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OFFICE OF 


WM. B. KOlENDER 
CHIEF OF POLICE 


[1Y>S - ot3~.D()1 Ol~.olr J 


THE CITY OF 


SAN DIEGO 
POLICEDEPAR1MENT. 801 WEST MARKET STREET. SAN DIEGO . CALIFORNIA 92101 


(714) 236-6534 


March 17, 1980 


IN REPLYING 
PLEASE GillE 
OUR REF . NO. 


The Honorable Louis M. Welsh 
Superior Court - Department 21 
220 West Broadway 
San Diego, California 92101 


SUBJECT: INTEGRATION TASK FORCE REPORT 


Dear Judge Welsh: 


The 1979-80 Integration Task Force is organized into committees 
corresponding to charges two through five. rhe reports from 
those committees, and a report from the Minority Education Task 
Force, Charge one, are attached. Those reports are as written 
by the Chairmen of the committees. Additional comments have 
been written by a combination of Task Force members and approved 
by the Task Force as a whole. 


CHARGE ONE: Monitor, analyze and evaluate the quality and 
methods of education in all minority isolated 
schools and recommend steps that should be under
taken to make certain that in all such schools, 
the quality of education is at a superior level 
and that all children are inspired to achieve. To 
this end, a subcommittee of the whole under chair
manship of the Vice-Chairman of the Task Force is 
formed. It shall be known as the Minority Education 
Task Force. 


As noted in the report, there is great concern about the test scores 
of most youngsters in minority isolated schools. San Diego is 
not alone with this problem, but it is felt that the circumstances 
in other large urban school districts are worse in comparison to 
San Diego, thus providing the opportunity locally to improve the 
results. There is no question that the schools in some respects 
have improved over the past ten years, that adequate resources are 
invested in them and that dedicated people work with students in 
them. Why then are the test scores so consistently low? Hopefully 
the three experts will help shed some light. Ihat is apparent is 
that the solution will not come from the schools alone. It is our 
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belief along with the responsibility of the schools, the families, 
churches, community organizations and others impacting the lives 
of students must make a commitment to provide superior education 
for every student. Only total community effort which demands that 
students WILL read, regardless of methodology will prod~c~ results. 
The METF has discussed these ideas with school board ' members and 
generally they seem to agree. It is felt that such community 
effort, will stimulate student achievement, and thus will remove 
a serious stumbling block to voluntary integration. 


CHARGE TWO: Evaluate the human/race relations programs in _various 
schools, identify the successful techniques and 
recommend which programs or portions thereof should 
be used throughout the district. 


This program remains very difficult to evaluate. The district 
does evaluate each school's plan and determines whether the plan 
is implemented. Whether there is any impact on the people involved 
remains elusive. The district concentrates on process rather than 
results. It is the concern of this committee that unless some 
attempt is made to determine results, there is no way to decide 
whether what is currently being done is worth the substantial 
amount of time, money and effort now being expended. The proposed 
study could and should be administered at least annually by schools 
to measure whether there had been any attitudinal changes in students, 
and consequently what the curriculum should include to deal with 
the existing attitudes. There is some skepticism among some Task 
Force members as to whether any of this is worthwhile, but most 
feel with a large anonymous sample some valuable information may be 
gathered. District staff agrees. 


Now that monitors are placed in the isolated schools, there will 
be forthcoming some specific information as to good and bad programs 
currently in place in those schools. 


CHARGE THREE: Monitor, analyze and evaluate the Secondary 
Instructional Exchange Program. 


The Secondary Instructional Exchange Pro gram committee has recent]y 
organized and will monitor and e val uate the on- going progr am a c cor ding 
to the court's charge. School assignme nts have been made and visi ts 
are now scheduled. 
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CHARGE FOUR: Monitor, analyze and evaluate the Elementary Exchange 
Program (pairing and clustering) 


Except fo r Boone - Jones, the elementary exchange programs which we 
are monitoring have recently started and thus there is not" much 
data a t t hi s time . Superficially they seem to be going well. 


CHARGE FIVE: Accumulate data and investigate the causes for 
violence in the schools and recommend procedures for 
reducing violence and punishing offenders. 


Acts of violence in the city schools are down 8% over the same time 
period last year . At the 'present time, school violence problems are 
minor and very much under contro]. Almost all acts of violence are 
spontaneous , consisting of one-on-one mutual combat situations. 
We contribute this drop in violence to the strong disciplinary code 
adop t ed by the School District, the methods employed by the School 
Task Force Officer, and the close working relationship which has 
developed between the District and the San Diego Police Department . 


Our activi t ies for the remainder of the school year include: 


Completing the collection of data on the frequency, 
nature and causes of violence within the district, with 
a comparison of trends in previous years; 


Continue our analysis of the effectiveness of the 
District's Disciplinary Policy and suggest changes 
where appropriate; 


Continue research into successful efforts throughout 
the country to reduce school violence, suggesting local 
implementation if applicable. 


CHARGE SIX: Evaluate the overall plan as to whether meaningful 
progress to alleviate segregation is being made. 


A Task Force member has been assigned to each of the is01ated schools 
and monitors are now in place. The evaluation of each school and its 
participation in the desegregation effort will be forthcoming in .J une. 
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The Task Force is pleased with the increased effort on the part of 
the District and School Board to consult with the Task Force members 
on issues to be decided in relation to integration. It is the opinion 
of the Task Force that since the Judge has allowed communications 
between the Board of Education, the school administration, and the 
Task Force that there has been an increased understanding of our 
roles and a more positive relationship. There seems ' to be less 
suspicion between these groups, which the Task Force · appreciates. 
Because of our charge, the Task Force has to be concerned as to 
how decisions affecting the schoolS will effect the Voluntary 
Integration Plan. The Crawford decision compels us to desegregate 
minority isolated schools. The Task Force appreciates that the 
School Board has many factors to consider in locating progr~ms, 
such as displacement of students, suitability of facilities, .etc. ' 
However, the location of the School of Creative and Performing Arts 
is an issue about which the Task Force feels strongly. The tentative 
plan to locate this program at Collier, which has now been deferred, 
indicates that the School Board has not kept desegregation of the 
minority isolated schools as a priority item. We understand there 
is some resistance on the part of the O'Farrell/Memorial community. 
However, we wonder if the same amount of time spent in community 
meetings with the Collier community were spent with O'Farrell/ 
Memorial . communities might not result in understanding and acceptance. 
If we are to desegregate the minority isolated schools, we must put 
successful programs in them which attract majority students. 


The district'S credibility in the minority communities continues to 
be at a very low level. It needs to increase its involvement with 
representatives from those communities for the purpose of obtaining 
input in the formulation of decisions. Obtaining this input prior 
to making a decision concerning school integration is extremely 
important, an example of which was the recent attempt regarding the 
location of the Creative and Performing Arts school. This attempt 
did nothing to help the credibility gap hetween the district and the 
minority communities--in fact, it may have increased the gap. The 
District attempted to obtain information by conducting a telephone 
survey. The problem was that in the eyes of the minority represen
tatives the statement used in the survey was calculated to bring 
certain responses to the questions--responses that would support the 
decision already reached by the district. Whether this perception is 
accurate or not can be debated. However, there is strong support 
for this perception. 


There is another facet to this subject of ohtaining information from 
minority communities. There is a feeling within the community that 
the pollster used by the district is highly suspect and does not 
provide the professional objectivity needed. 'fherefore, the data 
gathered through these surveys are highly suspect. Because the 
data that are collected hy the district are used to support decisions 
made concerning school integration, we recommend that in the future 
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the court approve the pollster(s) and all surveys conducted by the 
district if the data from such surveys are used to support 
positions concerning school integration. 


A. Progress Report of the Minority Education Task Force 


In attempting to evaluate the quality of education in the designated 
racially isolated schools, we first met with the principals of those 
schools for the purpose of explaining our charge and soliciting their 
assistance and cooperation. Judging from the comments of some of 
the principals, the meeting was a successful step in developing a· 
cooperative relationship . The principals expressed a desire to meet 
with us again. 


We spent a considerable amount of time attempting to define "quality 
education" and developing indicators that would help us measure the 
quality of education. -After developing such a list, we decided that 
to evaluate several indicators was too voluminous a task; instead, we 
opted to focus on one, which to US was a priority indicator: low 
test scores, particularly reading. Three members of the METF steering 
committee were assigned to visit the isolated schools and discuss 
the topic of test scores with the principals. The purpose was to 
develop more insight into why the scores at the isolated schools 
were at the bottom. Although the principals were very cooperative 
and concerned, after several visits to schools, it was decided that 
information we were getting was not providing answers, primarily 
because there has not been an in-depth analysis of the reasons for this 
problem. We aborted the visits, and decided on a different approach. 
At a steering committee meeting there was unanimous expression of 
anger with the continued, year after year disparity in test scores 
among the racially isolated and non-racially isolated schools. It 
was decided that the school board members should be contacted and 
our feelings regarding this issue be articulated. Further, it 
was decided that the school board should be urged to conduct a full 
investigation of this problem, recognize the low scores as a priority 
problem and to charge the superintendent with the responsibility 
of raising those scores. At the time of this writing a meeting has 
been held with all but one of the board members. The meetings have 
been very productive, with each member appearing to share our concern 
and eagerness to bring about some results on the test score matter. 
We shall meet with the last board member in the near future. 
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We have decided not to use monitors to evaluate quality education . 
We feel this task is too complex, and we are not equipped, with the 
amount ~f time available, to train monitors to be effective in this 
area. Hence, our conclusions will be based on information provided 
by Task Force members and -the court's consultants. One method of 
evaluating quality education is in progress of students. A survey 
has been made of teachers presently and previously located at the 
isolated schools. One thousand and fifty questionnaires were sent 
out, and 275 were returned (25%). The data are being analyzed and 
interpreted. 


During the course of our investigation into the reasons for the 
low test scores at the isolated schools, we have made some ~reliminary 
findings. 


1) The staffs at the isolated schools are as competent as 
the staffs of the non-isolated schools. 


2) There appears to be no disproportion of learning materials 
between isolated and non-isolated schools . 


3) The isolated schools do not receive less operating funds 
than the non-isolated schools. In fact, some of the 
isolated schools receive morc funds. 


These findings adJ to the complication of this issue. If adequate 
resources are available at the isolated schools, then why are the 
test scores low? As we proceed in our investigation, we will 
involve ourselves with reading scores most heavily. Things such as 
teacher expectation, time on task and the tests themselves will be 
addressed. 


B. Progress Report of the Race/tluman Relations Subcommittee 


The subcommittee explored alternative methods of evaluating the 
race/human relations programs with the assistance of community 
consultants, school district personnel and interested individuals. 
Due to the extensive and diverse nature of the district's race/human 
relations programs, the subcommittee decided to focus on secondary 
schools during its first year effort. The suhcommittee had originally 
decided to concentrate on VEEP receiving schools, but have since 
enlarged the study sample to include all secondary schools. 


After meeting with various professionals in the field of race/ 
human relations, the subcommittee recommended to the Task Force 
that we contract with Dr. Robert Guthrie to develop an evaluative 
stuJy utilizing an attitudinal questionnaire to be applied to a 
randomly selected number of secondary classrooms. Other groups to 
be studied include parents, teachers and principals. 
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The advantage of such an approach is to develop base line data from 
which we can compare effectiveness of subsequent district efforts 
in the areas of race/human relations. The study will also provide 
information for comparing schools and, thus, indrectly, successful 
programs and techniques. Attached as Exhibit A is more detailed 
information on the study. 


C. Progress Report of the Secondary Instructional Exchange Program 
Comm1ttee 


We hope the implementation of the Secondary Instructional Exchange 
Progr.am within the framework of the Integration Plan will add a 
significant dimension to the total school integration effort. 


