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EXECUTIVE SUMMARY

The Berkeley Experimental Schools Project (BESP) was one of
ight projects funded nationally by the federal Experimental Schools
Program (ESP), which was launched in 1970 as part of the U.S. Office
f Education and was shifted to the National Institute of Education
upon its establishment in 1972. The anncunced federal aim of the
program was to effect "comprehensive change" within local school
districts.
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Time, szale and investment were calculated to correspond with
the project's ambitious aim. BESP extended over five years (1971-
1%$76). At its peak (1972-1973) average daily attendance (ADA) at
23 BESP sites, ranging from self-contained schools to modest supple=-
mental programs, was 4,235, or 30 percent of the average daily
attendance of 14,250 in the Berkeley Unified Scheool District (BUSD):
the ADA at BESP sites ebbed to 2,865 in 1975/76, or 22 percent of
BUSD's total ADA of 12,977 in that school year. Over the five years,
federal ESA funneled $6,101,338 into the Berkeley project; if in-
direct costs, inciuding federal overhead and external evaluation,
are added, the total investment exceeded $7 million.

Evaluation, performed at two levels, was an essential element
of the project. Level I, formative evaluation, was an in-project
operation, charged with ongoing assessment of the experiment in

corrections, adjustments; for differentiating between innovations
that proved promising and those that did not, and making the appro-
priate decisions. Level II, summative evaluation, was the function
of an external agency, charged with a final and comprehensive assess-
ment of the project, its conduct and its outcomes; Level II findings
were to be delivered to the sponsoring federal agency to help it
appraise, so to speak, the return on its investment, and extract
from the project such conclusions, positive or negative, as might
be useful both for the federal government's own effort in the educa-
tional field and for the diverse components of the school system in
the localities and states.

Through competitive bidding, the Scientific Analysis Corporation
was awarded the Level II evaluation contract by NIE in 1973. The
Institute for Scientific Analysis, a division of SAC, conducted the
raesearch for the summative evaluation during the three final school
years (1973/74 = 1975/76) of BESP. Our research included a survey
of parents and students in a cohort sample drawn from BESP and
common (i.e., non=BESP) schools in Berkeley; field observations of
BESP schools; an organizational analysis of BESP; interviews with
a sample of BESP and common school teachers and key project personnel
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at all levels, and with Berkeley residents. Our three-year longi-
tudinal study, conducted along the above lines, produced the empiri-
cal data base for this, our summative evaluation report.

Given the stated objective of federal ESP at the outset of the
program, our first summative finding is: BESP did not produce
"comprehensive change" in the Berkeley school district; nothing in
the data indicates that BESP even pointed the District in the direc-
tion of "comprehensive change.” - - -

1. Replies to NIE's Detailed Questions

Requiring a more itemized account than the forageoing., the NIE
contract specified that the Level II evaluator determine whether
changes, attributable to BESP, occurred in various areas and practices
of the Berkeley school district. The areas ranged from such seem-
ingly simple tangibles as truancy and dropout rates to the more com-
plex and less tangible concept of "guality of educzation." Presumably,
if there were a significant number of changes in these several areas,
they would, in their sum, indicate "comprehensive change." The
first issue posed by NIE was whether BESP "has...led to greater
diversity in the range of educational options within the school
district." This primary emphasis meshed with the lecal plan for
BESP, which envisioned increased options as the seminal force from
which all cther beneficent changes would sprout. We examine the
issue of options quantitatively, qualitatively and developmentally.

At its peak, BESP encompassed 23 options with considerable
diversity in teaching styles, curricular content and focus, educa-
tional values and goals, and organizational structure. However,
only 13 of these options were launched under BESP's aegis; the
other 10 (including almost all those that were most innovative)
antedated BESP. Furthermore, when BESP was terminated only seven
of its options survived, and only two of these were produced in the
BESP vears. These two surviving programs served some 200 students--
and this in a school district with about 13,000 students.

Qualitative measures are of necessity more complicated. How
diverse were the 23 options (or alternative schools, as they were
commonly called in Berkeley)? In approving these options as com-
rponents of BESP, the school district and federal ESP certified, in
common schools, else there would have been no rationale for funding
it as an experimental program. But how "different"?

One significant index of difference was their locale. Seven
options were "off-site"; that is, they were housed in their own
quarters, separate from any common school. The other 16 were
"on-site," sharing the classrooms, campus and facilities of a

4
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common school. Off-site alternatives were self-contained schools,
offering their students a full program at their particular grade
level. They developed a greater sense of community among staff,
students and parents. They lent thamselves more readily to forms

of governance that involved those three components of the school
community. On-site alternatives ranged from minimal supplemental
programs, offering their students as faw as one or two alternative
classes per day, to schools that offered a comprehensive curriculum
at their respective grade levels. Students in the supplemental
programs took the remainder of their classes in the common school.
This latter arrangement made it virtually impossible to differen-
tiate with any degree of certainty between the impact of BESP and
the common school on student attitudes and overall performance.

More genesrally, an on-zsite locale tended to blur the distinct iden-
tity of BESP programs, rendered it more difficult to develop a

sense of community that imvolved parents, and served to create tensions
between the commen school host and the possibly transient alterna-
tive guest. After all, BESP's tenure was fixed at five years, and
no BESP program had prior guarantees that it would continue to exist
beyond the five years. Each on-site alternative understandably
calculated that its chances for survival would be influenced by the
capacity it displayed for "fitting into" its common school environ-
ment. This ecalculatien inhibited "innovation" that might be an irri-

convenience for the common school administration, which retained
overall administrative responsibility for its campus. Only three
of the 16 on-site BESP programs managec to achieve a relatively
high degree of "alternativeness," or "difference" from the common
schools.

By and large, off-gite location provided the more salubriocus
climate for "innovation" and "diversity." It is significant, then,
that 1less than one-~third of the BESP alternatives were off-site.

It is, perhaps, even more significant that the off-site alternatives
suffered the highest casualty rate in the course of the program.
After two years of BESP two off-site alternatives were liquidated,
and these were joined by a third a year later. That is, three out
of seven off-site experiments (433%) were truncated.

The significance of this is accentuated by the reasons for the
truncation. They were closed because the federal Office for Civil
Rights insisted that their racial separatism violated Title IV of
the 1964 Civil Rights Act. Two of the closed schools, Black House
and United Nations West, were all-Black (except for one student)
and the other, Casa de la Raza, was all-Chicano. These schools
represented the greatest degree of "diversity" and "innovation" with-
in BESP. The first two to be closed set out deliberately to test
the hypothesis that students from ethnic minorities, which have been
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inferior status by the dominant majority, could be better motivated

te achieve their educational potential in a setting that was informed

with the culture, historical experience and contemporary reality of
their ethnic group. Such a setting, it was argued, would cultivate

and members of an ethnic minority. It was argued further that auto-
nomy for the given ethniec group was best designed to create such

a setting. We are aware of powerful arquments disputing that posi-
tion. However, in attempting to assess the "diversity" introduced
by BESP, it seems to us that the closure of the three schools sig=
nificantly curtailed its quality and range.

As cone facet of its longitudinal study, ISA selected six
indicators of "educational diversity" from the field observers'
data at the individual BESP sites. We found that of the 20 then-
existing BESP schools, 12 possessed two or fewer indicators of
"educational diversity," whereas eight had three or more. If all
23 sites are considered, it can be said that 11 were distinguished
by at least three indicators of "educational diversity." (These
indicators were non-graded classrooms, peer teaching, interdisci-
plinary approach to subjects, multi-cultural emphasis, emphasis on
controversial or avant-garde subjects, and programmed learning.)

It seems to us, however, that the issue of diversity is best
apprehended by viewing the developmental process. This process
described a curve, a short upward turn in both the gquantity and
quality of diversity during the first two years of BESP, and then
a longer and steeper downturn on both counts in the final three years.
On one level, the decline in quality resulted from the decline in
quantity; some of the terminated alternatives, as indicated previous-
ly, represented a high degree of diversity. However, even in the
alternatives that remained through the final years there was a
qualitative decline in diversity; there was a marked tendency to
greater conformity with the common schools, prompted in part by
the feeling that this was the more likely to ensure the continued
existence of an individual site within the Berkeley school system
once the flow of BESP funds ceased.

In our view, the summative evaluation of BESP must focus,
not on the transient phenomena, but on the residual and possibly
enduring impact of the experimental project upon the Berkeley
system. Looking at the seven alternatives and lesser residues that
remained after BESP's end, we found that their contribution to
"educational diversity" was far below a level that would be required
to effect significant, let alone comprehensive, change in the
Berkeley school district.

v



JATrC1C

NIE specified for evaluation. There was much more of it at the
beginning of BESP than there was at the end. In the end, the
difference in such participation between BESP and common schools was
negligible. Addressing other NIE items, we found no significant
differences between BESP and common schocls in dropout rates, truancy,
vandalism. The absence of significant difference also applied to
staff and fund allecation, te the locus and nature of leadership.

As for "racial-economic-academic mix for students and staff,"
the most striking change was introduced by the racially separatist
schools that were terminated. One all-Black BESP program survives
on the Berkeley High School campus, but in a manner that minimizes
this distinection. It is a supplemental program and most of its
students spend most of their school day in common school classes.
Otherwise, BESP had no impact at all on student-staff mix along the
above lines.

The final two NIE items concerned "quality of education® and
"policies, practices and perceptions of school staff.” On the
first item, our data revealed no significant difference between
BESP and common schools. On the second item, the dazta indicated
that BESP's multi-cultural curricula and teacher=-training programs
did impact upon teachers, and thus effected some change of an
unmeasured dimension in the perception and classroom practices of
the school staff.

2. BESP as a Federal R&D Project in Education

fic guestions in this final report, as we did in our two previous
annual reports. However, as we worked to fulfill our contract we
became increasingly uneasy about the perspective that guided our
efforts, which essentially limited evaluation to local imple-=
mentation of a federal program, and evaded the burden of evalu-
ating the federal agency's conception, methodology and strategy
in launching and overseeing the experimental program. We finally
concluded that our summative evaluation had to confront the
critical issues posed by BESP, not as a thing in itself, but as
an instrument in a large-scale federal experiment in education.

Once we expanded the scope of our gummative evaluation be-
vond the local implementation, our attention turned to the
foliowing problems:

a. ESP, including its Berkeley component, was an applica-
tion of the research and development methodology in the field of
education. RE&D gained its enormous prestige as an application
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of the physical sciences to technological systems. Was this metho-
dology, which was primarily tested and refined in the sphere of
defense and space technology, transferable to social institutions
that involve human subjects rather than physical objects, and if

it was transferable, how was the transfer best effected?

b. The R&D model employed in Berkeley encompassed four dis-
tinct strategies: local planning, comprehensiveness, five-year
forward funding, and twin-level evaluation. How effective were
these strategies? What can be learned from the conception and
implementation of these strategies that would have a bearing on
the larger issue of the applicability of R&D to the field of
education to bring about "comprehensive change"” in the nation's
schools?

OQur broader perspective also impelled us to a broader exami-
nation of the socio-political context in which the aim of "“compre-
hensive educational change"” gained currency, and in which the trans-
fei of R&D from the realm of defense and space tachnology to the
field of education was attempted. Such an examination could not
be definitive but it did serve to highlight the enormous diversity
in the public schools; why it was needed, how it could be brought
about, and, indeed, what its character should be. By implication
at least the contextual examination suggested the serious diffi-=
culties that attended the transfer of R&D from the relative tidi-
ness of the physical world to the turbulence of a human institu-~
tion that was commonly regarded as in a state of crisis.

Reverting to the two probhlem'areas listed above, we deal first
with the second, the R&D strategies employed by ESP.

3. Local Planning as an Educational R&D Strateay

Local planning was the strategic kingpin. The other three
strategies were, in a sense, conditions (comprehensiveness and
evaluation) or an incentive (forward funding) for the local planners
in devising their plan. ESP's premise was that local planning
of the local project would not only reflect local needs and aspir-
ations, would not only draw on an intimate knowledge of and respon-
siveness to local conditions, but also would most likely generate
the commitment, initiative, creativity and enthusiasm that would
enhance the possibility of achieving the project's goal: "com-
prehensive change” in the Berkeley school district.

We found that the local planning strategy, as applied, did not
fulfill the high hopes that rode with it. More specifically, we
found:
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a. The local planning process, including submission of pro-
posals from "interested parties,” the screening of these proposals,
and the integration of those chosen into an overall plan, consumed
two months at most. This extreme haste, dictated primarily by
federal ESP deadlines, precluded adeguate deliberation, severely
curtailed input from teachers, parents and others whose commitment
would be vital in implementing the plan, and stripped the planning
process of its political utility in revealing and reconciling
different viewpoints so as to ensure the broadest base of support
for the plan that was finally adopted.

b, The plan was vigorous in enunciating goals and arguing
their desirability; it was weak in delineating means for attaining
these goals, in analyzing probable obstacles and specifving ways
of overcoming them.

