be convinced of this,
one need only look at the national comparison of school facilities
available to Negroes and whites as set forth in the Coleman report ad
then at the comparison of Negro and white Southern segregated school
facilities in the report of President Truman's Civil Rights Committee,
To Secure These Rights (1948).

So long as the bulk of American Negroes made their living from
Southern agriculturee the gross inferiority of their segregated schools
was barely perceived as a problem by whites. Today the destructive
effects of that long history of inadequate schooling must be made good.
Until it is, blacks cannot join the mainstream of American society. The
task of educational innovation lies in extending more nearly equal
educational opportunity to disadvantaged minorities, lagging regions,
.low-income groups and crisis-ridden cities. Innovation without the
political will and a large investment of resources will be useless;
but innovation is needed.

Have the innovations described in this monograph much to offer?
It is hard to say because most of them have neither developed out of
basic research nnr received competent evaluation.

There are several strands of basic research which hold promise
for solving the central problems. One of these suggests that a key
organisational strategy for upgrading disadvantaged pupils is social
class desegregation.:Research studies have repeatedly found that
youngsters from educationally weak homes benefit by attending school
with classmates who have Well-educated parents. Racial desegregation
appears to be beneficial not because of anything to do with race but
because it puts disadvantaged black pupils into contact with education-
ally advantaged whites. It would be equally beneficial for them to go
to school with black youngsters wholiad well-educated parents.

Unfortunately, the separation of the social classes into cities
;versus suburbs is probably increasing the social class segregation of
American schools. The sharp residential segregation Of the social
classes is disastrous, and not Only for schooling. A few suburbs in
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the greater Boston area which have incorporated small numbers of black
students into their schools through bussing are now promoting low income
housiRg within their boundaries. Housing policies which promote hetero-
geneous neighbourhoods are vital for education:

Another body of important basic research is the study of learning
in early childhood. Psychologists are making new discoveries about
learning in infancy. The more they learn, the earlier the middle class
child's advantages seem to begin. Recent research is beginning to
specify what those very early advantages are. The more precisely this
is known, the more obvious it will become what kinds of "compensation"
will work best for children who are presently deprived of the founda-
tions for effective academic learning.

A third line of basic research potentially of practical importance
is the sociological study of complex organisations. Everyone senses
that bureaucratic structure, functional for some kinds of industrial
and governmental administration, is dysfunctional for teaching and
learning. Sociologists of education are beginning to specify why this
is the case: how the teacher's role becomes replete with strain; how
the selection functions of the school interfere with education; how the
bureaucratic ru^ture of the school system inhibits innovation. They
are also studji he organisatinal conditions under which teams of
scientists and r professionals are most productive. This research
has obvious relevance for educational innovation.

It Is because the innovations now popular are not grounded in any
w:il-tasted theory that they present so unpromising a picture. Head
start, for instance, seems to be ineffectual academically. This is due
not only to ;,he fact *`hat the programme is too brief and diffuse but
also to the fact that we do not yet have a fully adequate theory of
early childhood learning. Similarly, to recall Bruner's formulation,
there exists no theory of instruction, which might provide a programme
for programmed instruction. Or again, while it is obvious that non-
grading, team teaching, and flexible scheduling portend a radical change
in schools as organisations, there appear to be few attempts to look at
the consequences for learning of these innovations viewed ac changes in
the context of social relationships in which learning occurs.

Evaluation research of a high quality is also much needed. Title
and Title III of E.s.E.A. require grantees to evaluate their own
projects. Not surprisingly, this has resulted in a flood of favourable
reports which, however, are contradicted by such objective evaluation
as we have. The disinterested evaluation researcner is nearly always
an unhappy man caught in a political crossfire of vested interests
which attack his motives and his methoda. As a result, researchers tend
to stay clear of this kind of work. The difficulty lies in the structure
of educational R and D which permits groups to develop heavy stakes in
the apparent success of large-scale innovations that were never
adequately tested on a pilot basis. Evaluation research has also been
unduly narrow - testing only whether certain outcomes were achieved
but leaving unexplored the question of what elements in a complex
innovation are causally linked with outcomes.(69)
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In the long run, no particular innovation is as important as the
institutionalization of innovativeness. The question is how to do it.
Part of the answer is more resources. Another part is a greater
professionalization of education. However, education can become fully
professional only if it is based on a genuine expertise which in turn
rests on a solid body of educational theory. Innovativeness can be
institutionalized only if basic and applied research of high quality
are institutionalized. As Sieber and Lazarsfeld have pointed out,
appropriately trained manpower in sufficient numbers does not exist,
nor are schools of education presently suited to produce it. Ways must
be found to attract researchers in the natural and behavioural sciences
to educOional problems and to support their training and their work.
This manpower problem needs serious attention.

c-
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