What appears to be a key factor in determining the high degree of 
success that the O'Farrell/Hale Program has experienced is the 
participation of parents of exchange students. Parents have given 
continuing support through their actual involvement in after school 
events. Relationships are established between majority and minority 
parents which have lasted over the years and beyond school. 


Guidelines for the Secondary Instructional Exchange Program as 
approved by the Board of Education, October 2, 1979: 


1. Minimum of twq (2) hours of instructional time daily for one 
semester or a year. 


2. Classroom teacher will accompany their students on exchange 
programs. 


3. Secondary schools with 70 % or more majority students will be 
"paired" with schools with 70% or more minority students. 


4. 30-35 students from each selected class be involved in each 
instructional exchange program. 


S. Teacher assistance time and/or teacher time will be provided 
each site in the program. 


6. Coordinator of exchange programs will be provided. 


7. Priority will be given to exchange programs that reinforce 
the VEEP allied school pattern. 


Recommendations for the Subcommittee: The Integration Task Force 
assess the program in the areas of 


A. Equality of equipment and space 
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B. Degree of interaction between students 


C. Teacher and administrator attitudes at the sites 
(sending and receiving) 


D. Quality of program content (both sites) 
, > • 


E. Sensitivity of bus personnel 


F. Bus schedules and length of ride 


G. Overall success of the program 


H. Comparison of academic achievement before and aftir 
program involvement, in given suhject matter 


I. Degree of parent involvement 


The committee met on Friday, February 29 and made the following 
visitation assignments: 


Morris Casuto 
Clarence Pendleton 
Casuto 
Del Campo/F. Castro -
Pendleton 


O'Farrell/Hale (yr. long program) 
O'Farrell/Pershing 
Morse/Madison 
Lincoln/Clairemont 
Lincoln/Patrick Henry 


D. Progress Report of the Elementary Exchange Program 


Boone/Jones Elementary School Program: 


The first extended exchange program of nine (9) weeks duration 
began on 10/22/79 bet,~een Boone and Jones elementary schools. The 
initial exchange involved one fourth/fifth grade class from each 
of the two schools. 


The class exchange takes place during each nine weeks period by 
having one-half of each class exchange every four and one-half weeks . 


. The first exchange can he considered a success in the sense that there 
was total participation on the part of the students from each one of 
the schools and the programs which each class encountered at the 
receiving school were of excellent quality. Boone and Jones are now 
in their second ninth week exchange with a third/fourth grade combina
tion class participating in the exchange. 


The plan at Boone and Jones calls for three nine-week classroom 
exchange sessions. This means that a total of eight classes or 240 
students will be participating during this current school y~ar. 
Children in the participating classes ar~ provided a comprehensive 
basic skills program with adJitional enrichment units of instruction. 
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The program is enhanced with the addition of a full-time teacher 
who is committed to the concept of the exchange program and who is 
a skillful instructor. 


The Boone/Jones program appears to enjoy good parent support and 
principals are enthusiastic about the program. The teachers and 
aides involved in the program are very excited about ' the " experiment 
and appear to be extremely supportive of the concept. Children appear 
to be happy and eager to converse and express their feelings about 
their experience. 


Kennedy/Curie Elementary School Program: 


The Kennedy/Curie program is currently involved with the exchange 
of two first grade classes and two fourth grade classes. In this 
program the entire class exchanges and then each child is paired 
off with another at the receiving school and a new class formed. 
This program commenced 1/21/80. It is too early to evaluate the 
program. 


Mead/Dailard Elementary School Program: 


The Mead/Dailard exchange program commenced 1/14/80. The exchange 
involved a first grade class from each school. This program is 
similar to the Boone/Jones program in that one-half of each class 
changes every four and one-half weeks during the nine-week period. 
So far, the program appears to be operating smoothly. 


Problems identified thus far do not seem to he insurmountable. 
The biggest problem seems to be that each one of the schools involved 
in the exchange program has a different reading adoptions program. 
Therefore, it is very difficult to provide continuity during the 
exchange. To address this problem, children are grouped according 
to their reading program in the receiving schools thus providing 
continuity in reading. However, there is ample time for reading 
skills instruction and phonetics development in a more integrated 
basis. 


E. Progress Report of the Violence Committee 


District Discipline Policy: 


During the summer of 1979, the San Diego Unified School District's 
Board of Education adopted a district-wide policy regarding school 
disciplines, and incorporated it into a brochure which was distri
buted to each student and parent in the district. This publication 
underlines the high discipline standards expected within the district; 
outlines responsibilities of students and parents, teachers and 
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principals, and other involved citizens, in implementing the policy; 
lists the type of prohibited student behavior and subsequent disci
plinary actions. In many schools in the district, parents are re
quired to sign a statement indicating that they had read and understood 
the district policy. We believe that this policy can be very helpful 
in reducing violent incidents in the future. 


School Security Task Force: 


Our committee met with Mr. Alex Rascon, the head of the School 
Security Patrol, and received a briefing on their current activities. 
With a total staff of 51 individuals, they currently have 24 site 
agents (with 20 aSSigned to individual schools and 4 floating 
throughout the district, on call as needed), and 14 patrol agents
who work during the evening. They just recently were granted 4 
new site agent positions. We are encouraged by this activity of the 
school district, and feel that it needs to be encouraged even more. 
In addition, 4 ground assistants funded by the CETA Program are 
also at various key sites. aSSisting primarily with recess and 
lunch patrols. These individuals have received 40 hours of instruc
tion and appear to be working out reasonably well. One concern 
expressed by the schools, however, is that the CETA Program is 
expected to be terminated in approximately 18 months, and these 
positions will be lost. 


Police Department - Secondary School Task Force: 


This program is implemented oy the San Diego Police Department and 
consists of 2 Sergeants and 18 officers. This is in addition to 
the widely recognized School Safety Patrol for - secondary schools. 
The Police Department works very closely with the School Security 
Task Force, and the 2 groups maintain excellent coordination and 
are very complimentary of the job the other department is doing. The 
Police Department was complimentary of the strict policy adopted by 
the Unified School District regarding the diSCiplinary procedures, and 
noted that in part, ' this has led to a substantial reduction in the 
total number of cases reported to the Police Department versus the 
previous year. The schools have requested that the City of San Diego 
add 2 units (a total of 4 people) to the Police detail so that some 
elementary schools, specifically Baker, could receive on-site visits 
by uniformed policemen. 


Street Band Detail: 


This project of the San Diego Police Department consists of one 
Sergeant and 6 men who monitor on a continuing basis the activities 
of street "bands. II It \vas noted that five years ago there were 
approximately 16 groups in this category, but now the total is 
well over 50. Most of these bands are either 1exican-American or 
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Black, although the formation of some new ~nglo groups has been 
noted in recent weeks. A tendency on the part of elementary 
school children to form street bands has also been noted, particularly 
when the children have older brothers or sisters in similar groups. 
To date, there has been little inter-racial or ethni~ violence. 


Goals: 


In future months, our committee will be working very closely with 
the school monitors to ascertain information about the feeling of 
safety within each of the 23 isolated schools, and also to determine 
what security measures have heen taken in transportation for students 
traveling from one area of the city to another. 


Concern has also been expressed over unequal treatment given students 
in some schools. The concern is that sometimes the teachers do not 
exercise equal treatment in handling disciplinary problems. 


In summary, our subcommittee has been very involved in researching 
the major areas of violence within ~he schools; and ascertaining 
those areas in which we might become more involved. The remainder 
of the school year will be spent on identifying specific problems and 
proposing specific remedies for implementation in 1980-81. 


CONCLUSION: 


As was true last year, it has taken us several months to get organized 
and to develop a common framework, particularly in light of changing 
Task Force membership. In all candor, we have not answered all of the 
court's questions. We hope, now that the monitors are in the 
23 isolated schools, and the experts have commenced evaluating quality 
of education and the human relations program, to have a comprehensive 
answer to the court's charge in our June report. 
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Respectfully submitted, 


,f 
I 


;" 


WILLIAM B. KOLENDER; ChaIrman 


Attachments 


Task Force Members: 


James Anderson 
Fred Castro, Esq. 
Irma Castro 
Morris Casuto 
Phil Del Campo, Ph.D. 
Lee Grissom 
Ann Hunsaker 
Tom Johnson 
Honorable Napoleon Jones 
Honorable Judith Keep 
~1el Lopez, Ph.D. 
Judy McDonald 
Rev. George McKinney 
Ralph Ocampo, M.D. 
Clarence Pendleton 
Hartwell Ragsdale 
William B. Rohan 
Vernon Sukumu 
Beverly Yip 


aIrman 
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IMPLEMENTATION PLAN 


- Tentative Major Milestones -


Meeting with Human Relations Administrator 


Design and Complete Design and Survey Instruments 


Coordination for Accuracy and Thoroughness 


Submit Draft Instrument for Layout and OP-SCAN 


Coordination \dth City Schools for Administration~ etc. 


Develop Computer Program for Analysis 


Briefing and Instruction for Questionnaire administration 


Aruninistration: Students & Parents 


opse,\,\ 


Administration: Staff 


OPSCAN 


Analysis of Results 


Oral Briefing 


Final Report and Briefing 


EXHIBIT A 


27 February 1980 


29 February 1980 


3 - 7 March 1980 


10 March 1980 


31 March 1980 


21 - 25 April 1980 


28 - 30 April 1980 


1 - 2 May 1980 


5 - 16 May 1980 


15 June 1980 


"10 July 1980 








R.ALPH D. STERN, Schools Attorney 


BEN ECHEVEIUUA, Assistant 
GLORIA M. BEUI'LER., Deputy 


SAN DIEGO CITY SCHOOLS 


EDUCATION CENTER 


4100 Normal Street, San Diego, California 92103 
Telephone (714) 293-8450 


June 15, 1978 


Mr. William B. Kolender 
Chief of Police 
City of San Diego 
801 W. Market Street 
San Diego, California 92101 


Dear Bill: 


[ rns-023l1. 00/·01'-1 -0:6] 


As we discussed yesterday, Judge Welsh in his Memorandum 
of Intended Decision dated June 12, 1978 states in foot
note 10: 


"The court contemplates a monitoring program 
similar to the one used in Denver. See 
Limits of Justice, Kalodner and Fishman, 1978 
pp. 210-214." 


A copy of pages 210-218 of Limits of Justice is enclosed. 


It should be noted that the history of integration in 
Denver is somewhat different from that in San Diego. The 
Denver Schools had appealed all the way to the United 
States Supreme Court and had lost. Ultimately a rather 
extensive mandatory student assignment plan was adopted 
with significant resistence from some parts of the community. 


I have also enclosed a copy of the San Diego Plan for Racial 
Integration filed with the Court on March 22, 1978 as well 
as a letter to the Court clarifying certain aspects of the 
Plan. 


You have undertaken a very difficult and challenging assign
ment. Please do not hesitate to call on us for assistance 
of any kind. Should you desire any additional information, 
please let us know. 


Attorney 


RDS: jmo 








The Honorable Louis Welsh 
Judge of the Superior Court 
County Courthouse, Department 21 
San Diego, Cal ~ fornia 92101 


J!< ' !kt:;h.Ah :r ~~~ 
Dear Judge wels~ :~'---(r--'-")V 


The San Diego Integrat~on Task Force (rTF) has completed 
its third year as the ~ourt's local community-wide monitor 
of the plan to integrate the city's pUblic schools. The 
ITF began the year with twenty-two appointed members. Dur
ing the year one member resigned to become a consultant to 
the Board of Education, but the vacancy was quickly filled. 
Eight of . the twenty-two members have served all three years 
and three members have served for two years. The member
ship reflects a good ethnic balance, with broad community 
perspective. 