The local plan set three goals: (1) to provide program options
that will reflect the cultural pluralism in the community; (2)
to move toward elimination of institutional racism in the school
system, and to facilitate acquisition of basic skills by education-
ally disadvantaged students, especially ethnic minority members*,
and (3) to promote power-sharing in the school systen.

In our previous response to NIE's gquestions, we presented our

findings on BESP's option-creation. Our findings with respect to
the other goals follow.

Decreasing institutional racism. The data indicated that
BESP students and staff were somewhat more sensitized to racism
than their common school counterparts. BESP.students reported
fewer incidents of overt racism in their schools than did common
school students in theirs. BESP contributed to a change in
curriculum content to reflect traditions, cultures and accomplish-
ments of different ethnic groups in America. The BESP training
component trained teachers in the use of such curricula.

However, BESP did no more than overall BUSD did to increase
employment opportunities for minorities. True, many minority
persons were hired by BESP in the first three years, but most
of these were fired with the termination of non-certificated
staff at the end of the 1973/74 =school vear. Generally, BUSD
hiring practices are governed by a tenure system, which results in
placing most minority personnel in the "last hired, first fired”
category; this system is formalized in the state educational code
and district practice. BESP could do nothing about that. Indeed,

* At one point BUSD/BESP listed separately the goals with respect
to institutional racism and basic skills, so that four distinct
goals were presented. In this executive summary we also treat
institutional racism and basic skills separately.

9
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BESP was not vested with the power Lo change organizational
structures and practices of the school distriet. Since it is
implicit in the term "institutional racism" that racism is institu-
tionalized through structures and practices, BESP's lack of power
to alter these institutional elements fatally circumscribed its
capacity to diminish institutional racism.

Finally, a possible line of resistance to or attack on insti-
tutional racism was thwarted with the termination of three ethni-
cally separatist schools.

Basic skills. BESP produced at best only a minor differ-
ence in the acquisition of basic skills. Comparisons of stan-
dardized test scores by BESP and common school students in the
basic skills areas over a three-year period (1973-1976) revealed
few significant differences between the two groups. Among ethnic
minority students, the higher scores for the RESP group were some-=
what _more proncunéed Sti'1; a widening gap between white and

thelr s:h@cl careers ex;sted in b@th EESF and common schoclsi

One possibly significant but tentative finding cropped up,
not between BESP and common school students, but botween Black
students in racially separatist BESP schools and Black students
in botii BESP and common integrated schools. The finding is ten=
tative berause the samples were so small, consisting of 19 Black
students BESP integrated sites, 40 at BESP racially separatist
sites (C@Llege Prep and United Nations West), and 55 at integrated
common schools. Aside from sample size, the absence of controls
for variables (other than the integrated or separatist nature
of the school) that might have affected outcomes prompts us to
reiterate the caution that the finding is not conclusive. None-
theless, a camparlsan of CTES reaa;ng scores ;ar tha threa

annual grgwth by the sample in the all Elack agt;ong than by the
other two samples.

Power-sharing. At several BESP sites power-sharing by
parents and/or students was significantly greater than it has been
in Berkeley's common schools. Most BESP sites, however, did not
differ significantly from the common schools in this respect. At
these sites, the traditional distaste of school administrators and
teachers for amateurish intervention in what they perceive as the
areas of their special professional competence, and their more
overt hostility to intervention that impinges upon their economic
security and professional prerogatives effectively precluded
power-sharing, despite the rhetorical attachment to it in the BESP
plan.

VIII
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Even at sites that were different, the difference was most
proncunced in the first two years of BESP, then it progressively
diminished so that by the end it was barely discernible.

Attrition also played a part in diminution of power-sharing.
L;quldat;an of Casa de la Raza by OCR fiat eliminated a school
with the highest degres of community, parental and student invelve-

ment in governance. Of the six BESP sites on the Berkeley High
School campus.Agora and Genesis developed the highest level of
student involvement in site governance. Merger of these two
schools after the 1973/74 school year obliterated this dis-
tinction. Elsewhere, especially at off-site schools (e.g.,

Dﬂyssey and Kilimaﬁjafo) diffiﬁuities that miqht have baen anti-

presént at thE DuESFt. Gne dlfflcglty flawed frcm a tendency
in power=sharing to precipitate disagreement about the slices
of power to be shared. This tendency is exacerbated in a school
situation by narrow self-interest. That is, parents as a rule
are motivated to intervene in school governance to secure whrat
they regard as "good" for their child, but this does not neces-
sarily ecoinecide with what other parents regard as "good" for
their children. Such differences triggered internecine strife
at a few BESP sites. Internal strife is more prejudicial fer

a school than for other public institutions because of a deeply
ingrained public belief that the ideal learning situation is
marked by calm, stability and order. Consequently, at sites

where conflicts Erupted concern for "public image" (which was

also related to the s ' -'s survival) exerted a powerful pressure
to "cool it." Given the paucity of exXperience, tradition and
structural forms for resolving such conflict at the =site level,
the tendency was to eliminate conflict by curtailing active
parental participation in the exercise of power; i.e., by reverting
to the traditional system of vesting decisive power in the site
director.

BESP's lopsided emphasis on secondary schoels (only six of the
23 sites were elementary schools) also created a formidable barrier
to power-sharing. Parents are most inclined to get involved in
school affairs when their children are in the elementary grades;
their interest wanes almost in direct ratio to the grade advance-
ment of their children. BESP did not significantly counter this
trend.

In sum, we found that BESP did not significantly alter the
locus and exercise of power in the Berkeley school district.

IX
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If the progress toward BESP's four stated goals is used to
evaluate the local plan, the conclusion is that the local plan
was grievously defective. However, in this instance local planning
was a particular strategy of an RsD project designed, launched and
monitored by ESP. On the most obvious level, ESP impaired its own
strategy by the very brief time it dictated for the local planning
Z. Such haste laft little time to ascertain how well the
y participants understood they were getting into an R&D
iment, not an enrichment or compensateory program.
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4. Comprehensiveness as an Educational R&D Strategy

Since "compreliensive change" in a school district was the aim
of the K& project, federal ESP specified that a district program
had to be "comprehensive." Comprehensiveness meant three things:
(1) the district project should include no less than a third of the
district school population, (2) it should encompass the full grade
spectrum, K-12, so that parents and students would have alternatives
to choose at every grade level, and (3) it should construct an crgani-
zation parallel to the existing district oryanization, including an
administrative apparatus and a panoply Df support services from
training to publicity.

On the first dimension BESP never quite made it. In its peak
year it inveolved 30 geraent of the district student population, and
the five-year mean was ¢ oser to one-fourth than to one-third.

On the second dimension the Berkeley plan provided for pro
farma compliance with the K=12 regquirement, but even this formal
effort broke down after only two years. When site proposals were
submitted for BESP in Spring 1971, the missing link in the K-12
chain was at the junior high school level. Whereupon, the district
aaministratian dife:ted thé principalg of Barkeley's anly twg junigr

the;r eltég. Tha hasty goncept;cn res ulted in a slow blrth, bath
Junior high alternatives did not open until Fall 197Z, a year after
BESP was launched. Both program: vere terminated in Spring 1974,
two years before BESP had run it: ~surse. For threes of the five
BESP years, the only alternative school serving grades 7-8 was
Odyssey, which also included the 9th grade and had a total student
enrollment of slightly more than 100.

Even those parts of the K-12 chain that did exist were defec-
tive in that they did not provide for articulation. Parents and
students who chose a particular option at a K-3 site for example,
were not offered a similar option at any 4-6 schoel. Furthermore,
the previously noted, lopsided BESP emphasis on secondary schools
foreclosed an even flow of studerits through the BESP network.

12
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On the third dimension of comprehensiveness, a parallel
PESP organization was set up and staffed, but its authority was
never clearly defined, so that it existed as a dependent of BU3D.
The fate of central BESP support services indicates the weakness
of the organization. Only one of four support services, the

an autonomous and parallel entity.

In sum, we found that comprehensiveness as a strategy was not
really applied. Local performance indicated that the Berkeley
district never attached the same importance to comprehensiveness as
did the federal ESP.

5. Five-year Forward Funding;gsw§§,Educatiggal R&D Strategy

Five-year forward funding was intended as an earnest of the
federal ccmmitment to the project for five years, and as an
instrument to exact a similar time commitment from the Berkeley
school district. It expressed "comprehensiveness” in terms of
time and money. Just as "comprehensive change" was counterposed
to "piecemeal change,"” so five-year funding was counterposed to
"piecemeal"” furnding, doled out in one-year chunks.

The strategy did produce a five-year project. But it did
not exact the depth of cormitment that would be commensurate with
the goal of "comprehensive change." Among the factors that im-
paired the anticipated effects of the five-year forward funding
strategy were the following:

a. The $6,101,338 that ESP channeled into Berkeley repre-
sented only 3.7 percent of the school district's total income in
the five BESP years. It represented less than one-fourth (24%)

town;" but for the Berkeley school district it was only one of
several and when measured by the money it contributed it was not
even the biggest game. The district was more prone to be pre-
occupied with its chronic fiscal crisis. This divergence of

viewpoints between Berkeley and Washington was a constant
source of tension.

b. Auditors' reports and the findings of a special committee
.appointed by the Berkeley Board of Education. teo review the district's
fiscal condition agreed that "egregiously bad business management
practices” prevailed within the school district, The sheer in-
efficiency of the district's administrative and accounting systems
was in itself enough to frustrate the exercise of the refined dis-
crimination implicit in ESP's insistence that its funds be used
only for "ecatalytic" change costs.

13
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c. ESP funds to BESP sites provoked jealousy and resentment
among common school personnel. Because authoritative spokesmen
within the district failed to come forth as vigorous champions
of BESP to secure understanding and support among district per-
sonnel for the experimental program, ESP funds tended to create
friction, rather than a sense of security and continuity at BESP
sites. ‘

d. Half way through the project, following the shift of ESP
from OE to NIE, the Washington-Berkeley arrangement was changed
from a grant to a contract. The change created anxieties, es-
pecially at the BESP site level, because the contract negotiatiens
were difficult and protracted, and there was uncertainty about
their outcome. Subsequently, NIE/ESP threatened to withhold monies
at several junctures until BUSD/BESP complied with evolving federal
interpretations of evaluation and experimentalism. Such episodes
heightened a feeling within BESP that the funding was, in fact,
conditional and renewable on a yearly basis.

6. Evaluation as an Educational R&D Strategy

In ESP's R&D model, the local project was Development and
evaluation was the Research. The Development (i.e., local project)
evaluation). Consistent with the prime importance attached to
evaluation, it was generously funded. Initially, ESP planned
three levels of evaluation. Level I, formative evaluation, was
to be an integral component of Development. It was to be the inter-
nal monitor of the local project in progress, supplying data and
analysis to guide project personnel in directing the project, in
making rectifications and changes that seemed to be necessitated
by actual experience and outcomes. Level II, summative evaluation,
was to be an independent agency that would provide federal ESP with
an overall assessment of the local experiment and its outcomes.
Level III was to conduct a cross-site evaluation of the eight district
programs sponsored and funded by ESP. Level III was abandoned.

Level I. Symptomatic of Level I's fitful existence, it went
through four distinct reorganizations and in the fourth year
was absorbed into BUSD's Research and Evaluation unit. It was
caught between a constant drumfire of criticism from federal ESP
and a cross between passive resistance and overt hostility at the
BESP sites it was supposed to evaluate. It had no "feedback"
channels either to sites or the BESP administration. There is no
£evidence that such research as it did was ever utilitized in policy
or program development at any level of BESP. Much of Level I's
troubles stemmed from the lack of a clear. understarding within the
district that BESP was an R&D project. Consequently, there was
no understanding of the central role of evaluation.

XIT

14



Q

ERIC

Aruitoxt provided by Eic:

Level II. Level II evaluation went through two major organi-
zational phases. Initially, a Level II grant was awarded to DEEPS
(bocumentation and Evaluation of Experimental Projects in Schools),
an ad hoc academic team. This arrangement blew up after 20 months
when NIE/ESP rejected four DEEPS evaluation plans and the DEEPS co-
director resigned. The Scientific Analysis Corporation, which was
sponsor of the DEEPS staff at that time, exercising fisecal and ad-
ministrative responsibility, was now thrugt into a caretaker role;:
it phased out the grant with two reports: A A Study of the Choice
Structure of BESP, July 1973, and A Retraspectlve Descflption of
BUSD/BESP From Its Inception Thrauqh June 1973, September 1973.
Simultaneously, in competitive bidding, SAC secured the NIE/ESP
céntract for LéVEl I1 evaluation of the Berkeley project over its

SAC's division, the Institute for Scientific Analysis, respond-
ing to NIE's questions, as itemized earlier in this summary, pro-
duced two annual reports. This third and final report concludes our
work.