Historical Perspective 


During the first year, the ITF was mainly concerned with 
the quantifiable measurement of the desegregation of the 
twenty-three racially isolated schools, investigating the 
race/human relations program, getting acquainted with Board 
members and District personnel, and generally trying to 
determine if progress was being made. The second year 
focused heavily on the question of quality education, while 
continuing to look at the same areas examined during the 
first year. The evaluation strategy for the third year of 
the rTF was to give equal emphasis to the areas of desegre
gating the twenty-three schools, quality education in those 
schools, and race/human relations. 


rTF Organization 


The rTF' was divided into ~e committees; race/human rela- VES//IJ£:::' 
tions, learning centers and exchange programs, VEEP,,.-arid f:ANh~ nd:) 
overall planning, which examined everything else contained :~-
in the court's charge that was not covered by. the other 
committees. In addition, the rTF established an indepen-
dent and autonomous human relations task force consisting 
of individuals whose background and expertise was in the 
area of race/human relations. 6 The ITF also had monitors 
who spent many hours observing at school sites. Most of 
these monitors have served for three years. 


Communications Emphasized 


The opinions, judgfm ents, and conclusions contained in this 
report are based on information provided by the ITF's var
ious committees, task force and monitors, as well as direct 
contact formally and informally with the District's central 
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6t 
administrators, site administrators, and £choo l Board 
Members. However, extremely important to the overall work 
of the ITF was the communications that existed between the 
ITF and interested and involved groups. Two particularly 
meaningful areas, that tran ~ended individual committee 
activities, was improving the communications 9 ~ ndarelation
ships between the ITF and the ~ Board :6 D~sttrrc"'t Super
intendent and his staff, as well as the community's percep
tion of the twenty-three racially isolated schools. Much 
energy and time was devoted to effecting better communica
tions and encouraging the media to look for and report on 
positive activities occuring in those schools. The ehair
man, 1st Vice 6hairwoman, and indivi~~S of the ITF 
were involved in this activity. Thes . communica
tions clima~e helped the ITF to review and reach the con
clusions reflected in the statements and recommendations 
contained in this report. 


The Court's Charge 


I The pre;-;-inent res ons--iJ:>ility oL the an Diego Unified' 


[
SChOOl Distri:::' rom the perspective of the ehar~e of the /TF 
~nte9raf ;on fr~~ee~as clearly the integration of the 


twenty-three racially isolated schools and the successful 
education of the students attending those schools. 


The charge of the Integra tion Task Force \~ to monitor the 
adequacy of the program designed to achieve these dual and 
tnseparable goals. 


Conclusions 


Unfortunately, by whatever standard one wishes to utilize, 
the goal of integration is not within sight of achievement. 


The District's statistics show that since 1976 only two of 
the twenty-three racially isolated schools have been deseg
regated (Webster and Gompers), three of the schools have 
significantly increased their majority student enrollment 
(Fulton, Johnson, and V~lencia Park), and eight show some 
decrease in majority enrollment (Burbank, Chollas, Freese, 
Logan, Sherman, Stockton, Lincoln, and Morse). The remain
ing schools show no significant change. 


The ITF does not consider this picture "reasonable and 
feasible progress." 


loreover, the District has not shown evidence that it is 
concerned or disturbed enough by this lack of progress to 
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be motivated to improve it. The rTF fin ds that the 
Distri ct lacks the commitment to ignite the interest of 
enough personnel to effect school integration. 


The rTF's conclusion is that this lack of progres s reflects 
the District's lack of true interest in meaningful inte
gration. Au an QXampke, when the Superintendentaddressed 
the ITF on two occasions for the purpose of providing n 
update on integration activities and quality education, . ~ 


~~r ~D' oLi"n±<>ns, or a>o£-.ictliated-a-n rlcic 
..l- pJ.:h +~ wj s _not able f:o-~ncrea~ the ITF ',s know
ledge or ffln of the Sl.tuatl.on or reVl.ew any 
problem are~~ if h~ ' i~l~ ' they existed.~ The Superintendent 
simply gave statistics, which it was apparent he did not 
totally understand, reflecting an attitude that clearly 
communicated a lack of co~itment ~~? interest. Lf._ 


11 / - J7 t'I -{i /,., j ) or 4 Jr..vrI/IL ~ ~ ~ ~ ~ . . 
Responsibility fA ~ ~~.W~ 
The situation after three years of rev~ and monitoring 
the District's progress is very disappointing and unset-
tling. The responsibility for this lack of progress must 
rest fully with the School Board. The Board has apparently 
not demanded measureable results from the Superintendent 
and his staff and their performance in relation to inte
gration has not been critically evaluated by the Board. 
The District's policy in regard to school integration 
appears to be to move very slowly and only react to the 
requests of the court and the ITF. ~e-zt;.i'rIe> "'B1':Y~ 


" , 


~LP~~ he initiative needed to cause changes in the 
areas of desegregation and quality of education has not been 
evident. The~E1pproach has been irresponsible and is a 
disservice to all parents and children of San Diego. 


I 


Some Progress 


There is some evidence that the District has begun to 
respond to the necessity for a uniformly excellent educa
tional program. The ITF is encouraged by the progress of 
the Achievement Goals ?rogram. AGP is a tool to help 
increase the quality of education which should result in 
higher test scores and improved minority student morale and 
motivation. It is too early to evaluate the effectiveness 
of the program, but the ITF is hopeful that progress will be 
evident. 


Progress has also been made in the level of intercommuni
cation between the ITF and the Board of Education. The 
Board's President in particular, but other members as well, 
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has been available, concerned, and involv ed i n the discus 
sion of the matters concerning school integra tion and qual
ity education. 


Race/Human Relations Weaknesses 


It is the considered judgement of the ITF that the dual 
goals of integration and quality education are made 
virtually impossible without the development of a district
wide systematized race/human relations program. While 
there are individual instances of San Diego schools suc
cessfully developing such programs, unfortu~~ely these 
individual instances are far outweighed by ~ programs ~~, 
~i1? 1. t: t Q n, but not uti 1 i zed, -1 by h 0 s til i t Y fro m Dis t ric t 7J 
personnel l ~o the concep ~ program, and ~ thea ~ 
fragmente am-as p~es~ntdy organi~~. The 
lack of any apparent form of quality control and the 
consuming concentration on numbers of progra ms rather than 
effectiveness of programs, makes the entire race/human 
relations attempt les s effective tha~ possi?le; I ~ 
4: ~ IJ.Av ~ ~ @ ~ -(!A.lCo li>'cer ,.' '$-,-- tV D ~ ~ • 
It is the recommendation of the ITF that the District 
develop and imple ment, with the assistance o f outsi de 
professional support, a systematic and comprehensive race/ 
human relations program throughout San Diego Un f ied during 
the summer. Such a task is, in the view of the IT F , three 
years late in its undertaking, and its lack of developmen t 
and implementation can no longer be pe r mitted. 


Lack of Commitment 


Finally, while the ITF believes there are many individ uals 
within the San Diego City Schools passionately concerned 
and dedicated to education and integration, that commitment 
for success is not as widespread as needed. 


It is hoped that the teachers and administrators who are 
currently demonstrating concern for quality ed£~~~ion and 
integration will not become too discouraged an~c~inue to 
demonstrate their support ' while improvements are being made. 


The ITF might accept the lack of progress in desegregation 
if it felt convinced that the cause was simply the reluc
tance of students to participate. However, the evidence 
clearly points to the fact tha~ the lack of integration 
progress goes much deeper and points directly to the lack of 
commitment and sincerity from the District's top adminis
tration and leadership. 







The Honorable Louis Welsh 
Judge of the Superior Court 
County Courthouse, Department 21 
San Diego, California 92101 


Dear Judge Welsh: 


The San Diego Integration Task Force (ITF) has completed 
its third year as the court's local community-wide monitor 
of the plan to integrate the city's public schools. The 
rTF began the year with twenty-two appointed members. Dur
ing the year one member resigned to become a consultant to 
the Board of Education, but the vacancy was quickly filled. 
Eight of_ the twenty-two members have serv~d all three years 
and three members have served for two years. The member
ship reflects a good ethnic balance, with broad community 
perspective. 


Historical Perspective 


During the first year, the rTF was mainly concerned with 
the quantifiable measurement of the desegregation of the 
twenty-three racially isolated schools, investigating the 
race/human relations program, getting acquainted with Board 
members and District personnel, and generally trying to 
determine if progress was being made. The second year 
focused heavily on the question of quality education, while 
continuing to look at the same areas examined during the 
first year. The evaluation strategy for the third year of 
the rTF was to give equal emphasis to the areas of desegre
gating the twenty-three schools, quality education in those 
schools, and race/human relations. 


rTF Organization 


The rTF was divided into five committees: race/human rela
tions, learning centers and exchange programs, VEEP, and 
overall planning, which examined everything else contained 
in the court's charge that was not covered by, the other 
committees. In addition, the rTF established an indepen
dent and autonomous human relations task force consisting 
of individuals whose background and expertise was in the 
area of race/human relations. The rTF also had monitors 
who spent many hours observing at school sites. Most of 
these monitors have served for three years. 


Communications Emphasized 


The opinions, judgements, and conclusions contained in this 
report are based on information provided by the rTF's var
ious committees, task force and monitors, as well as direct 
contact formally and informally with the District's central 
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administrators, site administrators, and School Board 
Members. However, extremely important to the overall work 
of the ITF was the communications that existed between the 
ITF and interested and involved groups. Two particularly 
meaningful areas, that transended individual committee 
activities, was improving the communications and relation
ships between the ITF and the School Board, District Super
intendent and his staff, as well as the community's percep
tion of the twenty-three racially isolated schools. Much 
energy and time was devoted to effecting better communica
tions and encouraging the media to look for and report on 
positive activities occuring in those schools. The chair
man, 1st vice chairwomen, and individual members of the ITF 
were involved in this activity. This improviong communica
tions climate helped the ITF to review and reach the con
clusions reflected in the statements and recommendations 
contained in this report. 


The Court's Charge 


The preeminent responsibility of the San Diego Unified 
School District from the perspective of the charge of the 
Integration Task Force was clearly the integration of the 
twenty-three racially isolated schools and the successful 
education of the students attending those schools. 


The charge of the Integration Task Force is to monitor the 
adequacy of the program designed to achieve these dual and 
unseparable goals. 


Conclusions 


Unfortu~ately, by whatever standard one wishes to utilize, 
the goal of integration is not within sight of achievement. 


The District's statistics show that since 1976 only two of 
the twenty-three racially isolated schools have been deseg
regated (Webster and Gompers), three of the schools have 
significantly increased their majority student enrollment 
(Fulton, Johnson, and Valencia Park), and eight show some 
decrease in majority enrollment (Burbank, Chollas, Freese, 
Logan, Sherman, Stockton, Lincoln, and Morse). The remain
ing schools show no significant change. 


The ITF does not consider this picture "reasonable and 
feasible progress.-


Moreover, the District has not shown evidence that it is 
concerned or disturbed enough by this lack of progress to 
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be motivated to improve it. The ITF finds that the 
District lacks the commitment to ignite the interest of 
enough personnel to effect school integration. 


The ITF's conclusion is that this lack of progress reflects 
the District's lack of true interest in meaningful inte
gration. As an example, when the Superintendentaddressed 
the ITF on two occasions for the purpose of providing an 
update on integration activities and quality education, he 
never asked for help, opinions, or articulated any partic
ular problems. He was not able to increase the ITF's know
ledge or appreciation of the situation or review any 
problem areas if he felt they existed. The Superintendent 
simply gave statistics, which it was apparent he did not 
totally understand, reflecting an attitude that clearly 
communicated a lack of commitment and interest. 


Responsibility 


The situation after three years of review and monitoring 
the District's progress is very disappointing and unset
tling. The responsibility for this lack of progress must 
rest fully with the School Board. The Board has apparently 
not demanded measureable results from the Superintendent 
and his staff and their performance in relation to inte
gration has not been critically evaluated by the Board. 
The District's policy in regard to school integration 
appears to be to move very slowly and only react to the 
requests of the court and the ITF. While the Board's 
members are commended for their time and interest shown over 
the past year, the initiative needed to cause changes in the 
areas of desegregation and quality of education has not been 
evident. Their approach has been irresponsible and is a 
disservice to all parents and children of San Diego. 


Some Progress 


There is some evidence that the District has begun to 
respond to the necessity for a uniformly excellent educa
tional program. The ITF is encouraged by the progress of 
the Achievement Goals Program. AGP is a tool to help 
increase the quality of education which should result in 
higher test scores and improved minority student morale and 
motivation. It is too early to evaluate the effectiveness 
of the program, but the ITF is hopeful that progress will be 
evident. 


Progress has also been made in the level of intercommuni
cation between the ITF and the Board of Education. The 
Board's President in particular, but other members as well, 
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has been available, concerned, and involved in the discus
sion of the matters concerning school integration and qual
ity education. 


Race/Human Relations Weaknesses 


It is the considered judgement of the ITF that the dual 
goals of integration and quality education are made 
virtually impossible without the development of a district
wide systematized race/human relations program. While 
there are individual instances of San Diego schools suc
cessfully developing such programs, unfortunately these 
individual instances are far outweighed by many programs 
written, but not utilized, by hostility from District 
personnel to the concept of the program, and by the 
fragmented nature of the program as presently organized. The 
lack of any apparent form of quality control and the 
consuming concentration on numbers of programs rather than 
effectiveness of programs, makes the entire race/human 
relations attempt less effective than possible. 


It is the recommendation of the ITF that the District 
develop and implement, with the assistance of outside 
professional support, a systematic and comprehensive race/ 
human relations program throughout San Diego Unfied during 
the summer. Such a task is, in the view of the ITF, three 
years late in its undertaking, and its lack of development 
and implementation can no longer be permitted. 


Lack of Commitment 


Finally, while the ITF believes there are many individuals 
within the San Diego City Schools passionately concerned 
and dedicated to education and integration, that commitment 
for success is not as widespread as needed. 


It is hoped that the teachers and administrators who are 
currently demonstrating concern for quality education and 
integration will not become too discouraged and continue to 
demonstrate their support while improvements are being made. 


The ITF might accept the lack of progress in desegregation 
if it felt convinced that the cause was simply the reluc
tance of students to participate. However, the evidence 
clearly points to the fact that the lack of integration 
progress goes much deeper and points directly to the lack of 
commitment and sincerity from the District's top adminis
tration and leadership. 
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The Honorable Louis M. Welsh 
Superior Court - Department 21 
220 West Broadway 
San Diego, California 92101 


June 7, 1979 


SUBJECT: INTEGRATION TASK FORCE REPORT 


Dear Judge Welsh: 


IN R£PLVING 


"L.EASE GIVE 


OUR REF . NO. 


We are pleased to submit our-final report on the evaluation 
of the Sari Diego City Schools' Voluntary Integration Program. 


In general, we believe that the integration program is making 
progress; and we have seen great effort on the part of individual 
principals, teachers, and administrators. We do, though, have 
some concerns about the crisis in education that is existing 
within our community. We believe that there must be greater 
effort on ' the part of the SCflools, the parents, and other community 
resources in an effort to achieve school integration and quality 
edu~a~ion. Below are listed some of our concerns and some 
suggestions for improvement of the program. 


As a Task Force, we are concerned that the District's Public 
Relations Program may gi~e the impression that everything is going 
smoothly, and that there are no problems in voluntary integ~ation. 
We think the slogan "It's Working" gives the impression that there 
are no problems and leads to complacency. It would be our re
commendation that the Schools' motto be "Let's Make It Work" rather 
than "It's Working." 


RACE/HUMAN RELATIONS PROGRAM 
The Task Force wishes to reiterate its earlier comment that the 
core of the Voluntary Integration Program is the Race/Human 
Relations Program. We recognize that there are difficulties in
volved in adequately assessing the extent to which the content of 
these programs is meaningful to those involved. We have not heard 
enthusiastic acclaims from most schools. 
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Many staff members acknowledge that though they had to be prodded 
into developing a program, they felt that the process of writin~ 
a program and implementing it was of great benefit to them and the 
school. Others clearly stated the process is so arduous that it 
dampens enthusiasm; they suggest maybe it would be better to select 
the main school problems and work on those for the year. 


Many schools are doing a number of things related to multicultural 
learning (pot lucks and art shows). The Task Force views these 
as good public relations activities which every school should be 
doing in addition to race/human relations programs. It is of 
concern that many of these programs seem to present ideas and 
problems in theory rather tha,n being directly responsive to si tua
tions occurring in the school. For instan~e. students need orien
tation programs before participating in integration programs, and 
they need a chance to verbalize their feelings after participating. 
Some c'ounseling offices have been providing this type of experience: 
we believe all should. 


We are concerned that not enough emphasis is _placed on the issue of 
race relations: the real fears of parents and students and the 
honest feelings of teachers and staff. We want an expanded curri
culum developed to deal with these issues and hope to see every 
student involved in an active way with programs which address 
these concerns. 


Also, we are concerned that several schools simply have not done 
what they wrote in their plan: these schools seem to believe that 
writing the plan is enough. We believe that there should be some 
follow-up to see that the plans are implemented. 


The skills of the facilitating team members are reported as being 
uneven. The members of the team should be the most skilled - and 
talented people involved in the Race/Human Relations Program. We 
have seen instances where lack of skill has been detrimental to 
the Race/Human Relations Program at certain schools, while skills 
of other facilitators are at a high level. 


We support the retention of local control over race/human relations 
programs. The individuality of each school demands it. This year 
all plans wele reviewed by a district committee composed of 
students, parents, and staff, and some were returned as not accept
able, needing revision. We hope this practice will continue and 
that minimum standards will be developed and raised as the program 
moves forward. 
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We support and appreciate the recognition by some of the schools 
that there are problems, tensions, and difficulties; such is the 
first step toward dealing with what participants are feeling and 
experiencing. 


MAGNET PROGRA~1S 
By way of introduction, we would like to show what a successful 
magnet program can do both for quality education and integration. 
The following quotation is from a Task Force member's summary 
of monitors' reports for Fremont Elementary School, which is a 
K-6 Individualized Instruction Magnet open to majority and 
minority students throughout the school district. 


· "Fremont Elementary School, with a 34.8% minority pupil 
enrollment, is a desegregated school. As for integration, 
there are some meaningful things happening at this school. 
A review of test results ... indicates that the average 
student is as good or better than the average student in 
the district. It is reasonable to assume that a significant 
percent of the minority students enrolled at Fremont are 
among those in the high test brackets. Parents and staff 
seem to be generally supportive of each other. This in turn 
supports the integration efforts. The benefit of integra
tion seems to be clearly recognized by parents, students, 
and staff." 


Background 
The San Diego Unified School District has obviously chosen 
magnet programs as one of its prime tools in the effort to 
racially integrate its schools. For the 78-79 year, nine 
different elementary magnet programs were offered at sixteen 
schools. At the secondary level, six different magnet programs 
were offered at seven schools. Further evidence of the District's 
commitment to magnet programs is evidenced oby the fact that at 
the elementary level alone, 24 schools (an increase of so t ) will 
be offering the original nine and two new magnet programs during the 
79-80 school year. Eleven of the sixteen elementary schools 
operating during the current year are ~otal school magne ts while 
five are partial or school within a school magnets. Six of the 
seven magnet programs at the secondary level are partial or sch ool 
within a school; only Wright Bros. wit ~l its career program is a 
total school magnet .. 
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School within a school magnet programs exist at four minority 
isolated secondary schools (Gompers, Memorial, Morse, and 
O'Farrell) and at two minority isolated elementary schools 
(Horton and Lowell). ' Valencia Park and Webster, designated 
minority isolated schools, both offer full school magnet programs. 
About 7,200 students are currently involved in magnet programs 
with 3,900 being majority; approximately 1,700 of these majority 
students leave their school of residence to attend a magnet program 
of their liking. About 3,300 minority students attend magnet p'rograms 
this year, with 1,200 of them moving outside of their school of 
residence to find the program they want, and 2,100 choosing a pro 
gram offered at their school of residence. It seems evident, 
then, that at the very least, the magnet programs offered currently 
were attractive enough to cause about 1,700 majority students and 
1,200 minority students to voluntarily leave their school of 
residence to attend a program more appealing to them in another 
part of the city. Granted that these numbers are not overwhelming, 
but they do show that magnet programs can serve, at the minimum, 
to help integration numbers. If creatively designed and under
standingly administered, they may even offer the potential of 
"producing meaningful progress toward desegregation." 


Court's ~uestion 
In its c arge to the Integration Task Force the Court specifically 
asked the following question: 


To what extent, if any, do the minority children who are 
not enrolled in magnet programs that are offered in the 
schools they attend benefit from the presence of majority 
children in the magnet program? In other words, does 
the presence of majority children enrolled in a magnet 
"school within a school" provide the non-enrolled children 
with an integrated educational experience? . 


There are five such programs currently operating at the elementary 
level and six at the secondary level. The consensus of the monitors 
and Task Force members involved at the elementary level is no. 
The effect on non-enrolled minorities is minimal at best. This 
may be due in some cases (Lowell and Horton) to the small size of 
the magnet programs. In others, it is probably due to the 
separatIon of the magnet program from the regular school program 
and also from a resentment of a program that is perceived to be 
elitist. At two of the six secondary level programs, the magnet 
programs are so small as to be numerically insignificant (i.e. , 
programs of 30 students each at Point Lorna and Collier), and 
thus have no effect. At the other four secondary programs of 
this type (Morse, 0 Farrell, Gompers and Memorial) the answer is 
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a strong "NO." In the first place, the magnet programs bring in 
too few majority students to begin to affect the non-magnet resi1ent 
students; in the second place, the separation of the programs and 
the strongly perceived feelings at the site that the magnet is an 
elitist program conceived primarily for majorities, causes, in 
many instances, a counterproductive integrative experience. This 
is particularly so at Gompers. 


Are the magnet school programs producing meaningful 
progress toward desegregation? If so, in what way? 


The answer to this question is considerably more difficult and com
plex. Some programs are prod~cing meaningful progress, some are 
producing a very small or negligible amount, and some seem, at 
least at this time, to be having a counterproducitve effect and 
actually harming integration. As was stated in the Task Force's 
Report of April 11, 1979 to the Court, "It is exceedingly difficult 
to generalize about the so-called magnet programs in the San Diego 
City Schools .... " As a matter of fact, all of the statements 
and conclusions about the magnet programs set forth in that report 
would still seem to be valid. Amplifications of some of those points 
and some other thoughts follow. 


General Comments 
1. At the secondary level, all evidence to date indicates 


that in the immediate future it will be extremely difficult, 
if not impossible, to bring any substantial number of non-resident 
majority students at the secondary level into minority isolated 
schools. A very modest goal of 490 majority students was projected 
for the current year, and the actual number enrolling was nearly 
160 or about 33% of the goal, with less than 100 of these being non
resident majority students. In time, these magnet programs ma y be 
nurtured and other imaginative ones created that will, after many 
years, entice a substantial number of majority students into the 
inner city on a voluntary basis. For the immediate future, however, 
it seems safe to say that the magnet program is not a viable tool 
for the integration of isolated secondary schools. 