In a retrospective review of how summative evaluation was em-
ployed as an R&D strategy, we find a lack of clarity and precision
with respect to Level II. The fiasco with the first Level II team
(DEEPS) is symptomatic. Patently, after the first two years of the
project, there was no meeting of minds between the level II evalua-
tors and their federal sponsors. Our own change of perspective for
this final report grew out of a conclusion that NIE's contract gques=-
tions were not the most important or most relevant for a summative
evaluation of the R&D experiment that was conducted in the Berkeley
school system.

In sum, evaluation as an R&D strategy shared a crucial defect
with the other strategies: basic schisms between the project
principals about the nature of the project and, consequently, about
their particular roles in it. Such schisms can crop up in the
application of the R&D methodology in the realm of physical science
and technology, but there the objects of research, such as physical
properties or technolegical instruments, are not protagonists with
attitudes and understandings that can determine outcomes. In an
educational setting the human objects of an experiment do possess
those troublesome attributes. The R&D methodology floundered in the
Berkeley school experiment because it did not reckon fully with the
diverse human elements and did not, therefore, devise adequate

.Strategies to cope with them.

On the most elemental level, implicit in ESP's approach was
the assumgtlon that the Berkeley district was ready and willing to
effect "comprehensive change," that the infusion of $6 million into
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the district over a five-year span would provide that extra in-
centive, that extra bit of money that could transform good inten-
tions into a viable and effective action brogram. This assumption
proved false. There was a discrepancy between Washington's anti-
cipations and Berkeley's commitments. Faith in the catalytic
effects of $6 million had been misplaced. As a consequence the
project might be described as a "$6 million misunderstanding" among
the principals involved. Given the social realities that emerged
over the five years of the project NIE/ESP might have asked Level
II more appropriately to ascertain whether "change" had been the
true commitment of the participants, and, if so, what sort of
change and under what conditions, and whether the participants
realized the project was an educational R&D experiment in which
their distriet had been chosen as an object of study and evaluation.

Had there been a common understanding of the nature of the
project, and a common commitment to change, the outcomes might
have been different from those we evaluate in this reéport.
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PREFACE

More than three years ago, the Institute for Scientific
Analysis undertock the study of the Berkeley Experimental Schools
Project. This publication, the final report of the study, is
directed not only to the National Institute of Education,
the contracting agency, but also to public school staffs,
legislators, educational researchers interested in innovation and
chang®, and concerned laymen.

The research reported in this publication could never have
been completed without the cooperation of the staff throughout
the Berkeley Unified School District. More than 250 teachers,
school administrators, and other school personnel participated
in the study. In the schools where extended field studies were
conducted, we tried not to disrupt daily operations but we know
that we did, and we appreciate the understanding and patience
shown by the staffs in these schools. We are also indebted .-
many persons in the Berkeley community for sharing with us their
valuable knowledge and insights respecting the alternative
education movement in Berkeley. All gave freely of their time
and knowledge. We hope the findings will be useful both to the
educational professionals and concerned lay persons as they
grapple with the problems facing educatien.

Many persons have been associated with the Institute as
staff and consultants on this project. They have shared in the
labors of implementing a complex research design by providing
expertise in data preparation and analysis. Field staff, inter-
viewers, coders and other support personnel exerted effort
without which this report could never have been completed,

Their names are listed on the following page.

the director of the Berkeley Experimental Schools Project, for
arranging the entry into the BUSD. We are equally indebted to
Ms. Marie Wilson and Ms. Marilyn Hillard of the BESP admini-~
strative staff.

Lastly, our deep appreciation is expressed to all the
students in the Berkeley Unified School District who have in
one way or another participated in the study.

Over the years, Institute staff and consultants for this
project have included: ) ) .
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PART I: BEGINNINGS

This report represents the Institute for Scientific Analysis’

in previous reports, but goes beyond them to raise and answer
new questions about educational R&D projects in general and
their application in Berkeley in particular. 1In fulfilling

I of this report into two parts: - the first contains four
chapters which are intended to serve both as groundwork for
the report and as the place where conclusions are tentatively
introduced; the second part contains the main conclusions.

In our contract with NIE, we were given three questions
to answer; we state these in Chapter 1, and provide the main
answers forthwith, depending mostly although not exclusively
on findings already explicated in our previous reports. We
then argue that the three contract gquestions necessarily forced
us into a specific sort of summative evaluation, namely, an
evaluation of program implementation exclusively, and that
such an evaluative strategy is too limited for the findings
to be properly understood or interpreted. At the end of Chapter
1 we state our case for following a more encompassing strategy
wherein implemention is merely ore component--we argue that
the best way to understand the findings is to consider BESP
as simply one instance ol a public policy conceived az and
administered by a research-and-development logic. In our-

Berkeley's project are attributable more to problems of applving
an R&D strategy in education than to insufficient planning or
funding, lack of expertise, or bureaucratic ineptitude. We
summarize our overall aim at the end of Chapter 1 by stating,
"In short, we are evaluating the history, logiec, utility,

and consequences of educational R&D projects as such, in

order to account for the fate of the project as it worked itself
out in Berkeley."

The remaining three chapters in Part I then follow this
theme. Chapter 2 sets the stage by recreating for the reader,
and for ourselves, those features of the 1960°'s and early 1970's
that led to an interest in "comprehensive educational change"
in the White House, the Office of Education, the educational
profession, and, to some extent, the populace. The chapter
traces the establishment of NIE and the emergence of R&D as
a strategy to be followed by the federal government, first in
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the Department of Defense, :then as applied to perceived
educational problems. These davelopments are linked throughout

to the sociopolitical movements that swept the country during
this period, and to their local variants in the city of Berkeley.
This chapter is by far the most comprehensive in scope of any
chapter in this report, evoking as it does the relevant political,
social, and educational developments within which educational

R&D was embedded.

The two remaining chapters in Part I narrow the scope
considerably by elaborating in some detail the logic of an
R&D strategy and its specific application in Berkeley. Chapter
3 analyzes and criticizes Rs&D, arguing that its applicatien in
education and in other "human service" sectors is misconceived,
in at least two senses: on the one hand, the logic of R&D as
applied to the development of material objects (such as airplanes)
tends to be distorted in practice when applied to social objects
(such as children); and, on the other, even if R&D were applied
in its pristine form, the "state of the art" in a field such
as education is insufficiently developed to accommodate the
technical requirements of R&D for stringent definitions, pre-
dictions, and controls. The "lack of fit" between the guiding
ideas held by NIE officials and those held by BUSD/BESP adminis-
trators and staffs who were not imbued with an R&D ideology,
created considerable confusion not only for both sides, but alse
for our own task of summative evaluation.

Following the exposition of these themes in Chapter 3, the
final chapter of Part I discusses the four specific components of
the R&D strategy initially conceived by the Office of Education
(CE) and thereafter taken over by NIE: 1local planning, compre-
hensiveness of program design, five-year forward funding, and
formative/summative evaluation. Chapter 4 assesses OE/NIE's
rationales for each of these four components, as originally
formulated and as they emerged over the five years of BESP.

While ambiguities, inconsistencies, and various other shortcomings
are noted in this chapter, the main consequences of an R&D
strategy composed of these four elements are left for exposition

in Part II of this volume. Part II is then followed by two
appendixes: a chronology of "significant events" affecting BESP's
five-year existence, and a description of ISA's research design.
The concluding Volume II of this report contains detailed histories
of each of Berkeley's experimental/alternative schools to whose
operations NIE/ESP contributed financially.

25
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CHAPTER 1: INTRODUCTION AND SUMMARY OF PREVIOUS FINDINGS

Berkeley, California is a city of approximately 117,000
persons, including 20,000 Unive ersity of California students The
social context of Berkeley is an important backdrop for under=

standing the unique climate in which the Berkeley Experimental
Schools Program operated. The University is Berkeley's dominant -
economic, social, intellectual and cultural institution, but the
University itself is no monolith; aside from the most manifest
distinctions between students and faculty, and between youth and
age, employment on the same campus does not lead the janitor

and the Nobel Prize winner to resemble each other, nor does the
common designation of student erase the ethnic distinction between
Black and white.

Thus, the University's influences are as diverse as they are
re2rvasive. Moreover, even in Berkeley not all of life revolves
around the University. There are pockets of small-scale industry
along the city's waterfront. Berkeley is part of the San Francisco-
Oakland Standard Metropolitan Statistical Area, and some of its
residents are employed in the larger cities nearby.

Although the University's stamp upon it is paramount and
indelible, Berkeley does not escape Disraeli's division into
"two nations" of the privileged and the people. In Berkeley
usage the image for this dichotomy is usually para-sociolegical:
"town and gown." Sometimes, it is topographical: hills and
flatlands. The hills, stretching eastward from the campus, are
inhabited by professors, researchers, theorists, and other pro-
fessionals or executives and managers, occupying big houses
commensurate with their socio~economic status. The flatlands,
stretching westward from the campus, are a hodge podge of small
houses, big old homes (frequently subdivided for rental or
accomodating communes), and apartment dwellings, inhabited by
workers, white or blue collar, and students. The hills are the
panorama of affluence: the flatlands are an economic sprawl that
ranges from the modest comfort of the skilled worker to the
poverty of the welfare recipient.

Ethnic divisions are not completely identical with the socio-
economic divisions on that topographical map, but they are similar.
For the most part, whiteness goes with affluence in the hills,
whereas the ethnic minority populations are concentrated in the
flatlands. A quarter of Berkeley's population is Black, and
another eight percent is Asian, Mexican-American, or American
Indian; thus, ethnic minorities constitute one-third of the popu-
lation. The statistics, however, do not convey the minority,

26
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particularly the Black, influence in Berkeley. The Black community
is a major political force; during 1973/74 the U.S. Congressman
-rom Berkeley was 3lack, so was the mayor, so was one of the

ity's two State Assembly representatives. Two factors enter

ko *.is political performance. The first is that the socio-

ec. .mic character of the Black community is also influenced by

the University presence, resulting in an unusually high repre-
sentation in white-collar and professional/business ocCupations.
More than half of the non-white students in the BESP alternative
schools have families whose breadwinner was in the above categories.
The second factor arises from liberal influences among the white
residents in the hills and radical influences among white students
in the flatlands, creating diverse ideological compulsions for
political alliance with the Black community, or, in some instances,
with the moderate or radical currents within it.

L

F:

”

Despite the diversity, all are influenced by the special
flavor of Berkeley--the home of the "free speech" movement, of
Telegraph Avenue--but also the home of Asian technicians,
Mexican-American small business operators, Black insurance sales-
men, all striving to succeed, sharing aspirations of middle-class
whites, proud of their freedoms and their cultural backgrounds,
and all partaking of the democratic and intellectual ethos that
is Berkeley. The dominant politics range from liberal to radical.
The "hippy" culture is ever present; a significant segment of the
community is "into" groups, "into" communes, "inte" stained glass
and weaving, "into" rock soul and multi-cultural "raps." Berkeley
is not an "average" American city--in some of its cultural and
social manifestations it is a pace-setter.

While it has a radical aura, "frat houses" are experiencing
a resurgence; "counter-culture" and "youth cultuce" seem rampant
in Berkeley, but in the hills musical tastes run to Mozart and
Bach. And in many ways Berkeley's school system retains a
slightly "old-fashioned" atmosphere, as though it were still
teaching the sons and daughters of merchant families in the big,
brown, shingled homes of Norman Rockwell days.

The Berkeley Unified School District (BUSD) is a medium-
sized school district now serving approximately 12,000 students,
45 percent white, 44 percent Black, and 11 percent other minorities,
with an operating budget of approximately $30 million a year. It
was one of the first school systems to integrate voluntarily,
and is proud of having graduated many students who have gone on to
successful academic and professional careers. Today, BUSD con-
sists of 18 elementary schools (including two off-gite ESP schools),
two junior high schools and one high school, plus one off-site
junior high and one off-site high school. BUSD also contracts
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for special education services, runs a busing system and has a
full range of educational support systems. It is funded by state
and local funds and has a multitude of additional federal grants
which provide its budget. It is facing a continuous financial
crunch, and has a high per-capita school expenditure.

BUSD is considered by many to be a "progressive school
system,"” and was chosen as a site for the federal Experimental
Schools Program because it was already operating ten option sites
prior to federal funding.

The federal ESP grant* was an educational research and develop-
ment pro-ect emphasizing both internal and external evaluation.
This report is a summative evaluation by an "outside" independent
firm (Institute for Scientific Analysis) under contract to NIE/ESP,
granted after the program had already been underway two years
and after the first summative evaluation contract had been terminated
(DEEPS) .** After completion of its third year, BESP was evaluated
and the following was the "Summary of Findings" in the ISA report,
submitted September 1, 1974, which answered three contract questions
raised by NIE/ESP in its BESP RFP.

1. Has BESP led to greater diversity in the range of
educational options within the school district?

2. Has BESP been associated with change in dropout rates,
truancy, vandalism; in parent/community participation
in school program and policies; in new and/or changes
in policies, practices and perceptions of school staff;
in racial-eccdnomic~academic mix for students and staff;
in staff and fund allocation; in the locus and nature of
leadership?

3. Has EESP brougkt abaut Qhange in the quality gf éﬁuéati@ﬂ
administered to Qa:ents and studants?

These thr: sLions représeat the ambitions that NIE/ESPE
had for BESP in . 3. With the approval of NIE/ESP the Berkeley

*For a discussion of the significance of the federal grant as

a form and its subsequent change into a contract, see Chapter 7.
**See the ISA report, A Retrcspéc;;gg_pesgrigtion of BUSD/BESP
From Its Inception Through June, 1973: Report #l1 (NIE), September
1, 1973. DEEPS is an acronym for Documentation and Evaluation of

Experimental Projects in Schools.
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Unified School District had earlier placed special emphasis on four
objectives: 1increasing options, decreasing institutionalized
racism, increasing parent participation, and improving basie

skills of students. In pursuing its study and preparing this
report, ISA's compliance with the NIE/ESP mandate, as formulated

in the above questions, also encompassed BUSD's particular emphases.

I5A addressed the three contract guestions above by using
several methodologies: an organizational analysis of BESP, field
éb ervatlcns of BESP schools, and a survey of parents and students
in a cohort sample drawn from BESP and common schools (i.e.
Berkeley's public schoeols outside of BESP). 1In addition, 1nter-
views were conducted with key personnel at all levels of the pro-
ject and with a sample of BESP and common school teachers.
Berkeley residents were also interviewed to determine their
awareness of and support for BESP. These data constitute the
empirical base for this report (see Appendix 2 for full research
design).

Gur September 1, 1974 Report represented the first year of
study and included the baseline data for follow-up change measuras
in the second year (1974/75)* and the third and final vear
(1975/76) .

With the approval of NIE/ESP, the Institute for Scientific
Analysis initially approached its evaluative task by examining
the underlying assumptions about diversity and choice as these
concepts evolved in the creation of options in BESP.** fThereafter
we assessed the impact of these options which seem to have created
tracks within the school district for two types of disaffected
youths: (1) students from upper-middle-class families who reject
the traditional educational values of their parents and who
voluntarily choose the most diverse options; and (2) students,
largely from mlnarltles, who are disaffected underachievers,
and who are system-tracked intoc remedial-oriented schools of
lesser diversity and choice.

We also investigated other issues, such as (1) the role
of federal funding and its impact upon local control, (2)
desegregation vs. racially separatist schools, and (3) the
moral and practical issues inherent in "experimenting"” with public

*See ISA Rep@rt A Descriptive Analysis of BESP_ (1974/75),
September 1, 1975.

**See ISA Report, Choice Structure of the Berkeley Experimental
Schools Project, July 15, 1973.
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school students who are channeled into untried and untested
"alternative" schools,* perhaps without their parents' clear-
understanding about potential educational consequences for the
child's progress after the "experiment" has been concluded.

After creating a typology of the alternative schools according
to their degree of diversity and choice, we described how the
types of alternative schools covaried with each of the following:
(a) the extent of parent-student consensus in educational values,
(b) each student's assessment of the quality of his or her educa-
tion, (c) ethnic identity, (d) parents' occupation, (e) objective
outcome measures, and (f) subjective outcome measures. We then

“conducted a multiple regression analysis in relation +o both

subjective and objective outcome measures.

We now turn to the questions raised by NIE/ESP in its con-
tract RFP. The following is a summary of our findings regarding
BESP's first three years of operation, as previously reported in
our 1975 submission to NIE/ESP.

1. Has BESP led to greater diversity in the range of
educational options within BUSD?

Over the rfirst three years 23 alternative schools were
established by BESP, serving between 3,000 and 4,000 students
each year. The two most "diverse" schools were closed at the
end of the 1972/73 school year because the Federal Office for
Civil Rights ruled that the racial separatism of Casa de la
Raza and Black House violated Title VI of the Civil Rights Act

of 1964. (These racially separate, diverse schools were closed
before they could be evaluated by ISA, .which began its BESP
evaluation June, 1973.)

During 1973/74 BESP consisted of 21 schools of considerable
variety, ranging from those that were distinctively "different"
to those which were quite conventional, inecluding residual and
remedial schools offering little diversity or freedom of choice.
The former tended to be fewer in number and smaller in size than
the latter; as a result, our aggregate comparisons showed that
the diversity in the BESP schools resembled the diversity in
the common schools--after all, they are not homogeneous either--
and we therefore found few observable or reportable innovations

*In Berkeley the experimental program schools are commonly re-
ferred to as alternative schools, as distinet from the "common"
schools which retain their regular or traditional programs,

We follow this community usage in this report.
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in curriculum, educational practices, teaching styles or organi-
zational structures. Further, in its later years, BESP became
increasingly less open and more structured, less autonomous and
more centralized, less scattered and more consolidated, less
innovative and more conventional.

Staff turnover was remarkably high at every level of
federal,district, and BESP administration and management. Major
staff changes occurred in the NIE/ESP offices, including resig-
nation by its director and frequent replacement of its contract
officers; the BUSD school board changed in composition; the BUSD
superintendent resigned and was replaced by another; a new BESP .
Director wos installed in Fall, 1973; the local Evaluation Director
(Level I)* resigned and several evaluation staff members were
replaced; many BESP site directors failed to retain their positions
during the five years of the project, including two who committed
suicide; many teachers flowed in and out of BESPF; and all non-
certificated staff members paid by BESP funds were laid off on
one occasion. The first outside evaluation contract was cancelled
after two years and a competitive RFP was issued and awarded to
ISA. As the new outside evaluation team, we did an intensive
system-wide study in response to an NIE/ESP RFP issued in May,
1973. All these changes, in varying ways, reflect tensions within
the system, and some reflect increasing bureaucratization.

As to degrees of choice, parents and students knew somethiny
apbout alternative schools, but the scope of that knowledge was
limited. Students in alternative schools perceived slightly more
choice of alternatives than did common school students, a natural
result of their status as BESP students. Since most of the
alternatives were located "on-site,” i.e., within a common school,
this reinforced the perception among man’s students that alter-

Berkeley common schools also have "innovative" classes, and many
parents and students were unaware of any difference.

Analysis of interviews with BESP directors and with teachers
in both BESP and common schools revealed few differences between
BESP and BUSD curricula, teaching styles, staff make-up or utili-
zation, or in their use of educational output measures. Inter-
views with students in both BESP and common schools revealed no
significant differences in diversity, but did define some differ-
ences in images: proportionately more BESP students tended to
view their schools as "hip" and unstructured, while more common
school students viewed their schools as "traditional."

*The Level I evaluation was under the authority of BESP, to be
conducted by personnel within the BESP structure, as distinct
from ISA's "outside agency" evaluation which was designated Level II.

31

8



Q

ERIC

Aruitoxt provided by Eic:

2. Has BESP been associated with change in dropout rates,
truancy, vandalism; in parent/community participation in
school program and policies: in new and/or changes in
policies, practices and perceptions of school staff;
in racial-economic-academic mix for students and
staff; in staff and fund allocation; in the locus and
nature of leadership?

2. In investigating organizational-administrative issues,
we found a variety of factors that influenced leadership funetion
and staff allocation. During BESP's operation there was a strong
trend toward centralization of authority and control over staff
ard funding allocations. Local BESP site directors had little
automony, and, over the years, this eroded further. The turnover
of directors and staff was very high and lines of authority and
accountability were often unclear; there were few apparent alter-
native school "true believers" or "leaders." Few new or inno-
vative "programs" developed as BESP continued.

BESP was transformed from a grant to a contract as of
December 1973 when NIE/ESP entered the local alternative-school
arena and took decision-making power over certain fiscal alloca-
tions. The entire BESP noncertificated staff was terminated, as
was most of the in-project (Level I) evaluation staff. In 1973
no BESP Level I evaluation results were available to aid the
administration in making decisions about which BESP schools to
phase into BUSD or to close. Three schools (in addition to the
two racially separatist schools mentioned previously) were
terminated without the use of any objective evaluative criteria.
United Nations West was terminated because it had a high pro-
portion of Black students and staff and was considered potentially
out of compliance with Office for Civil Rights desegregation
rules. KARE and Willard Alternative, two of the largest "reme-
dial" junior high schools, were closed because they were not con-
sidered to be in any way different from common schools. Since
KARE, Willard and U.N. West were in existence during the vear of
ISA's study, they are included among the 21 BESP schools encom=
passed in the evaluation.*

Some problems within BUSD stemmed from the school superin-
tendent's resignation and his replacement by an out-of-state
applicant. A bitter school board battle was waged over hiring
his successor. Symptomatic of the acrimony generated in this con-
troversy was. the subsequent resignation.of ‘one Black Board member.

*Detailed descriptions of each of the BESP schools are presented
in Volume II of this final report.
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The most serious organizational change was the great conflict
and uncertainty over the future of EESP since no plan for 1974/75
was approved until much too late. Staff morale was low and hope
for BESP's future dwindled away.

b. Turning to other components of NIE/ESE's compound

Question 2, comparisons of BESP and common schools revealed:

X

(1) No difference in student absentee rates

(2) No difference in vandalism, by cost or tvpe

(3) No difference in student truancy

(4) No difference in dropout rates, except more BESP

students reported they had "thought about dropping
out”

{(5) No difference in the proportion of students expelled

or suspended

(6) No difference in resort to "parent-notices" (problem

reports to parents )

(7) No difference between BESP and common school teachers'

emphasis on basic skills
(8) No differences in teachers® assessment of various
teaching techniques
(9) No new testing procedures developed in BESP that were
"innovative" or even racially sensitive despite an
emphasis on multi-cultural curricula in both BESP and
common schools

(10) BESP teachers estimated their students' academic abil-
ities lower than did common school teachers

(11) BESP teachers were more likely than cemmon school
teachers to rate themselves as "unstructured and per-
missive," although students saw no difference except
in "hippy schools"”

(12) In elementary grades, what children "liked" in their
curriculum was approximately the same in BESP and common
scheools

(13) Mothers of BESP students had a greater amount of educa-
tion than mothers of common school students

(14) Proportionally, more white students attended BESP, more
Black students attended common schools

(15) White staff in both BESF and common schools are more

3. Has BESP brought about charae in the quality of educa-
tion as measured by objective and subjective question=
naires administered to parents and students?

A quality of Education Scale (QE) was developed from student
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schooling, their actual educational attainment, and their

academic self-rating. The QE measure permitted us to examine

the relationships between students’ objective achievement, per-
ceived achievement, self-esteem and degree of anomie. On the QE
scale, the significant difference revealed was not between BESP

and common schools, but among BESP schools. The percentage

f students who rated the quality of their éducation as high ranged
rom & percent in one BESP school to 67 percent in another, high-
ighting the contrasts within the alternative-school universe.

ol

b=y

Scores on the Comprehensive Tests of Basic Skills, used by
the BUSD to test all students, were uravailable for one-half of
the subjects in our sample. The test scores cannot be used as
valid measures because of the bias contributed by such a loss
of data. However, test data were reported and showed no signi-
ficant difference between BESP and common school students.

We next examined the grade~point averages for BESP and common
school students and found no statistically significant differences
between the two groups.

Subjective measures were then used, and no differences
between students attending BESP and common schools were found
in mean scores on the Anomie Scale or in the mean scores on the
Self-Esteem 3cale.

Parents and students responded to a number of survey items
regarding their perception of the equity and effectiveness of
their respective schools. Analvsis of these responses revealed
no statistically significant differences in perceptions between
BESP and common school parents and students.,

Students and parents were asked about their image of BESP
and common schools on a range of attributes. In general, par=
ents were not familiar with BESP schools. Both parents and
students rated common schools as having a greater emphasis on
college preparation than BESP schools.

Students indicated that both BESP and common schools empha~-
sized basic skills, while parents thought that common schools
emphasized basic skills more.

Parsants and students were asked to rate the schools as to
their emphasis on ethnic identity and there were no major dif-

ferences in rating between BESP and common schools.