2. At the elementary level , the situation is not quite as 
bleak. There is some evidence that non-resident majority e leme nt ar y 
students migh c be persuaded, under cer t a in c i rcumstances, t o at tend 
magnet programs at minority isolated el ementary schools. Web st e r 
drew 162 non-resident majority students to its minority isol ated 
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site for its fundamental magnet program. With 26 resident 
majority students electing this magnet program, Webster drew 
31 above their numerical goal of majority students.* Valencia 
Park's experience with its University Lab program also supports 
this tentative conclusion. They were projected to have 137 
majority students, and wound up with 188, including 162 non
resident whites who opted to come to this minority isolated 
inner-city school. Encanto, which drew 176 non-resident whites 
to its General and Math/Science Program, and Oak Park, which 
drew 87 to its Intercultural Spanish Program, offer further 
evidence that magnet programs may still prove to be a viable 
tool for desegregating minority isolated schools or stabilizing 
so called "tipping" schools, .as in the case of Encanto and 
Oak Park. That this will be a long hard road may be indicated 
by the fact that Horton's Intercultural Spanish Program captured 
welJ less than half of its projected 81 majority students and 
only 30 non-resident whites chose to come to the inner city for 
this attractive program. Lowell's Bilingual Program did even 
worse. It was projected to enroll 61 whites, and it received 
nine, with eight of ~hem being non-residents. The physical 
condition and location of the school in the middle of an in
dustrial area undoubtedly contributed to this dismal failure. 


3. We cannot overlook the fact that the original reason for 
having magnet programs is to provide a number of quality educa
tional options to district residents: creative, innovative, 
specialized, educationally sound programs which are impractical 
if not impossible to offer in every neighborhood. Tailoring ma gnet 
programs specifically for integration needs, physically locating 
them for integration reasons, and hedging them about with, 
what sometimes seem to be ridiculous restrictions as to who 
and how many can attend, sometimes leads to problems. These 
problems can have a counterproductive effect on the magnet both 
as a quality educational option and as an integration tool. 
Questions such as restricted participation in magnet programs 
because of race or racial balance at school of residence came 
up repeatedly at the six public meetings held by the Task Force. 
Deep frustration exists due to not being able to attend a prog ram 
of one's choice because of race, name, neighborhood of resid ence, 
racial balance of school presently attended or any other reason 
that seems arbitrary or capricious. This can cause a backlash 
against the school system, the integration program, and the 
Court. This and other problems arising from the dual nature of 
magnet programs should be addressed in the future by t he Court. 


*It must be pointed out, however, that some peculiar -:rcumstances 
may have influenced these figures. Sixty-nine of th~ 16 2 non-
Tes ident whites came· from a single school, ~1i Her. 
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As a compromise between no restrictions and very rigid restric
tions to help integration numbers, we suggest that racial 
balances be established for the magnet program at the site or 
receiving school only, and that the participant's effect on the 
racial balance at the school he is leaving be ignored. 


Another unresolved problem arising from the dual purposes that 
magnet programs are being used for may well be called the 
"Standards/Screening/Dumping Ground Problem," for want of a better 
term. Should a good magnet program be permitted or even encouraged 
to screen applicants in an attempt to keep the program a quality 
educational option? Should a good magnet program be permitted 
or even encouraged to have certain minimum standards that must 
be adhered to by all participants if they are to remain in the 
program? Shoul~ a magnet program, for which a "problem" student 
is theoretically eligible, be used as a dumping ground for such 
problem students? The following excerpt from a Muir monitor's 
report is illustrative. The monitor had been asked to name the 
least desirable aspect of the Muir program and the answer follo\vs: 


"The least desirable is division among the professional 
staff over a'common goa1. Due to the fact that the school 
is forced to admit according to the 1/3-2/3 quota, some 
students appear to the monitors to be choosing Muir 
because they feel the unstructured school will be easy. 
Muir cannot screen. Thus with the different sort of 
student enrolling (less able to handle personal responsi
bility) staff seems divided along lines of, 1) whether to 
keep Muir as it was designed to be, an unstructured 
educational setting with freedom to develop, or 2) to 
blend the alternative plan with more structure of the 
traditional." 


Other examples of this problem . occur with considerable frequency 
in the case of fundamental schools with their stress on reading 
ability and behavior standards. There have been cases of students 
not able to read at grade level or even close to it in a regular 
school being directed to go to a fundamental school. Other 
cases have been noted ·where students with.behavior problems in a 
regular school are encouraged and counseled to try a fundamental 
school to shape them up. This problem needs addres ing, and it 
is inextricably linked with the eligibility requirements previously 
mentioned. If the magnet programs are to be simply integration 
tools, the answers may be one way, while if magnet programs are 
to be specialized quality educational options the answer may well 
be the opposite. 







'. 


The Honorable Louis M. Welsh 
Integration Task . Force Report · 
June 7, 1979 
Page 8 


4. In general, school within · a school or partial magnet 
programs are less desirable than total or full school magnet 
programs. Even with the best of intentions it is difficult to 
avoid the "us and them" syndrome. The problem of real or 
perceived "elitism" is always present to some degree in the 
case of school-within-a-school programs. The problem is accen
tuated when the magnet program has new or unusual and highly 
visible equipment, or better surroundings than the regular 
program at the site. The Gompers situation is a classic example 
of this: the overall good achieved by having forty non-resident 
majority students on the Gompers campus is, undoubtedly, far 
more than offset by the resentment engendered in the non-magnet 
program students and the sur~ounding minority community. 
School-within-a-school programs also have a strong tendency to 
create divisions among and morale problems within faculties and 


- staffs. 


S. So many variables are involved that it is difficult to 
say with any certainty just how successful or unsuccessful 
certain programs are. For example, the Encanto Math/Science 
program was oversubscribed by majority students opting to come 
into a "t ipping" schoo 1 . A -s imi la r program a t the secondary 
level at Gompers drew only 40 majority students of a projected 
130. Why? Would this well conceived program have achieved 
its goals or exceeded them at a neutral site? Fundamental 
programs seem to have considerable appeal at the present time 
for both minority and majority students at the elementary level. 
As noted previously, the program at Webster was successful in 
drawing a considerable number of non-resident majority students 
into a minority isolated school. Two other fundamental elementary 
schools (Rolando Park and Foster) were successful in persuading 
a considerable number of minority students to attend. 


The School of Creative and Performing Arts achieved its numerical 
goals, and according to all reports is making meaningful pro gr e ss 
towards integration. The K-6 Individualized Instruction Magnets 
at Silvergate and Fremont continue to be successful both integ ra
tionally and educationally, as they have been since 1968. The K-3 
Benchley progr am ha s been, ac cording to all reports, a smash i ng 
success in every r e spect. Whether it will continue as a hi ghly 
successful plo gr am now that it is be i ng mo ved from the Bench ler 
site will be s een next year. The Valencia Park University Lab 
School Program s eL ~ to be a great success both qu a l i tative ly and 
quantitatively. It enticed 164 non-resid e nt majority studen t s 
into a minority i sol ated school topping Webster's numb er by two. 
Three new University Lab programs will open in the Fall. Two 
will be located in minority isolated schopls (Baker and Emerson ) 
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and one will be Sunset View in Point Lorna. In evaluating the 
magnet programs, a number of monitors ~hought it would be helpful 
to talk to or, at least, have information on dropouts from the 
programs. Despite repeated attempts no information has been 
provided the Task Force regarding magnet program dropouts. 


6. Is the magnet program a viable tool for integration? 
This is a serious question and deserved a thoughtful rather than 
a simplistic answer. 3,900 majority and 3,300 minority students 
participated, making a total of 7,200 involved. Countless hours 
of dedicated and committed staff time went into designing, 
creating, planning, administering, teaching, counseling, feeding, 
housing and moving these 7,2QO students, not to mention the 
reams of paper used in planning, carrying out and keeping records 
on the programs. It would be nice to be able to say that each 
one of these 7,200 students made a direct contribution to the 
integration of the San Diego schools. 


The Carlin plaintiffs admit that at least 1,466 of these students 
can legitimately be counted as either "desegregating segregated 
students" or helping to "stabilize 'tipping' schools." It can 
be safely assumed that these" figures are not inflated. Plaint iff's 
figures excluded minority students who are resident students in 
"magnet programs," and we take issue with this. It seems obvious 
to us that the 280 resident .m inority students at Webster and the 
468 resident minority students at Valencia Park are having a 
desegregated educational experience (if not an integrated one) 
when one considers the overall racial balance at those schools. 
On this basis, one could add almost another 1,000 to the plain
tiff's 1,466 giving a round figure of about 2,500 magnet program 
participants contributing to integration numbers. This is not an 
insignificant number when one considers that even number gains 
come hard in an integration program, especially a voluntary one. 
Whether magnet programs are cost effective in achieving inte
gration numbers is a decision best left to the Court. 


7. Beyond numbers and cost effectiveness, a few other 
remarks must be made in ~onnection with the magnet programs. 
The dedication and commitment of hundreds of people involved at 
all levels of the magnet programs has to be seen to be appreciated. 
This is not t~ say that there aren't those in the magnet progrJms 
who are uncommitted and undedicated. It seems to the Task Force 
that they are in the minority. Commitment to the magnet programs 
is twofold. First, it is dedication and belief in the particular 
magnet program. Second, it is dedication and belief in the value 
of integrated or de sngregated education. To make magnet programs 
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work as an integrative tool, this dedication is needed at 
both levels. There has been some evidence that some magnet 
program staff people are strongly dedicated to their program, 
but .don't believe that an integrative educational experience is 
worthwhile. This negates their value to the program as conceived 
here. Conversely, a person firmly committed to the values of an 
integrated educational experience who doesn't really believe 
in ·bilingual education would be counterproductive in a bilingual 
magnet program. At the risk of being platitudinous, we would 
like to reiterate that dedication and commitment has to flow 
from the top down. In this case, that means from the School 
Board to the Superintendent to the central administrators to 
the site administrators to tbe teachers and aides and classified 
staff. Prejudice is exceedingly difficult to overcome even with 
good will and the best of intentions. Many monitors in the magnet 
program schools have commented on this. The Task Force believes 
that if every site administrator were forcefully informed by his 
immediate supervisor that the single most important item on his 
"fitness report" (to use an old Navy term) will be how well 
integration is working at his site, the program would progress 
much more rapidly. Under these circumstances, site administrators 
would find ways to change ot eliminate staff members not committed 
to integration. 


8. The following illustrates what can be accomplished when 
staff has the commitment referred to above. It is a paraphrase 
of a memo to a Task Force member from Jim Carroll, the Principal 
at Webster School. Webster is an inner-city school found to be 
minority isolated by the Court in 1977 when it was about 99% 
minority. It is now completing its second full year as a total 
school fundamental magnet. 


"SUBJECT: IMPROVE~1ENT IN INDIVIDUAL TEST SCORES OF 
SOt-1E MINORITY CHILDREN AT WEBSTER 


This memo is in reply to your inquiry regarding improvement 
in test scores among resident minority pupils at Webster. 


Our Project Resource teacher reviewed the test records of 
children who qualified as participants under the Title I 
guidelines. The one criterion wrich qualifies children 
as project participants is scoring in the lower 2 quartiles 
on a standardized achievement test in reading or math. 
The test administered each spring is considered a pre-test 
to be compared with the test in the spring of the following 
year. 


The 28 children whose records were reviewed qualified as 
project participants in the spring of 1977. All of these 







The Honorable Louis M. Welsh 
Integration Task Force Report 
June 7,1979 
Page 11 


children were enrolled at Webster prior to the commence
ment of the Fundamental School Program. They scored 
above the mid-point (Q3 or better) in the spring of 1978. 
Each had moved from scoring below the median to above in 
all cases." 


This was after only one year in a racially balanced fundamental 
magnet school. Second year test results were not yet available. 