Neither did parents and students feel that either BESP or
common schools placed différent emphases upon personal growth.
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ISA then compared the opinions that students expressed about
ue of educational attainment with those of their parents.
The Jlfant Matched-Pair Scale allowsd us to distinguish be-
tweéﬂ students who agreed with their parents and those who did
not. A large number of students thought poorly of education

even though their parents valued it highly. These disaffectad
students were from two types of families, one white, upper-class
professional, and the other, ethnic minorities. White "hippy"
students were disaffected and cynical, but still did well

ademically; the disaffected students from ethnic minorities, on

ac
thé other hand, had low levels of academic achievement. These
two groups of dizaffééted students pr&aréd to be "tracked" into
different types of BESP schools, the "hippy" schools and the
"regidual” schools.

We next examined the correlation between the Matched-Pair
Scale and students' assessment of the qual;ty of their education.
Those students who shared their parents’ high regard for education
also disproportionately rated the quality of their current edu-
cation highly.

One-half of all students in Berkeley have parents who are
professionals, and significantly more children from this group
attended highly diverse BESP high schools, while more children
from the working class attended residual schools. Children
who shared their parents' high regard for education tended to be
satisfied with the quality of their education, and dispropor-
tionately attended high schools of high diversity. However,
approximately the same proportion of this type of student also
attended common school, so there was no difference between BESF
and common schools' ability to attract such students.

Among children of middle-class parents, one-third of the
white students and one~half of the non- -white students disagreed
with their parents about the value of education, indicating a
great amount of disaffection among studénts of all races in
affluent families. When middle-class children shared their par-
cnts!' positive views toward education, the students had high

levels of achievement irrespective of race.

In conclusion, these flnd;ngs were 1nterpreted to mean that
there are no algnlflcant differences in d;veralgz_between BESP
and common schools, but within BESP, there is a dual trackiﬁ§
%ystem for the "pew, hﬁppy yauth" who choose _highly diverse options,
and angther tfacklng Systgm for “turned=off _Mminority Students

who are referred to remedial schools for w&rk in basic sklllsf
or for ethnic awarenes crw1th1n a framewark of 5urv;val skills.'

i
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Both groups of students are seeking new meaning, having rejected
middle-class values. These types of disaffected youths found

in BESP schools (and in Berkeley common schools as well) may well

be the "problem students" of affluent America all across the country.

Each BESP school was rated as to its diversity and freedom of
1 Over the first three years of the project, the number of
BESP s:hocls rated as having high diversity decreased, and the
number rated adjunct or residual inecreased.

The hiring of minority staff has been slowed, and many
minority non-certificated staff have been laid off. However,
there is no difference between the proportion of minority staff
EﬁQlGYEa ;n eithe: common or BESP scho@ls Studentz in both BESP

QbSEIYEd in th51r schaols, and EESE students regﬂrted 1ess racism
than did common school students.

Asked about parznt power-sharing in government and decision-
making, BESP directors reported only relatively small amounts of
parent participation in any aspect of school policy. Parents re-
ported no significant difference between amount of participation
in BESP and common schocls.

Both common and BESP teachers indicated great concern about
the teaching of basiec skills, but both groups of teachers agreed
that basic skills were more likely to be emphasized in common
schools.

In summary, we found no conclusive EvlﬂEﬂcé that BESP had

met its four gaals in any 51gplf1cant manner, nor was there any

ev;dence o cgnelude that BESP was more successful 1n thesa areas

than were the common schools nor that 1t was able tg create any

majar arganlzatlanal change ;n the BUSD

After two additional years of evaluation (1974/75), ISA has
found no significant change in any of these findings reported in
1974. ©Now, after five years of the BESPF, only seven of the 24
original alternative schools remain open. Five of these seven
had already been in existence as alternatives, planned or in
operation, prior to BESP funding. Only twe options criginated
by BESP remain--College Prep and Early Learning Center,”*

* It can be “reasonably argueﬂ ‘that Early Learning Center is a hy-
brid with a BESP K-=3 "free school" component having been grafted
on to an early learning e¥perimental model that antedated BESP.
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In the following analysis, we choose to go beyond the three
contract questions, since they focused upon the local schools'
implementation of BESP rather than upen the broader range of
issues which emerged over the course of the experiment, issues
that led us to examine the methodology of educational R&D itself.
Responses to the three contract questicns are included in this
report, but they are embedded in a more sweeping analysis than
the questions originally envisioned.

not only the "measuring of performance against goals, but include
rocedures for the evaluation of the goals." We have followed
this prescription in the summative evaluation undertaken for

his, our final report. To enqace in such an endeavor required
analytical as well as descriptive or reasurement efforts, be-
cause such an evaluation assesses not only whether program goals
have been met, but also whether the stated goals properly reflect
the larger policy from which the goals were derived. In its
final stage, this sort of evaluative research is intellectual
work, resting in part on the inductive, empirical method, but
finally turning to deduction to recreate the meanings of original
policy intentions and suppositions.

rm

r

rt

Such an ambitious conception of the evaluative mandate is,
of course, not universally shared. Wortman (1975) states,
"Summative evaluation takes on the role of analyzing how effective
the particular program was in attaining certain objectives and
goals it was set up to obtain. It assumes that the treatment has
been properly implemented." Wortman's conception is more humble
than Scriven's or our own, because it restricts itself to assessing
means-ends relations and fails to ask whether the programmatic
ends fit the larger aims of the policy from which they stem.
By following such an evaluative strategy, one is likely to
conclude by "blaming the victim": if goals are not achieved, then
it logically follows that the local people are to blame, since
they are the ones responsible for operating the program and
achieving its specified goals. Even if the stated goals are
met, however, one still does not know whether the larger policy
has been successfully achieved unless one follows the more
ambitiours evaluative strategy we suggest here. In this summative
evaluation we do not assume that the stated "treatments" were
proper or even that these "treatments" were properly implemented.
Instead, for purposes of summation we are calling into question
not only the efficacy of the "treatments," i.e., the programmatic
actions taken to fulfill the goals set forth in the local BESP
plan, but also the organization and logic of the whole experimen tal-
schools enterprise, taking into account three project levels:

37
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to the Berkeley Unified School District, that of BUSD/BE3P which
implemented the six-million dollar experiment, and that of the con-
sumers (students and parents) who were the project's ostensible

or presumed beneficiaries. 1In short, we are evaluating the
history, logic, utility, and consequences =f educational R&D
projects as such, in order to account for the fate of the project
as it worked itself out in Berkeley.

[}
‘mv‘.‘
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CHAPTER 2: SOCIO-POLITICAL AND EDUCATIONAL CONTEXTS

In our first annual report on BESP, which not only covered the
1975/74 school year but also sketched the origins, genesis and the
first two years of this program, we dealt briefly with the socio-
political background and context of ESP in general and of its
Berkeley component in particular. In this final report it is appro-
priate to revert to these matters as essential factors in any seri-
ous summative evaluation. We proceed to such a contextual examina-
tion under four major headings: (1) the overall socio=pelitical
background and context (as these were directly related to education),
(2) relevant developments in the educational field, (3) the specific
political mold in which ESP was cast, and (4) the Berkeley environ-
ment as it influenced the public school system.

1. Eheicve:aliiSoslgfg§1iti;§; Background and Context

In the two decades preceding ESP a gathering movement for
school reform was spurred on by a variety of socio-politiecal phe-
nomena. In the 1950's the sharpest spurs were administered by the
Supreme Court's desegregation decision, by the technological re-
volution and "the message beeped by Sputnik" (Rafferty, 1970), a
message whose volume was magnified by the cold war. In the 1960's
the most painful pricks were inflicted by the two wars~—the war on
poverty and the war in Vietnam--and their corollary movements:
ghetto upheavals and youth insurgency. Simultaneously, persisting
and growing through both decades as a public concern with the ed-
ucational outcome (e.g., Why Johnny Can't Read) and the behavioral
performance (e.g., The Blackboard Jungle) of the school system.

The several phenomena were not so separated in time as might be
inferred from the above; the technological revolution, the cold war,
Black discontent were not confined to just one decade, and the poor
were, indeed, always with us in all that time. Nonetheless, at
different times the relative degree to which one or another phe-
nomenon impinged upon public awareness varied.

In the 1950's the impact of the technological revolutien was
manifested in academic and governmental initiatives to improve
curricula in mathematics and the physical sciences. Symptomatic
of this trend was the National Science Foundation's Course Content
Improvement Program and the emergence of NSF as the principal
federal sponsor of research and development in education (Sproull,
et al., 1975). Early in the decade the University of Illinois
Committee on School Mathematics began its revisions of the second-
ary school mathematics curriculum and a little later the Physical
Sciences Committee began to perform the same service for high
school physics (Silberman, 1970). '
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It is a point of pride among pioneers in this curriculum re-
form movement that they began their labors before Sputnik was cata-
pulted into orbit, but they acknowledge that their initially modest
enterprise was given an extraordinary fillip by the Soviet satellite.
Curriculum reform was blasted from the academic cloister into the
central arena of world politics, and academic detachment was not so
detached as to miss the implications. Not atypically, Kerber and
Smith (19268) observed:

We are presently engaged in a cold war with
Russia, in which everything the Soviets do,
and everything we do, assumes a competitive
posture....Ever since Sputnik knocked Ameri-
can provincialism into a cocked hat, we have
been making a reappraisal of our educational
system. More than ever, pecple are aware
that the greatest battle in the ideological

education.

Despite such expansive visions of education's mission in the
cold war, it is relevant to note, especially in view of what was to
come in the post-Sputnik decade, that much of the furore occasioned
by the Soviet surprise had an elitist thrust. That is, the ideo-
logues could serve as cheerleaders, celebrants, priests and pro-
pagandists in the space race, and in these several roles might in-
volve a mass public, both here and abroad, but the decisive runners
in the race itself were the 'scientists and technologists. The obvi-
ous conclusion was that the country needed more and better scient-
ists and technologists, but "more" is a relative term; it did not
signify so many as to alter the essentially exclusive nature of
such a talent pool. It is, of course, wise to call many even
though only few are to be chosen, as this renders the process of
competition and selection more productive. This consideration pro-
vided an added incentive to revamp high school curricula in mathe-
matics and physical sciences, but an emphasis remained on the few
to be chosen. Among the unchosen residue, there would be a cadre
to perform the lesser chores in the new technological system.

We have dwelt on this early elitist strain in the contemporary
clamor for educational reform because it persisted as an apparent
contradiction when the focus shifted to the bottom layers of our
society, the most remote from any brand of elitism. The shift was
executed with the proclamation of the war on poverty. It soon be-
came apparent that, if some saw education as the principal ideo-
logical battlefield of the cold war, others now perceived it as
the superweapon in the new war. Certainly President Johnson con-
veved this impression. "As a son of a poor farmer," he said, "I
know that educatioen is the only valid passport from poverty" (Gold-
man, 1969), 40



In signing the Economic Opportunity Act in August, 1964, the
President declared:

Today, for the first time in all the history
of the human race, a great nation is able to
make and is willing to make a commitment to
eradicate poverty among its people.

In signing the Elementary and Secondary Education Act in
April, 1965, he declared: "I believe deeply that no law I have
signed or will ever sign means more to the future of America"
(Johnson, 1971),

In the President's design for the "Great Society” the two acts
were intertwined. Such personal conviction as may have motivated
him was also buttressed by the exigencies of politics. Hodgson
(1975) has argued that the President was bent on achieving that
"Great Society” without alienating the power structure or the Con-
gress, and as other expedients encountered stiffening political
opposition, the resort to educational programs increased. After
all, giving money to public schools was more honored in the American
tradition than giving money to the poor.

Four months after the White House fanfare that attended enact-
ment of ESEA, the most ambitious of the educational programs, gun-
fire and flames swept the Los Angeles ghetto of Watts, ushering in
a series of long, hot summers, with their shocking toll of death
and devastation in the country's ghettos. "The civil peace has
been shattered....The American people are deeply disturbed...,
baffled and dismayed by the wholesale looting and violence," said
President Johnson in appointing the National Advisory Commission on
Civil Disorders.

The Commission's report was not reassuring: "Our nation is
moving toward two societies, one black, one white"; "the future of
every American"” is now threatened. It also found that "the typical
riot participant was a high school dropout.” One of the very few
of its witnesses it quoted directly was Superintendent Paul W. Briggs
of Cleveland:

Many of those whose recent acts threaten the
domestic safety and tear at the roots of the
American democracy are the products of yester-
day's inadequate and neglected inner-city
schools.

The Commission thereupon proceeded to document its finding that
"the bleak record of public education for ghetto children is grow-
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ing worse." (It is worth noting that the report was written in 1968,
when the ESEA, Head Start and Upward Bound programs were well under
way, and yet found that education in the ghetto was getting worse
instead of better.)

With all the attention centered on "the typical riot partici-
pant" and the schools that produced him, when the report turned to
"Recommendations for National Action," Education led all the rest,
consuming 33 of the 73 pages devoted to recommendations, three times
the space given to Employment, and twice the space for Housing.

The section on education urged, among other things, "expanded
experimentation,  evaluation, and research,” proposing that research
be oriented to learning "about the most effective methods of teach-
ing disadvantaged children in schools segregated by race and class,’
and that "current efforts to develop new patterns of education
(such as storefront schools and street academies)" be considered
and evaluated. These and other efforts, including ESEA, it was
said, should be subject to "thorough evaluation." (Although this
was 14 years after the Supreme Court's desegregation decision, the
Cammissian aﬂcepteé sehaals, segregatea bg race as well as class,

The preoccupation with education had an elementary logic: if
the "typical riot participant" was a dropout from a deplorable
school system, then a less deplorable school system might produce
fewer dropouts who become typical rioters. Once again education
was thrown into the breach in confrontation with a social problem
of staggering magnitude. But what was the root of the problem?
The report said: "White racism is essentially responsible for the
explosive mixture which has been accumulating in our cities since
the end of World War II." White racism was the primary cause--but
better education of Blacks was to be a primary remedy. The logic
of this juxtaposition was more complex than that of the progression
from better schools to fewer rioters.

Whatever the logic, by the end of the 1960's our schools were
to be principal instruments to overcome white racism, or at least
some of its most serious consequences; to eliminate poverty; to
help us win the space race (and related military races); and to
triumph in the cold war. Since the existence of these challenges
was prima facie evidence that the schools, as constituted, had not
obviated them, then the schools had +o be changed.

As if all that were not enough, education was also shaken by
rebellion among those who were conventionally assumed to be its
principal beneficiaries. This was rebellion, not by the Black and
the poor, but by the white and relatively affluent; not by the
academic underachievers and dropouts, but by those whose places
at the top of the academic achievement ladder was attested to by
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their attendance at some of the country's most rrestigious univer-
sities. For a time, the country's attention shifted back and forth
between "disturbances" in the ghettos and "disturbances" on the
campuses, And not only the college campuses, unrest spread to the
high schools. Three out of five principals, responding to a national
survey in March 1969, reported some form of active protest at their
high schools during the preceding four months; in the big cities the
count was three out of four (U. S. News, September 8, 1969). The
scope and intensity of the college protests is conveyed in one set
of figures compiled by FBI Director J. Edgar Hoover: 4,000 arrests
in the 1968/69 academic year; 7,200 arrests in 1969/70 (President's
Commission on Campus Unrest, 1970).

The Commission (1967-68) on "civil disorders" in the ghettos
was followed in 1970 by the President's Commission on Campus Unrest.
The Campus Commission fommd that "three issues--racism, war and the
denial of personal freedoms--unquestionably were and still are con-
tributing causes of student unrest," but that these issues were sub-
sumed in "the new youth culture," which was "a basic--perhaps the
basic contributing cause of campus unrest." Curiously, although
the Commission's inquiry was directed to an arena of the educational

Instead, it said: "The most urgent task for government must be to
restore the faith of Americans in...government" (and also in "their
fellow citizens"). "In this task the President must take the lead,
For as President Nixon has said, it is the responsibility of a
President to ‘'articulate the nation's values, define its goals, and
marshall its will.* The Presidency is a symbol of national unity
and values...." (Three years later the incumbent President also

became  a symbol of Watergate.)

The Commission's accent may have been on an ideological-
political response, but others, e.g., Silberman (1970) and Rafferty
(1970) , saw student unrest as the symptom of a profound crisis in
education that called for drastic changes in our schools. 1In addi-
tion to all the other problems that had been piled on the schools
(poverty, racism, and the cold war), they were now also summoned to
overcome what was regarded as an intergenerational cultural malaise.
Heavy, indeed, were the burdens laid upon education. How did the
educators and educational theorists respond?

2. RelgyantApevgioPmentg %94the_§dug§tiap Field

Two conspicuous aspects of the response of educational func-
tionaries and theorists to the swirl of pressures about them were:
(1) the remarkable swiftness of the transition in the mid-1960's
from near-euphoric optimism to what Moynihan and Mosteller (1972)
described as "a certain atmosphere of ‘'cultural despair'," and (2)
a rich abundance of conflicting opinions about what ailed education
and what to do about it.
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An example of the optimism that prevailed as late as 1965 was
afforded by Robert Havighurst, social psychologist, when fund alloca~
tions under ESEA Title I were begun. The next five years, he said,
will see an all-out effort to:

1. Raise the average IQ of children from low income
families by ten points.

2. Eradicate that large segment of mental retardation
which is due to environmental deprivation,

3. Clear out 50 to 75 percent of the severe retardation
in reading and arithmetic which now exists in elementary
schools. (In Beck and Saxe, eds., 1965)

Others were also bullish on experiment and change in education,
but somewhat more restrained than Havighurst, among them James E.
Allen, Commissioner of Education, first for New York State and then
the United States; Robert H. Anderson of Harvard; and Silberman
(1970). The abrupt change of mood in mid-decade may be dramatized
by names and years: 1965--Havighurst; 1966--Coleman. With the-
Coleman report's massive data, which indicated that physical plant
and equipment, and even enriched curricula and lower pupil-teacher
ratios, and all the other things that money was buying for the
schools had little effect in lessening inequalities of achievement
between children from unequal socio-economic backgrounds, some
basic premises of ESEA and related programs were seemingly shattered.
Soon after, specific innovations--team teaching, curriculum reform,
nongraded primary schools, television and computers as teaching
tools-=were debunked as representing "more gimmickry and packaging
than substantial change" (Silberman, 1970).

The debate touched off by the Coleman report centered not so
much on its findings of fact, which, in the main, withstood challenge,
as on the political conclusions that were drawn from those findings,
particularly the conclusion that there was little point in throwing
much money into compensatory education because of the uncertainties
about the good it would do. A representative comment on the latter
issue appeared .in a New York Times editorial (August 15, 1970):

Contrary to much politically motivated
criticism of compensatory education for
disadvantaged children, these programs are
not only too new for meaningful judgment
but, more important, many have lagged
precisely because they have never been
adequately funded.

Controversy continued to flare around specifie innovations.
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There certainly was no consensus about the issues sprouting
from the Coleman report and other findings that seemed to contra-
dict earlier assumptions about educational reform, but just as
certainly there was a marked change of general mood circa 1966.

The educational reform movement of the prior decade had been
launched, as reform movements often are, on a high wave of hope,
and now it appeared to have descended into a slough of skepticism,
It is not possible to gauge the degree to which this change of mood
was influenced by major socio-political developments external to

e educational system, but it is relevant to note some of those
develapments; By 1966 Washington's focus had shifted from the war
on poverty to the war in Vietnam. By 1966 the ghetto upheavals had
shattered societal complacency about the progress being made to-
ward "equality" with anti-poverty expenditures, civil rights legis-
lation, and the deliberate pace of integrationist efforts. New,
militant voices clamored in Black cammunities, branding integration
as a euphemism for assimilation, proclaiming that the melting pot
was not for them, they wanted "Black Power." By 1966 campus unrest
had attained sufficient force so that there was a certain irony to
repeating the old complaint that white middle-class values were
alien to the children of the Black poor and it was therefore in-
appropriate for schools to attempt to foist the former upon the
latter. Now it appeared that white middle-class values were also
alien to a good many children of the white middle class.

.. All those developments, which were bound up with the socio-
pﬂlltlcal phencmena we described earlier, impinged ever more
directly upon educational controversy. Manifestly, "Black Power"
militancy stimulated movements for community control of ghetto
schools, for Black studies, for varied forms of Black autonomy
within the educational structure. Similarly, a resurgence of white
radicalism, which was most explosive on the campuses but which
also found a wider constituency in opposition to the Vietnam war,
stimulated a movement for "Free Schools". and for more radical
alternatives within the official school system, radical not only
in the extent of their departure from conventional forms, but also
in the cultural and social substance of what was to be taught.
These and other pressures were reflected in the educational con-
troversies that have raged since the mid-1960's., Scme of the
principal antagonists and the issues they joined are listed below:

Héynihan vs. Jencks (Haagsgn, 1975)* “Eenlgn neglect“ vs.

up ta aﬂd ;ncludlng establlshmént af "p@lltleal c@ntral over the
econcmic institutions that shape our society," which "is what
other countries usually call socialism."*
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Silberman vs. Katz (Katz, 1973): inadvertent mindlessness vs.
deliberate policy as the explanation for the state of our schools,
which both agree iz deplorable.**

Fantini vs. Kohl (Fantini, 1973): moderation and consensus vs.
radicalism and confrontation in effecting educational change.

Armor vs. Pettigrew (Hodgson, 1975): the contention that
the argument that integration has yet to be truly tried.

Even an extension of such a list would not convey the profusion
they criss-cross ideological lines. Central to the controversies
s the function of the public schools. Deeply rooted in tradition
is the vision of Horace Mann and other pioneers of public education
in the United States that school is the "great equalizer," and the
primary instrument, therefore, for beneficent change in society by
eradicating or diminishing social and economic inequality. A typi-
cal contemporary expression of that credo comes from Glennan (1970) :

[

The nation's school system...facaes rising expecta-
tions....For no part of the population is this more
true than for the poor and disadvantaged who see
the nation's school system as an essantial con-

of their children and an essential means for
equalizing opportunity.

Opposed to that credo is a growing number of educational scholars
who maintain that the public schools were designed, not to elimin-
ate socio-economic inequality, but to reinforce it; that instead

* To be sure, Moynihan coined "benign neglect" in an extra-educa-
tional context, but his celebration of the "splendid...achievement"
of education in overcoming "the mores of caste and class" by the
mid-1960's (Mosteller and Moynihan, 1972) invites the inference that
prevailing concerns with education's failures are excessive. Jencks'
proposals for bold societal action, on the other hand, flow frem a
conviction that schools, per se, have done, and can do, little to
overcome the socio-economic consequences of "the mores of caste and
class.”

** For a specific example, both Katz and Silberman agree that
schools inculcate docility in children, and both deplore this, but
Silberman attributes it to mindlessness, whereas Katz insists that
such inculcation is part of a larger design to condition children

to accept their place in the social structure.
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of being instruments for social reform and change, they are tools
in the hands of the most powerful and pPrivileged beneficiaries of

the existing social order to perpetuate the status quo. A typical
expression of this viewpoint: "They [the schools) were designed to
reflect and confirm the social structure that erected them....
American education...is, and®fwas. . .bureaucratic, racist, and class-
biased" (Katz, 1971; also see Rist, 1973, and Carnoy, 1974). Such
analyses lead to certain conclusions. One sees "the fundamental
necessity to change the economic and social structure before the
system of public schooling can be changed" (Caxrnoy, 1974), which in-
verts the traditional view that schools would change society.

Another is simpler: scrap the public schoolg (Illich, 1971). How-
ever, most radical critics are inclined to agree that "abandoning

the children in the schools until the basic structure of society is
changed is a luxury appropriate for those who can separate them-
selves from the present needs of parents and children" (Leiner, 1975).

For these critics American public education was tainted from
its birth in the second third of the 19th century and subsegquent re-
forms were merely adjustments to changing circumstances, so that
the schools could better perform their initial mission of rendering
the lower social orders economically functional and pelitically
acquiescent. However, another and no less critical school of thought
contended that the crisis in education began when it was taken over
in the second third of the 20th century "by the burning-eyed, thin-
lipped disciples of Dr. John Dewey," who squelched all dissent from
"Progressive Education" and its "life adjustment" cult (Rafferty,
1970). This school not only clamored for change, but celebrated its
manifestations. Typically, Dr. Rafferty declared:

...education has of late convulsed violently
against this [Progressive Education] cult of
gray-flanneled facelessness. Pireworks are
going off all over the educational map....The
winds of change are freshening.

Rafferty's advocacy of "Education in Depth" (i.e., "the systematic
imparting of organized and disciplined subject matter" in an environ-
ment of discipline and order) evoked an impressive public response.
This was demonstrated not only by his election (1962) and a re-
election by a landslide (1966) as California State Superintendent

of Public Instruction, but in other manifestations of public senti-
ment, typified by a Gallup Poll which found that a majority of
Americans, if given the choice, would send their children to a
public school "that has strict discipline, including a dress code,
and that puts emphasis on the three R's" (BPhi Delts Kappan, December,
1975).

It would seem that in the 1960's there was a wid spread belief

e
in two propositions: (1) education was in a crisis, and (2) drastic
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changes were needed to overcome the crisis. But what sort of change?
There the agreement ended. All over the educational landscape, edu-
cators and parents unfurled the banner of "Change"--but they marched
in different directions.