LEARNING CENTERS 
Achievement of Goals 
Because the goals of the learning centers seem ill-defined, it 
is difficult for the Task Fo~ce to assess the achievement of 
those goals. If the goal was to bring minority and majority 
students together, the learning centers have done that; if the 
goal was to provide an enriched educational program, they have 
largely done that. However, if the goal was "learning," we 
cannot assess progress as there has been no testing. Additionally, 
if the goal of the learning center was to provide an integrative 
experience for resident students attending minority segregated 
schools, the program has not been altogether successful. 


During the past school year, 13 minority segregated schools and 
35 majority schools participated in the learning centers as 
four sites; Chollas and Grantville were in operation all year, 
and Carver and Stockton were opened during midyear. l In terms 
of numbers of students involved, each site had 300 students 
from minority segregated schools and 600 students from majority 
schools, or a total of 3,600 students. 2 Thus, if the goal was 
to mix large numbers of students, the learning centers have done so. 


The learning center programs deserve high marks for providing 
excellent programs in P.E., math, science, art and music. Task 
Force members and monitors have been impressed with the quality 
and commitment of the teachers involved and the wealth of teaching 
resources. If the goal of the learning center was to provide 
educational enrichment, the inclusion of such basic educational 
programs as math and reading is questioned in that there has 
been little integration of the learning center basic programs 
with the horne school programs. Providing exceptional curriculum 
materials anJ resources, which is necessary to make the learning 
center programs truly enriched, has resulted in some negative 
impact at school sites where the learning center is a school 
within a school. Some students and parents developed feelings 
of resentment towards the learning center students and the 
district. Feelings were characterized by such statements as 
"White money follows white students," "Why can't I go to the 
learning center?" "How corne my child can't attend the learning 
center?" "Where was all that equipment before the white kids 
came?" 


1 Attachment "Students Attending Learning Centers" 
2 Actual enrollment as of 5/25/79 was 3,287 
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During the community meetings held by the Task Force, almost 
all participants stated that the desire to obtain "quality 
education" was the prime motivation for their participation in 
the integration programs. The expressed goal of providing 
"quality" educational programs in the learning centers is not 
borne out because of lack of testing. Admittedly, to test the 
learning center participants as to what they learned, how 
much they learned, or how they benefited, is no easy task. 
Opinion surveys will not substitute for student tests. However, 
if potential participants are to be attracted to the learning 
centers on a larger scale, more precise and definitive evalua
tions of the educational programs need to be done. Additionally, 
it is our opinion that the d~gree of benefit that accrues to 
participants differ widely due to the broad spectrum of grades 
and knowledge among the students. Classrooms not only may 
include pupils from grades four, five and six, but achievement 
levels may vary from third grade to secondary. How well the 
teachers are handling the academic diversity is unknown. 


Learning centers generally have not provided an integrative 
educational experience for the vast majority of resident students 
of minority segregated scho01s. Nine of the thirteen minority 
segregated schools which participate in the learning center 
program have no special integration program at their school site. 
The two minority segregated schools that are learning center 
sites benefit minimally. Learning center students have little 
contact with resident students and little is shared in terms of 
resources or teachers. At Chollas there was no interaction among 
the resident students, whereas at Stockton there were several 
programs that provided a good integrative experience. 


Problems and Possible Changes . 
The Task Force and learning center monitors have identified' 
many areas of concern. Whether particular concerns are amenable 
to changes for the better depends on the complexity of the 
problem. The challenge of teaching students of widely diverse 
academic, cultural and social backgrounds defies simple solutions. 
The Task Force can identify academic diversity within the cl ass
room as a problem; we have no solutions for handling t he d i v ersity. 
Similarly, it is unclear whether providing on e day a week fo r 
36 weeks is enough of an integrative experienc e to sa tisfy t he 
Court's concern for , "quality integra tion." Does that leng t h 
of interaction promote cross-cultural understanding, does i t 
promote negative "impressions, or does it have no effect? 
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As stated above, the learning center program has no clear goals. 
Without clear goals and objectives, it is difficult to evaluate 
or to make program changes. Program policies such as which 
schools should participate, what should be the optimum student 
ethnic mix, how should instructional time be structured, should 
students be tested, and other program considerations should be 
m~d~ to achieve stated goals and objectives. 


Orientation programs for students and parents were inadequate 
except at Carver. Orientation was often left to sending schools, 
except for Carver whose staff visited feeder schools. It 
appears that Carver benefited from the experience of the learning 
centers that started earlier, and that Carver had longer to prepare. 
We recommend more planning of orientation programs for students 
and parents. 


The numerical distribution of two-thirds majority students and 
one~third minority students does not seem to be reflected 
throughout the classrooms. If the goal of the program is to 
provide an opportunity to learn about different cultures through 
personal exposure, a two-thirds/one-third ratio does not seem 
relevant. Would not a higher ratio of minority students such as 
60/40 or SO/SO provide more opportunity for majority students to 
get to know minority students? 


The academic diversity within the learning centers is greater 
than normal due to the inclusion of fourth, fifth and sixth 
graders in combination with schools of differing achievement 
levels as measured by standardized tests. Some feeder school 
teachers feel that the basic programs at the learning centers 
are not meeting the needs of their students. As mentioned 
earlier, we have no solutions for this problem; however, . 
the learning centers could pl~n their student participation 
along grade levels instead of across three grade levels. 


Teachers have mentioned that there is a loss of actual teaching 
time for students participating in the learning centers·. Students 
need some time to settle down at their regular school a f ter 
attending the learning center, and time is also lost when changing 
rooms at the learning center. Elementary school children normally 
do not change classrooms and usually are out only for recess or 
assemblies. Additionally, the learning center students di~rupt 
the regular classrooms as they change rooms. T~is is espl ially 
apparent at Chollas where the learning center classrooms arc 
located in three different areas of the campus. It is recomme nded 
that the district look into use of block time at the learning 
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centers such as two or three weeks at a time. Learning center 
classrooms should also be ·placed apart from regular classrooms 
so that they are less disruptive to the rest of the school. 


Although homeroom teachers accompany their students to the 
learning centers, there seems to be little coordination between 
educational programs of the learning center and the home school. 
Some teachers try to bridge the gap between the two programs; 
others consider the learning center program a waste of time. 
Communications between the learning center teachers and home 
school teachers is informal, and there is no formal evaluation of 
the learning center program in terms of academic growth or 
attitudinal change. 


Probably the greatest problem surrounding learning centers 
located within a larger school has been the development of 
resentment among resident students, parents, and teachers. 
The presence of teaching resources and outstanding teachers 
recruited for the learning center programs has given the 
learning centers an aura of elitism. Limiting the amount of 
participation from resident students at learning center sites 
has fostered and reinforced feelings of "second-class" status 
and alienation. It is recommended that all learning centers 
plan for participation of all fourth, fifth, and sixth grade 
resident students; it is our understanding the district intends 
to do this next year. 


The vast number of students involved coupled with the scheduling 
pattern of participation once a week raises a number of questions 
about the effectiveness of the educational and relational aspects 
of the program. Learning center teachers are at a distinct dis
advantage in getting to really "know" the students involved .. 
Regular classroom teachers only need to know about 30 students 
per y~ar. Learning center teachers need to become familiar with 
900 students per semes~er, an impossible task. Additionally, 
students see each other only once a week. Is this enough to 
develop positive attitudes between majority and minority students? 


Finally, race/human re la tions programs have produced .ques ti onable 
impact. Although the concept of regularly scheduled group 
discussions 01 "rap sessions" appears to be sound, something is 
lost in the implementation. Elementary school students may have 
difficulty in grasping abstract ideas relative to human relations. 
Some programs seem strained, artificial, and ineffective. It is 
interesting to note that the human relations programs at learning 
centers are ·moving towards problem-solving discussions rather than 
discussions on such topics as values, cultural norms, etc. It is 
recommended that race/human relations programs focus on real 
situations with emphasis on race relations. Some schools have de
veloped good hu~an relations programs. Sunset View is one of these. 
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VEEP 
Itls important to note that the follO\,ing are the perceptions 
of the monitors, comments made by parents at the community 
hearings, and a consensus of the Task Force members. Conclu
sions are summarized as follows: 


The report covers observations by monitors at eight Unified 
District schools: Crawford, Mission Bay, Kearny, Einstein, 
Muirlands, Hale, Henry, La Jolla. The overall picture is 
positive with progress being ' shown at most schools. An excep
tion that might be noted is Mission Bay where negative comments 
are made by monitors in all aspects of the program. Both at 
Muirlands and Henry, monitor~ made note of the fact that minority 
staff members had been assigned and were instrumental in pr~gress 
made at these schools. Impioved bus service was reported as a 
positive in improving the program at Hale and Muirlands. 


One factor in common at Muirlands and Einstein was difference 
in academic levels of resident and VEEP students which was 
reported by faculty as a difficulty in the classroom situation. 


It is obvious from comments from monitors and from community 
hearings that one of the main concerns, certainly of the minority 
parents, is that the Unified School District make a firm commit
ment to quality education. However, the definition of what 
constitutes "quality education" varies from a basically strong 
reinforced program of the 3-R's to a strong 3-R program, but one 
that includes alternatives or enrichment opportunities, such as 
languages, arts, vocational training, etc. 


Comments from the community hearings at Lincoln High School 
indicated very strongly that the people in the community w~re 
not interested in busing students as much as they were in . 
quality education at Lincoln. There seemed to be much pride in 
the school,· but pa ren ts indicated that specia Ii zed advanced 
classes, such as algebra, trigonometry, etc., were not offered 
at Lincpln, thus the number of students going on to college 
from Lincoln was minimal. 


There seems to be an extremely strong feeling by minority 
parents that t he burden of busing in the VEEP program is upon 
them. It was stated many times that 3600-plus minority students 
are being bused, but only 20-plus majority students are being 
bused. This discrepancy ~as noted many times with the statement 
that the voluntary program must be a two-way street. Strong 
concerns were noted by monitors that busing students, in fact, 
isolated them. In the case of the majority student being bused 
to an isolated school, that student received preferential treat
ment. In fact, that student became an elitist. 
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A suggestion made was that there should be an analysis of 
classes in the receiving schools to see if isolation does exist 
in these classe~: Various school monitors suggest that students 
accept minority VEEP students more positively, in selected cases, 
than the community, staff, or parents. One of the monitors 
stated that because of the small number of majority students 
at VEEP schools, no significant differences in treatment were 
noted. 


The following point regarding VEEP schools was voiced by parents 
and monitors: VEEP schools are not really making a concerted 
effort to actively recruit students to transfer to other VEEP 
schools. Often, it was noted, not only'was there not an effort 
to transfer students ''Ii th abfli ty, but that students wi th 
histories of poor conduct at the sending schools were "dumped" 
on the host school. 


Race/Human Relations Pro ram As It Relates to VEEP 
T e qua Ity 0 t e ace Human RelatIons rogram varies greatly 
from school to school. Reactions from the monitors, such as 
the following, seem to indicate that in some schools this aspect 
of the program seems to be focused on individual problems and/or 
incidents rather than an on-going integration learning experience 
for students. . 


"Staff training regarded as useless." 


"Number quota filled but little interaction." 


"Minority community aide handles VEEP problems as they 
occur." 


In all probability, a germane statement to be drawn from the 
monitors might be to the effect that the administration, faculty 
and staff in some ' of the schools are not interpreting this race/ 
human relations program as a "whole" but taking what action that 
"has to be done" on a daily basis, but not taking the positive 
steps needed to improve and encourage interaction among students 
and communi ty as an on-going program. 


Community Involvement 
Statements from monitors, administration, staff and faculty all 
seem to agree that there must be more positive narent involvement 
in the voluntary integration program. In order for a VOluntary 
program to succeed, it is imperative to have a strong commitment 
on the part of the community as well as the school. This 
community/parent involvement seems to be lacking, particularly 
in the Mission Bay and Einstein areas. 







The Honorable Louis M. Welsh 
Integration Task Force Report
June 7, 1979 
Page 17 


~UALITY EDUCATION 
aIfway throug~he first -year of our ~ask Force, the Court 


asked us to evaluate the quality of education in San Diego 
city schools. A subcommittee of the Task Force, including 
individuals from the College of Education at San Diego State 
University has looked at the issue and made the following 
recommendations. 


It is our belief that we do not have sufficient information at 
this time to make a reasonable assessment. We would recommend 
that the following suggestions be adopted during the next schoal 
year. 


1. We request in writing frcim the school district and the 
plaintiffs what subjective, objective or quantifiable 
criteria they would suggest be used to evaluate the 
quality of education. 


2. We focus on the following set of schools: 


a. Four high schools: Lincoln, San Diego, an upper 
income and a lower income isolated white high school 


b. A feeder junior high school to each high school 


c. A feeder elementary school to each junior high school 


3. We obtain from the school district and the principals of 
the schools the educational goals and objectives of the 
schools, an assessment of how well those goals are being 
achieved, and the factors determining degree of success 
in achieving the objectives. 


Further, we obtain 


a. Performance of schools (students) on mandated tests 


b. Post graduation performance of students in next 
public school (i.e., in junior high from elementary, 
in high school from junior high), in the job market, 
in c0llege. 


S. We compare the credentials of the teachers at various 
schools: number of years of teaching experience, and 
highest educational degree. If possible to obtain, it 
might be informative to know whether degrees are in 
education or in academic disciplines. 
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The Integration Task Force has the following other concerns: 


1. It is our recommendation that the Optional Attendance 
Zones be eliminated, as directed by the Court, effective 
December 1979, and that when the new zones are established 
that they be done so in a manner that would enhance racial 
integration. 


2. Lincoln High School - We have concerns about Lincoln High 
School and particularly the planning for the new magnet 
program. The communi~y and the monitors are continual l y 
referring to the issue of quality education and feel 
Lincoln is not very,high on the priority list. Lincoln 
is symbolic to many peopl~ in Southeast. It ' is our 
consensus that the planning for this magnet has been 
inadequate. It is our understanding that next year there 
apparently will be two special'classes but the decisions 
regarding which classrooms, how the program will fit in 
with the rest of the school, parent involvement, faculty 
preparation, etc., have not been made; and there appears 
to be confusion and a lack of information on the part of 
the Lincoln community on the status of proposed plans for 
Lincoln next year. Our recommendations are: 


a. That the district involve the community in planning 
the integration program prior to its implementation 


b. Implementation of the Lincoln master plan for physical 
plant improvement be completed before the integration 
plans take place 


c. That a functioning race/human relations plan be in 
place before any integration plan. 
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We believe that the monitors have perfor~ed a great public 
service and have done their job in a dedicated and professional 
manner. We congratulate them! 


We as a Task Force do believe in voluntary integration. We 
hope that the schools will make the improvements noted and 
that .the people within the community of San Diego will take 
advantage of the various educational experiences that are 
being offered. . 


submitted, 


~';lLLfAM B. "KOt'ENDER,' Chairman 
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ATTACHMENT 1 
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STUDENTS ATTENDING LEARNING CENTERS 
• 1 


STOCKTON CARVER GRANIVILLE CHOLLAS 
LFARNING CENTER LEARNING CENTER LEARNING CENTER LEARNING CENTER 


School No. School No. School No . School No. 


Loma Portal 82 Johnson 60 Baker 30 Stockton 62 


Jerabek 30 Ericson 60 Horton 30 Scripps 60 


Emerson 00 Walker 60 SlUlset. View 59 Clay 62 


Stevenson 60 Lowell 30 Franklin 50 Kennedy 60 


Cadman 30 Emerson 30 Kennedy 64 Marcy 32 


Sessions 30 *MacDowell 60 Bayview Terr 60 Whitman 30, 60 


Fulton 60 Wegeforth 60 Franklin 62 Freese 59 


Whittier 60 Fulton 60 +Freese 30, 30 Crown Pt. 60 


Grant 60 Lowell 60 '+Alcott 30, 30, 30 Grant 59 


Shennan 30 Dailard 30 Horton 62 Lowell 56 


Paofic Beach 60 Ocean Beach 30 Cleveland 60 Jones 89 


Hawthorne 60 *MlcDowell 60 Barnard 66 Ocean Beach 30 


Logan 60 Shennan 60 Marvin 6S Balboa S9 


Curie 30 Lafayette 130 Torrey Pines 64 Tierrasanta 62 


Chollas 60 Curie 30 


Grantville 33 


*These represent different classes sent on different .days of the week. 
TI1ese are not the same 60 students in each class. 


+These represent different classes sent on the same day of the week . 


.......... ~/.,r:./.,o 







TOTAL TOTAL TarAL TOTAL NCYr 
snJDENT ENROLLED ENROLLED IN INVOLVED IN 


POPUlATION IN MAGNETS LRNG erRS ANY PROGRdM 


Baker 514 27 30 457 


Balboa 979 12 59 908 


Burbank 304 17 0 287 


Chollas 407 20 60 327 


Emerson 552 32 90 430 


Freese 740 32 119 589 


Fulton 255 30 120 105 


Horton 489 42 92 355 


Johnson 251 33 60 158 


Kennedy 686 44 124 518 


Knox 366 114 0 252 


Logan 972 16 60 896 


Lowell 485 15 146 324 


Mead 285 24 0 261 


Sherman 1009 9 90 910 


Stockton 555 31 62 462 


Webster 454 15 0 439 


Gompers 444 11 0 433 


Memorial 971 12 0 959 


O'Farrell 768 26 0 742 


Lincoln 1162 80 0 1082 


Morse 1857 60 0 1797 


Valencia Park 618 90 0 528 


am~ 5/25/79 
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5289 Canterbury Drive 
San Diego. CA 92116 


St. Stephen's Church of 
God in Christ 


5835 Imperial Avenue 
San Diego. CA 92114 


2850 - 5th Avenue 
San Diego, CA 92103 


Anderson-Ragsdale Mortuary 
2601 Imperial Avenue 
San Diego, CA 92102 


San Diego County Law li:brary 
1105 Front Street 
San Diego, CA 92101 


U.C.S.D. 
412 Warren Campus Q015 
San Diego, CA 92093 


Union of Pan Asian 
Communities 


2459 Market Street 
San Diego, CA 92102 
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SUPER~OR COURT OF CALIFORNIA, COUNTY OF SP~ DIEGO 


KARl CARLIN, et al., 


Plaintiffs, 


V~. 


BOARD OF EDUCATION, et al., 


Defendants. 


1 
) 


1 
) 
) 
) 
) 
} 
) 
) 


NO. 303800 


CHARGE T.O THE INTEGRATlO~ 
T.a.SK FORCE 


TO THE CHAIP1'1l-\N Aim HE~ffiERS OF THE INTBCRATION · TASK FORCE·: " t · 


GREETINGS: 


To assist you in carrying out your duties, the Court charges 


you as follo\o/s: · 


The goal of the task force ·is outlined in the Memorandum of 


Intended Decision signed and filed on June 12, 1978. As stated 


therein, it is " ..• to evaluate the [desegr~gationJ progr~m as it 


affects individual children; to concentrate on the substance of io-
:...1-


tegration not just the form of racial balance." This does not ~ean 


that nu~bers do not count, but it does mean th~t numbers do not 


count for everything. 
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... -


. The task force will: 


2 (1) coordinate efforts of ci vic and com-


3 rnunity agencies and organizations in-


4 t~rested in assisting the in~lem~nt3-


5 tion of the integration plan; 


6 (2) receive and consid8r suggestions and 


7 comments from the corr~unity regarding 


8 the implementation of the plani 


9 t3) provide continual monitoring of the 


10 implementaticn of the plan; 


11 (4) report periodically to the Court. 


12 The "task f6rce will report to ~he Court from time to time 


13 at th~ discretion of the·chair8an. A report will be ma~e at least 


14 three (31 times during the academic year, during the first week in 


15 December, tl">e first \.Jeek in Harch arid the first : \Oieek in June. __ :- t -


16 The task force will appoint volunteer monitors from the com-


17 munity, each of whom will be assigned to specific schools. Monitors 


18 'tlill visit schools at least twice a month and report to the task force 


19 at least once a month. Monitors will be encouraged to develop har-


20 


21 


22 


23 


24 


25 


26 


1:\onioU5 rcl.ltions with school administrators \..,.ho will be directed to 


cooperate fully with the monitors on all matters pertai~ing to de-


segregation and equal educational opportunities of students. - . ' 
HOnl.tor 


should be instructed to make fair evaluations, neither to find fault 


where none exists nor to ignore significant defIciencies. Monitors 


should report in \.Jriting, using forms supplied to them. Among other 


thingi, the following should b~ reported on: 
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(1) IIm-; \·:ell is the HU!;'.1n/Racc Relations Pro-


gram working? To what ex~ent is the Race Relations 


Program meaningful to stu~ent, teacher and parent? 


Is it sin~ly a litany to be followed a task on a 


checkoff list to be covered, or does it contri£~t~ '~ ' 


to interracial understanding? 


To a large extent the district has left 


the content of these programs to each individual 


school. This will provide needed flexibility and 


local control. However, so~e plans may fail to pro-


duce an adequate progra~, and good ideas used in one 


school may be transferable to others . . 


(2) To what extent, if any, do the minority 


children who are not en~oll8d in magnet p~ograrns that 


are .offered. in the schools they attend benefit from ~ 


the presence of majority children in the magnet pro-


gram? In other words, does the presence of majority 


children enrolled in a nasnet "school within a sc~ool~ 


provide the non-enrolled children with an integrated, 


educational experience? 


(3) What~eacher and site-initiated projects" 


have been instituted? Ho~ effective are they? Cun 


~ they be used in other schools? 


(4) What support and encouragement is top ad


ministration giving to effective integration techni-


ques developed at the local level? 
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1 (5) Are the following programs producing 


2 rrea.'1ingful progress to\';ard desegregation? If so, 


3 in what \vay? 


4 (A) Voluntary Ethnic Enrollment' 
. ..r'-~ 


5 Program; 


6 (B) Magnet Schools; 


7 (C) The Learning Centers; 


8 (D) Secon~ary Exchange Programs; 


9 (E) Other programs. 


• 10 e.6} lihat· additional steps should be'imple-


11 mented to integrate the school system and fulfill 


12 the Mandate of the California Supreme Court as ex- -


-
13 pressed in Crawford v. Board of .Education? 


( ,. 14 " 
\ ~~ The task force will submit to tre Court it~ conclusion con-


15 cerning the above six numbered items no later than the first · week 


16 of June, 1979. 


17 DATED: --------------------
18 


19 


20 


21 


22 
JUDGE OF THE SUPERIOR COURT 


23 


24 


25 


26 
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RALPH D. STERN. Schools Attorney 


BENi CHEVEIUUA. Assistant 
GLORIA M. BEUTLER. Deputy 


SAN DIEGO CITY SCHOOLS 


EDUCATION CENTER 


4100 Normal Street. San Diego, California 92103 
Telephone (714) 293-8450 


November 21, 1978 


The Honorable Louis M. Welsh 
Judge of the Superior Court 
220 west Broadway 
San Diego, California 92101 


Re: Carlin v. Board of Education 
San Diego Superior Court No. 303800 


Dear Judge Welsh: 


Enclosed for your use are two copies of the School 
District's 1978-79 Pupil Ethnic Census Report. 