Moreover, ideological lines in themselves were no certain clues
to what was meant by the cry for change. For example, it seemed

than with Rafferty, and yet it also seemed, on the surface at least,
that on a critical issue he was closer to the latter than the former.
One of Rafferty's Ten Commandments for education (1970) was "Thou
Shalt Not Propagandize"” (said he: "One of the biggest problems is
++. teachers with a message.") Katz (1971) concurred: schools
should concentrate on "strictly educational tasks," including
"fundamental skills" and excluding "the consciocus attempt to for-
mulate social attitudes."* To Kozol, on the other hand, the "neutral
classroom” is the ultimate betrayal, a Pontius Pilate-like evasion
our society, an evasion which tacitly acquiesces to the larger
pressures in the society that stunt or deform the moral sensibilities
of children. For him, "The only forms of educational innovatien
that are serious and worth considering in this nation...are
those that constitute direct rebellion, explicit confrontation, or
totally independent ventures, such as networks, storefronts, Free
Schools, and the like, which stand entirely outside of the public
system and which at all times labor to perform the function of pro-
vocateur and counterfoil" (Kozol, 1975).

It would be presumptuous for us to pass judgments on the con-
flicting opinions we have sketched, or to embark upon an analysis
of the merits or defects of the several protagonists. Indeed, we
have not even attempted A& comprehensive summary of contending view-
points. Our more limited aim was to provide a symptomatic descrip-
tion of the educational context in which the U.S. Office of Education,
in the year 1970, embarked upon a program:of research and develop-
ment to produce “cemprehensive change" in the schools, without de-
fining just what this meant, leaving this burden to local school
districts which were to find their own way amid all the strident,
contentious and confusing counsels abroad in the land.

Our survey of educational cross-currents, joined with the
earlier sketch of the socio-political context, also serves as pre-

* Katz seems to be more consistent than Rafferty, as the latter
aggressively champions inculcation of "Patriotism" in the class-
room, presumably on the premise that what he perceives as "Patrio-
tism" is a self-evident truth, and its advocacy, therefore, could
not be labelled propaganda.
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lude to considering the specific political circumstances that
attended the birth of ESP.

3. The specific political Mold in Which ESP Was Cast

By 1970 President Johnson was in retirement in Texas and the
remains of the "Great Society" lingered on in Washington. Over
all, it is fair to say, Nixon administration policy called for re-
trenchment of programs launched under the "Great Society" rubriec,
but legislative enactments and bureaucratic structures tend to ac-
quire a life force of their own, independent of their original
creators; they are not easily attenuated or dismantled. The extant
educational programs posed special problems for the administration,
not only because of education's lofty niche in the American value
system, but also because uadm:at:n:m.F as President Nixon noted in 1970,
was a $65 billion a year business. An enterprise of such magnitude
begets vested interests: a bureaucracy, a work force, a network of
suppliers (from big publishing houses to crayon maniufacturers).
All these interests had a stake in maintaining, and even expanding,
the flow of federal funds to the schools. Moreover, the "anti-
poverty" aspects of those programs represented, on one level, a
transfer of funds to urban slums. Finally, slum dwellers did not
read such studies as the Coleman report, and even if they did, it
is doubtful that they would be dissuaded from assuming a correlation
between more money and more education.

Cognizant of those political realities the White House esta-
blished a Working Group in 1969, under the aegis of John Ehrlichman's
office for domestic affairs, to formulate an administration policy
on public school education. Moynihan, who appeared to be the guid-
ing spirit of the group, shaped the essential quidelines for its
labors: the "Great Society" educational programs were working poorly,
the benefits of compensatory education were dubious, .more money was
not the answer (Sproull et al., 1975). What, then, was the answer?
More and better research ws was needed to find it. This stratagem was
not as simple as it seemed. If research was presented, in the long
run, as the quest for the answer, it alsec could be vested, in the
short run, with the guise of the best answer to the immediate pro-
blem of what to do. As will scon be shown, this dual aspect of re-
search was the seed of political discord. To initiate and guide
a more ambitious research and aevelagment effort a new federal
agency was proposed, exclusively devoted to this function. This
ideal looked even better when a young HEW staff member recalled that
in the 1968 election campaign Nixon had proposed a "National In-
stitute for the Educational Future."” Thus, the National Institute
of Education was conceived as an educational program with a distinct
Nixon stamp and the fulfillment of a Nixon campaign promise. In a
special message to Congress (March 3, 1970), the President said that
(1) for the most part, the "ambitious, idealistic, and costly pro-
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grams for the disadvantaged," launched in the preceding decade,

have not measurably helped poor children catch up;" (2) "we are not
getting as much as we should for the dollars we spend" for education,
and therefore more should be spent "toward finding ocut how to make
our educational dollars go further;" and (3) NIE would be "a focus
for educational research and experimentation in the United States,"
as part of "a searching re-examination of our entire approach to
learning.” 1In the meantime, while the Congress deliberated the

NIE proposal (a deliberative process that was to consume two vears) ,
the President urged approval of an immediate increase of $67 millien
for educational .research in FY 1971, including $25 million for the
Experimental Schools Program, which he considered to be "highly im-
portant." ESP was thus conceived in tandem with a more grandiose
educational research and development program, and the same political
considerations were attached to both. The Pregident's several re-
ferences to the defects of ongoing programs and to the inadequate
returns from the educational dollar, coupled with his emphasis on
research and development, invited the suspicion that the NIE pro-
posal, irrespective of its intrinsiec merits, was also a foil in the
politically delicate business of trimming outlays for the "idealistic
and costly programs" to which he had referred. "Will research be
largely the pause that reiaxes the budget?" was the pointed ques-
tion of Fred M. Hechinger, educational commentator of the New York
Times (March 8, 1970). The Democratic Congress manifestly harborad
suspicion of NIE and extended it to the Republican administratiou's
overall enthusiasm for educational research and experimentation,

As a consequence, Congress did three things in considering the FY
1971 budget: (1) for the first time it handled the appropriations
for the Office of Education separately from the total HEW budget;*
(2) it fattened the Administration's overall budget for education--
and (3) it slashed the proposed outlays for research. In his veto
of the Congressional measure, the President complained:

This bill raises the spending on old approaches
that experience has proved inadequate rather
than moving boldly on the new approaches that
we need...and it cuts requested funds for such
forward-looking programs as...research (August
11, 1970).

* Separate consideration of the education budget was justified on
the grounds that this would facilitate its approval before the
school year began, and thereby enable school districts to take
federal funding into account in their Planning. However, separate
consideration also ensured a focused spotlight on the politically
sensitive issue of educational funding, not blurred or obscured by
everything else that goes into an HEW budget.
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These tensions persisted even after Congress finally voted the
legislation to establish NIE. 1In late 1973, Representative John
Brademas, Indiana Democrat and Chairman of the House Select Subcom-
mittee on Education, commented on a seeming paradox in the initial
funding for NIE, namely,

That the $162 million recormended by an anti-
education administration should have been re-
duced to $75 million by a Cangress that con~
sistently votes more money for education than
the President wants...{Brademas, 1974).

In large measure, Brademas went on, Congress acted as it did because

ude toward the NIE." The President, Brademas said, exhibited "con-
tempt for the law of the land" by being dilatory in appointing a
National Council on Educational Research, which Congress had designed
to make policy for NIE. The point is not whether Brademas's invoeca-
tion of Watergate was justified in the circumstances. The point is
that educational research, which, on the surface, should have been

as sanctified as motherhood, was caught in such strong political
cross—-currents that probably the most influential member of the House
in educational matters could hurl the most pejorative term in the
politics of the time at the White House in a controversy about the
agency that was established %o bear the principal burden of educa-
tional research and development.

To be sure, ESP antedated NIE, but both were born under the
same political star, and although ESP's first nest was in OE, it
was commonly understood that it would be transferred to the bureau-
cratic precincts of NIE as soon as these were established.

The rationale for creating NIE was a standard one: a new
agency was needed to implement a bold, new program. Implicit in
this rationale are two assumptions: (1) the program is so new and
bold that (2) existing agencies lack the capacity to launch and
operate it. The existing agency, in this specific instance, was
the U.S. Office of Education, a venerable institution that for more
than a century has been the principal federal instrument in the
field of education. Moreover, within the constraints of the Ameri-
can governmental system which vests responsibility for public educa-
tion in the states, OE's primary function was research. Much of it
was the most elementary form of research, i.e., the collection and
dissemination of information about education, but it also embarked,
increasingly so in the 1960's, upon more sophisticated research inte
educational methodology and what President Nixon termed "the mystery
of the learning process." Indeed, just prior to the conception of
NIE, OE's Bureau of Research had been transformed into the Naticnal
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Center for Educational Research and Development, reflecting the new
emphasis in educational research. Why could not NCERD have been en-
larged and entrusted with the implementation of an expanded research
and development program in education? One possible answer has al-
ready been suggested: there was political advantage in dramatizing
what was offered as an innovative federal initiative in education,
and the creation of a new agency served this purpose. However, a
scholarly study of NIE's creation (Sproull et al., 1975) suggests
that more was involved. -

In the latter half of the 1960's, as misgivings grew about
federal educational programs, OF was increasingly subjected to cri-
tical surveillance. 1In 1967-69, for example, 10 different studies
of federal educaticnal research and development were conducted by
arms of the Corgress and executive branch. Within the executive
branch, +° most critical attitude toward OE was exhibited by three
agencies: the Office of Management and Budget (OMB), the Office of
Science and Techriology (OST), and the Office of the Assistant Secre-
tary for Planr.1g and Evaluation (ASPE), HEW. These three agencies
inspired the re-organization of OE's Bureau of Research into the
National Center for Educational Research and Development, but after
NCERD came into being they looked at what they had helped to create,
and they were disappointed. They concluded it would be best for
educational research and development if it were removed from OE
control. Thrreafter, they became key initiators of the proposal to
create NIE. They decided, according to Sproull et al., that it
would be easier to launch a new agency than to reform the old one.

Underlying the bureaucratic displeasure with OE was a funda-~
mental issue of orientation. The three agencies, most especially
OMB and OST, were logical protagonists of R&D. For OMB, the cost-
benefit ratio was a paramount consideration, and patently this yard-
stick is more readily applicable to R&D than to basic research. The
coupling of science and technology in OST's name already suggests a
predilection for tangible products of scientific research. As for
ASPE, its evaluative function would predispose it to measurable out-
comes. All three were pragmatic in outlook, and R&D is the quin-

tessential pragmatism in the field of science.

Responding to the pressures for R&D in education, OE officials
was the epitome of R&D expertise and performance. OE's Bureau of
Research began to resort to RFP's that followed the Pentagon models.
Many OE RFP's went so far as "to stipulate sampling design, question-
of research deéign which traditionally have been the prerogatives
of the researchers" (Sproull et al., 1975). The shift from basic
research to development was striking; by FY 1970 only 8 percent of
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OE research funds went for basic research, whereas 31 percent went to
applied research and 61 percent to development. This corresponded

to the Pentagon pattern, but was in marked contrast to other HEW
agencies, such as the hedlth institutes, that continued to devote
one-third of their budgets to basic research.

OE tried to conform to the new R&D wave but, as noted before,
it was found wanting by agencies that wielded far greater influence
in Washington. OE's directorate was traditionally staffed by per-
sonnel from the educational establishment; for education R&D, it was
felt, a different breed of leaders was needed: men trained in modern
technology and the physical sciences, experienced administrators in
the public or private sectors, business managers, systems analysts.
It is symptomatic that the first director of planning for NIE in
its pre-natal phase was Roger Levien and the man who recomménded him
NIE. Neither came out of a school of education, neither was part of
the educational establishment, and both possessed some or all of the
attributes listed above. These were men much more consonant with
the pragmatic considerations of R&D than traditional educationists.

In the next chapter of this report we examine in some detail
the origins and implications of educational R&D. Here we are con=

hard, pragmatic compulsions that entered into the creation of NIE,
which was to direct the latter phases of ESP, are significant fea-
tures of the background and context.

Spending its formative period in transition from OE to NIE also
affected the development of ESP. One gets a sense that in its first
year ESP was in OE but not of it. The knowledge that it was soon to
be transferred to another agency, that its parent agency of the
moment had been judged, in effect, deficient in the very sort of en-
deavor for which ESP had been created, imparted to ESP a unique feel-
ing of autonomy. This feeling was so pronounced that ESP withheld
information about what it was doing from its nominal chief, the U.S.
Commissioner of Education. By the time the transfer to NIE was
effected, the fundani®htal outlines of ESP's operation had been com-
Pleted; the principal experimental school sites had been chosen; the
several school-district projects had been approved; funds had been
allocated. From NIE's vantage point, ESP was a transplant from
another agency, not something that emerged from NIE's planning and
creative processes. At the same time, as a new institution still
evolving its own patterns of authority, NIE felt it incumbent to
establish its authority over this program which already was well
under way. Such a situation is conducive to an excess of interven-
tion. And if, in fact, this occurred,; one may speculate about the
effect upon ESP, which had been habituated to the relative laissez
faire parentage of OE. We are not privy to the internal organi-
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zational operations of NIE, and our references to them must there~
fore be tentative, but we are well acquainted with certain external
symptoms: the changes in ESP's relationship to the Berkeley project
after NIE took over, the frequent turnover of personnel in the over-
all command of ESP and in the supervision of the Berkeley project.
These symptoms are detailed and examined elsewhere in a more appro-
priate framework: the description and evaluation of the Berkeley
project. Their relevance here goes to context; they do seem to
corroborate our tentative assumptions that ESP's transition from OE
to NIE was attended by organizational friction, dislocation and in-
stability, which could not help but affect the Berkeley project.

Despite the hyperbole that attended ESP's debut (the President
called it "a bridge between basic educational research and actual
school practices" and the initial ESP directorate spoke of "compre-
hensive change" and even "total chang.‘ in education), it was a
relatively modest program as measured by the decisive fiscal yard-
stick. Only $25 million was initially intended for it in an educa=
tion budget that exceeded $4 billion for FY 1971, and half of the
$25 million was diverted to the Division of Vocational and Technical
Education.

From all the foregoing, it appears that the origins of ESP and
NIE were clouded by political suspicion and contention, were marked
by organizational tensions, and that in the politics shaping federal
educational policy in 1970-71, ESP was a small potato,

In the society at large, complex and conflicting social passions,
Pressures and forces produced movements for change in the schools,
but the metamorphosis of inchoate public desires into federal stat-
utes and appropriations proceeds through the checks-and-balances
maze of the executive and legislative branches. These political in-
stitutions place their stamp on what ultimately emerges. Inevitably,
the quality of this stamp affects the quality of performance in im-
plementing an enactment. It may be assumed that this held true for
the enactments creating ESP and NIE.

4. The

Berkeley Context.

Campus radicalism and the continuing growth and assertiveness
of the Black population were two big things that happened in (and
to) Berkeley in the 1960's.

It is important to understand that the "Free Speech Movement"
on the University of California campus in late 1964 was not just
another disturbance among many on the country's campuses. Dubbing
this movement "The Berkeley Invention," the President's Commission
on Campus Unrest (1970) reported:
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What happened at Berkeley was more than the
sum of its parts. The events on that campus

. ..defined an authentic political invention--
a new and complex mixture of issues, tactics,
emotions, and setting--that became the proto-
type for student protest throughout the decade.

The Commission rendered its judgment in 1970; the campus pro-
testers had arrived at a similar perception six years earlier. The
sense of innovation and pioneering, of having set a pattern that was
followed by others, imparted a unique 8lan and vitality to Berkeley
campus radicalism for the rest of the decade.

What happens on campus is supremely important in Berkeley. The
university dominates the city's economic life; it is the paramount
influence in shaping the city's social, intellectual and cultural
ambience. Campus radicalism reverberated throughout the city. It
must be remembered that a focal point of the campus protest was the
educational system, which was condemned as dehumanized, irrelevant,
computerized, bureaucratized, and repressive. And if this was said
about the university, what was there to say about the elementary
and secordary schools? The question was both asked and answered in
Berkeley. One answer was a proliferation of private "Free Schools,"
which sprouted and perished at a hectic pace; by 1970, 39 of these
were in operation with an estimated enrollment of 1,000. These were
symptonatic of a widespread desire for experimentation and change in
the schools, and this desire was shared by many more parents than
were ready for the radical leap out of the official public school
system.

The conspicuous visibility and audibility of the campus radi-
calism, along with an older radical tradition (Berkeley had had a
Socialist mayor circa 1912), tended to obscure a deep, countervail-
ing conservative current that was also endemic in the city. None-
theless it manifested itself. In the 1966 election of the State
Superintendent of Public Instruction, Rafferty won a majority in
Berkeley, securing 19,324 votes to 9,787 for his closest competitor.
To be sure, the ascendant radicalism in the second half of the 1960's,
which spilled over into the subsequent decade, provided a powerful
stimulus to the demand for educational change and set a style for
rhetoric within the school system, but a conservative counterweight
was also present.

We turn now to the dramatic changes in the ethnic makeup of the
city's population. Continuing a trend that had set in earlier, be-
tween 1960 and 1970 Berkeley's Black population grew by 25.5 percent,
even as the white population declined by 3.7 percent. 1In the same
decade the white public school enrollment dropped by 27.7 percent
and the Asian enrollment fell from 8 to 6 percent of the total. By
1970 Black students accounted for more than two-fifths of the enroll-
ment in the district.
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Berkeley was ill-prepared for such changes. In 1954 (coinci-
dentally, the year of the Supreme Court's desegregation decision)
members of the Emerson Elementary School PTA, which was white and
university-oriented, became concerned that the only Blacks their
children ever saw close up were menials. They decided to inform the
school board that they "would welcome a full time Negro teacher at
Emerson.” Apparently, the PTA membership was worried by such temer-
ity; at a subsequent meeting the message was revised to say that "we
would have no objection to a Negro teacher."” 1In the same year, Dr.
Thomas Nelson, Berkeley Superintendent of Schools, declared he would
never place a Negro teacher at Berkeley High School (Sibley, 1972).

P I.J‘

eady or 1ot Berkeley continued to receive the wave of Black

settl,, It was not impervious to the massive civil rights movement
of the early 1960's., By the late 1960's, after the ghetto volcanoces
had erupted across the country, it was not politic or possible to
say things that were said in the early 1950's. In 1966-68, the con-
cerns w1th race and racism in the school district were manlfested in

l. 2An episode occurred in September, 1966, and to understand
it requires an appreciation for the socio-economic character of
Berkeley's Black population. Berkeley is not Watts or Detroit or

Newark. The clty =S unver51ty ambienze exérteé its mést pawerful

bu51ness accugat;ons, As nated in ISA 5 f;:st annual régart, f@r
example, more than half of the Black students in its Experimental
School student sample had parents in those occupations. The ghetto
explosions produced only a faint echo in Berkeley and this, in turn,
was touched off by a relatively minor disturbance across the Bay in
San Francisco. The most serious of four Berkeley episodes, which
followed the outbreak in San Francisco, was a gathering of some 60
Black high school students after school on a Friday; they chanted
"Black Power," forced their way into several science laboratories,
and struck some white students who tried to repel them. Superin-
tendent Neil V. Sullivan reacted to these events. He recognized that
what had happened at San Francisco's Hunters Point was not of the
same magnitude as the previous year's outbreak in Watts, but, he
added, "again, as in Watts, it was the minority youth, the jobless
high school students and high school dropouts who burst out in anger."
He also said: "“Glossing over the San Francisco outburst, as well as
our comparatively minor outburst in Berkeley, would be as dangerocus
ag treating cancer with an aspirin”" (Sullivan, 1969). He took emer-
gency steps: an informal gathering of students and teachers Sunday
evening, a general assembly at Berkeley High School Monday merning,
where students could voice grievances and "hurts.” In retrospect,
Sullivan felt his efforts were successful. Tensions eased. It had
taken a small incident to lay bare the large anxiety.

(9] ]
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2. In September, 1968, a grand design for the bused desegrega-
tion of the entire publiec school system was put into effect.

3. Earlier that year, even as the plan for desegregating the
elementary schools was being completed, uneasiness grew about the
tensions at the secondary school level. Berkeley High School, being
the only high school in the district, had been desegregated, per-
force, all along. In March 1968, Superintendent Sullivan perceived
such "growing tensions between students" at the secondary level, such
"increasing alienation between students and staff," that he appointed
a committee to seek the causes of these conditions. The committee,
headed by Jeff Tudisco, reported in May that "the overall Berkeley
public school environment creates. hostility and alienation, especi-
ally among minority students." It alse found that "secondary educa-
tion is dull, meaningless, irrelevant, and archaic." In summary, it
placed "the blame" for the existing state of affairs "upon the adults
in the schools who have inherited and fostered the system."

The Tudisco report attested to the persistence of the tensions
and anxieties manifested in the episode of 1966. Indeed, Sullivan's

ings, indicated that hostility and alienation had increased in the
intervening years. All this, coupled with the report's generic con-
demnation of "the [school] system," cried out for change. Simulta-

for change from the perspective of white, largely middle-class
radicalism. There was much talk of change, and some action: ten of

between 1968 and 1971 before federal funding from ESP was made avail-
able. ’

and development to achieve "comprehensive change" in the schools,
Berkeley was ready to respond. 1In this response, as formulated in
the experimental schools plan submitted by BUSD to OE/ESP on June
8, 1971, the background influences, as briefly sketched above, were
obtrusive. '

1. The preeminence of space and emphasis was given to
"institutional racism."

2. Assessment of the school system was permeated with radical
criticism.

3. The major thrust of the proposed program was directed to
the secondary schools.

‘It is worth recalling what was said under the first two head-
ings above, and to examine what was implied under the third.

57

34



Q

ERIC

Aruitoxt provided by Eic:

Institutional racism: By inculcating middle-class values "ed-
ucation has fulfilled the expectations of a 'racist' society and
has become itself a racist institution.” The bureaucratic and hier-
archical "structural organization of the school system...provides a
major overt example of institutional racism." “For great numbers
of the oppressed minorities the educational payoff ceases to exist"

Radical criticism:* "The public school has served as a sifting
and sorting mechanism. It is a middle class institution. It...
servaes the middle class child while acting as an acculturating

fication system by limiting 'upward mobility' to those who are will-
ing and able...to acquire the value orientations and motivations
appropriate to middle class membership."” In the school system "ed-
ucation occurs--or more often fails to occur" {(our emphasis).

Secondary schools: At this level, hostility and alienation,
particularly among minority students, are the more likely to be
expressed in the most overt and disturbing forms, not only in the
school but in the community. As Sullivan (1969) phrased it, "the
jobless high school students and high school dropouts...burst out in
anger" in the ghetto disturbances. From a purely educational view-
point, according to much pedagogic theory, change and reform would
be more productive in the lower grades, but from the vantage point
of what might be termed rehabilitative or prophylactic socialization
the secondary schools provide a logical focus.

The above quotations were not culled from the report of some
external evaluator, surveying the school system in general (e.g.,
someone like Coleman or Silberman). They were produced by the re-
sponsible administration of a particular school distriect. It may
be assumed that the Berkeley planners were not referring to "educa-
tion," "the public school," and "the school system" only in general,
but were talking about education as it is conducted in the publie
schools of the Berkeley Unified School District. The Berkeley
planners said, in effect: We (not some ubigquitous and undefined
"they") are presiding over bureaucratic, class-biased, racist
its occurrence. In retrospect, the tenor of the Berkeley plan
suggests a difficult question for its authors:

1f the catalogue of existing evils under your

leadership and command is authentic, then what

* Racism in the schools, is, of course, also a target of radical
criticism. Under the latter heading we include other elements that
are typical of the radical critigue.
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confl ence ln x,, determlngg}ggrand cagacltg

to effect - the Erafg und changes that are

Eatently in order?

Before procemsding to the answer to this question, as contained
in the plan for BESP, it is well to note that alongside the self-
deprecation, and in contradiction to it, BUSD also harbored a con-
ceit that placed Berkeley on a pedestal which, in French intellec-
tual tradition, is reserved exclusively for Paris. At one point

BUSD asserted:

Berkeley by late 1967 was the conscience of the
white western world. It was, whatever else was
thought of it, the intellectual epicenter of the
United States as well. It was a logical and
fitting focus for what became, in 1971, perhaps
the most important educational experiment ever
funded by an agency of a national government:
the Berkeley Experimental Schools Project.

(BUSD report to NIE in 1973, outlining plan for
final 30 months of BESP.)

Reverting to the question posed above, a general answer to it
in the original 1971 plan for BESP was couched as a statement of
"philosophy,"” which was a list of assumptions:

1) The richest life is filled with choices,

2) in an education system the choices
not only enhance the educational experi-
ence but themselves provide an educatiocnal
tool through which students may learn pro-
blem-solving, and

3) the offering of options immediately opens
up the school system to others whose involve-
ment is both solicited and needed to change
the outdated policies and practices of the
institution of education.

The problems were racism, class bias, bureaucracy, and the pre-
valent failure of the schools to educate. The solution is options.
It is difficult to perceive the efficacious correlation between the
problems, which seem so complex, and the solution, which seems dis-
armingly simple. Unless, that is, the options were posed as follows:
we will give you a choice between racist and non-racist schools,
between class-biased and non-class-biased schools, b