Also enclosed for your information is a copy of the 
proposed additions and revisions to the District's 
Integration Plan which were considered by the Board 
of. Education at today's regular public meeting. Action 
by the Board of Education was required at this time in 
order to submit the District's 1979 Emergency School 
Aid Act (ESAA) Application. These additions and 
revisions will be formally submitted to the Court 
for its ~onsideration this spring. None of the 
proposed additions or revisions are expected to 
affect the Plan as approved by the Court for the 
1978-79 school year. 


Attorney 


RDS:baa 


Enclosures 


cc: Mrs. Veronica Roeser 
Chief William B. Kolender (with 21 copies of each 


document for distribution to the Integration Task Force) 
Donald R. Lincoln, Esq. 
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RALPH D. STERN 
Schools Attorney 
SAN DIEGO UNIFIED SCHOOL DISTRICT -
4100 Normal Street 
San Diego, California 92103 
(714) 293-8450 


DONALD R. LINCOLN 
5 JENNINGS, ENGSTRAND & HENRIKSON 


A Professional Law Corporation 
6 2255- Camino del Rio South 


San Diego, California 92108 
7 (714) 291-0840 


8 Attorneys for Defendant 


9 SUPERIOR COURT OF THE STATE OF CALIFORNIA 


10 FOR THE COUNTY OF SAN DIEGO 


11 KARl CARLIN, et al., 


12 Plaintiffs, 


13 v. 


14 BOARD OF EDUCATION, SAN 
DIEGO UNIFIED SCHOOL 


15 DISTRICT, 


16 Defendant. 


No. 303800 


DISTRICT'S RESPONSE TO 
INTEGRATION TASK FORCE 
REPORT DATED JUNE 7, 1979 


INTRODUCTION 


17 


18 


19 The School District recognizes and appreciates the 


20 commitment of the members and monitors of the Integration 


21 Task Force (hereafter ITF) to their duties. 


22 The School District also wishes to express appre ciation 


23 on behalf of the many staff members whose dilligence and 


24 dedication made possible the ITF conclusion that "The integra-


25 tion program is making progress . . " 


26 It is the School District's intention to respond in 


27 the following pages to the issue s raised by the Report cf the 


28 ITF; however, rather than do so line by line, we will ccnsider 
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1 each of the major integration programs separately. 


2 R~CE/HUMAN RELATIONS PROGRAMS 


The success of a race/human relations program is 


4 somewhat intangible and difficult to measure. Changes in atti-


tudes corne about slowly and subtly. Attitudes developed over 


6 years, if not generations, cannot be quickly changed. 


7 It may well be that a program which is widely 


8 acclaimed is one that is palatable while one that is not ac-


9 claimed may well be corning to grips with what the ITF has re-


10 


11 


12 


13 


14 


15 


ferred to as "the real fears of parents and students and the 


honest feelings of teachers and staff." 


In response to the concerns and suggestions of the ITF 


with respect to the District's Race/Human Relations Program, 


the School District will: 


1. Require each school's plan to emphasize race 


16 relations activities; 


17 2. Continue to raise the standard for approval of 


18 each school's plan each year; 


19 3. Establish minimum time requirements for partici-


20 pation in Race/Human Relations activities for pupils in every 


21 school and all district staff; 


22 4. Identify a leader at each school to serve as the 


23 contact for the Race/Human Relations Facilitators: 


24 5. Conduct workshops for developing leadership to 


25 plan more effective programs involving staff, students and 


26 parents prior to the opening of school; 


27 6. Provide additional intensive training for both 


the school contact person, other site personnel and the 
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1 facilitators; and 


2 


3 


7. Confirm that each school follows its approved plan. 


The rTF commends the Race/Human Relations Program at 


4 Sunset View Elementary School. The Sunset View Program 


will be made available to other schools so that it will be • 
6 considered by them in the development of their plans. 


7 MAGNETS 


8 While the ITF was favorably impressed with many aspects 


9 of the School District's magnet school program, there are two 


10 principal criticisms. The first is that many of the magnet 


11 programs involve relatively small numbers of students. The 


12 second is that the magnet programs-within-a-school do not 


13 provide t~e resident students not participating in the magnet 


14 with an integrated educational experience. Questions are 


15 also raised with respect to the eligibility for participation 


16 in magnet programs. These questions are each discussed 


17 separately. 


18 Size of Magnet Programs 


10 With respect ~o the first concern, it is important to 


20 recognize that many of the magne t programs mentioned are in the 


21 first year of operation. Experi ence has shown that magnet pro-


22 grams take time to "grow." One need only look at the s uccess 


23 of Wright Brothe rs Career High School over a period of t ime. 


24 Gompers appears to be following the same pattern. Although in 


the 1979-80 school year the Gompers' magnet attracted o n ly 40 


26 majority students, as of June 1 5 , 1979, 202 application s from 


27 majority students have been received for the 1979-80 ma~net 


2R program at Gompers. This is an irrefutable indication ':hat 
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] program will be increasingly successful in attracting majority 


2 s~udents to a minority isolated school. In addition, 155 


J minority students have applied, including-l30 from the Gompers' 


4 attendance area. The School District's experience with the 


r, Gompers· program suggests that while magnet schools take time 


6 to grow, "many years" may not, as the rTF suggests, be required. 


7 Only additional time will tell whether some of the 


8 magnet programs which have not yet attracted sufficient numbers 


D of students will ultimately be successful. For example, Lowell 


10 Elementary School's Bilingual Magnet is being strengthened 


11 through a liaison with San Diego ·State University Bilingual 


12 Teacher Training Program as well as expanding grade levels. 


13 Programs-Within-a-School 


14 Turning to the concern that program-within-a-school 


15 magnets do not provide non-enrolled resident minority students 


16 with an integrated educational experience, there is no doubt 


17 that non-magnet resident students experience less integration. 


18 The District, however, believes that the non-magnet students do 


ID interact with members of other racial and ethnic groups to such 


20 an extent that they are no longer isolated. 


21 The Gompers Math/Science Computers Magnet Program is 


22 singled out for particular emphasis. Gompers presents, however, 


23 a unique set of facts for the 1978-79 school year because the 


24 residential program includes only seventh and eighth graders 


2;' and the magnet program consisted of only ninth and tenth graders, 


26 thus making school-wide integrative activities more difficult 


27 due to age and grade level differences. With the expansion 


2R of the magnet to include grades 7 - 11 in 1979-80, specific 
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1 detailed integrative activities have been planned which will 


2 provide ongoing interaction between magnet and regular school 
I 


3 students. 


4 The School District believes that any reported feelings 
! 


f) of "resentment" and "elitism" directed at a program-within-a- • 
6 school magnet by non-participating resident students is an un-


7 fortunate but perhaps an inescapable side effect of a magnet- ; 
8 type voluntary integration program. These same feelings are 


9 expressed by majority parents whose neighborhood schools also 


10 do not have the special equipment available at a magnet program. 


11 It is the essence of a magnet program that something unique 


12 and not generally available be offered to attract participants. 


13 Resident minority non-enrolled students at a school 


14 with a magnet program have a large number of options available 


15 to them. To use Gompers as an example, resident minority stu-


16 dents may participate in the following programs at other schools : 


17 1. Voluntary Ethnic Enrollment Program (VEEP) -- a 


18 student may go to Dana, Einstein, Hale, Lewis, Marston, Pershing, 


19 or Standley Junior High Schools depending upon their elementary 


20 school of residence; 


21 2. School of Performing Arts at Roosevelt; 


22 3. Intercultural Language Program at Memorial; 


23 4. Muir Alternative School; or 


24 5. Bilingual Program at Collier. 


25 In addition, the following special programs, other 


26 than the magnet, are available at Gompers: 


27 1. Gifted Cluster Program; 


2R 2. ESEA Title I Program - Basic Skills Improvenent 
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1 Support; 


3. 2 Resident Math/Science Lab Program; 


4. 


5. 


6. 


7. 


8. 


It is thus 8 far from accurate to suggest that non-enrolled resi-


9 dent students at a program-within-a-school lack reasonable 


10 educational options. 


11 The School District will expand program-within-a-


12 school magnets to full school magnets when enrollment and the 


13 availability of facilities makes this possible. As an example 


14 of the District's effort to move in this direction where 


15 possible, the Board of Education took unanimous action on June 17. 


16 l~79 which makes the Longfellow Intercultural Language Program 


17 a total school magnet. 


18 Eligibility for Participation in Magnets 


19 The ITF makes two separate suggestions with respect to 


20 eligibility for participation in magnet programs. The first 


21 is that consideration be given to screening applicants. The 


22 second is that racial balance only at the receiving school be 


23 considered as a criteria for acceptance in a magnet program. 


24 The District's response to these two suggestions may 


25 be better understood if the question raised by the ITF as to 


26 whether magnet programs are "simply integration tools" or are 


27 "special1zed quality educational options" is answered first. 


2X It is the District's position that the magnet programs are 
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1 essentially and primarily integration programs which seek to 


2 attract participants by providing an educational option. 


3 The District views with considerable concern the 


4 suggestion that applicants for magnet programs be screened or 


tested as a condition to their admission. There is li t tle 


G doubt that screening, testing or "setting minimum standards" 


7 for participants in magnet programs might discriminate against 


8 economically disadvantaged students such as those found in the 


9 23 isolated schools. It is this fact which is undoubtedly 


10 the basis for the prohibition against the use of Emergency 


11 School Aid Act (ESAA) funding to support any magnet program 


• 


12 which screens applicants or sets minimum standards. The sugges-


13 tion that applicants be screened parallels very closely the con-


14 cept of ability grouping or "tracking" -which has in and of 


15 itself been found to be an act of segregation in such cases as 


IG Hobson v. Hansen, 269 F.Supp. 401 (D.D.C., 1967); 408 F.2d 175 


17 (D.C. Cir., 1969). The District also suggests that any concern 


18 which presently exists with respect to feelings of elitism 


19 associ a ted with the magnet school program would be greatly 


20 magnified were a selective admissions policy based on ability 


21 adopted. 


22 The recommendation that only racial balance at the 


23 receiving school be considered in admitting students to inte-


24 gration programs raises complex questions. Undoubtedly such 


25 a policy would be easier for the School District to administer 


2G and would dispell some of the feeling of inequitable tre atment 


27 that some parents now have. It is, however, necessary to 


28 examine how this proposed admissions policy would affect the 
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1 : District's efforts to alleviate minority racial isolation. 


2 1 Reduced to its essence the District's general practice 
I 


3 [ is to preclude a white student in a minority isolated or minority 


4 I racially imbalanced school from leaving that school. Generally, 


G l a minority student attending an integrated school is not permitted 


6 I to part i cipate in an integration program located at one of the 
i 


7 123 minority isolated schools or at a racially imbalanced 


8 i school.* The effect of the ITF suggestion of looking only at 


9 I the racial balance of the receiving school would be to provide 
I 


10 : a means for majority youngsters in racially imbalanced or 


11 , minority isolated schools to leave that school thus making 


12 it even more imbalanced or isolated. Interestingly under such 


13 a standard F white student at O'Farrell would be permitted to 


14 attend the Gompers Magnet while a black students at Muirlands 


15 Istill would not be eligible to attend. 


16 I Because of the complexity of the issue and its emotional 


17 impact, the District welcomes a careful review by the Court of 


18 


19 


20 


21 


22 


23 


24 


25 


26 


l its policies 


!admission to 


with respect to its residential criteria for 


I 
I 
I 


a magnet program. 


VEEP 


The District is pleased at the ITF's observation that 


with respect to VEEP "the overall picture is positive with 


*Detailed rules exist for admission into each program. In 
some situations the rules may not be precisely as set forth 
above in order to provide for continuity of a program (e.g., 
a minority youngster attending an elementary mirror magnet 
fundamental school is allowed to go to the O'Farrell Fundamental 
School Program because no such program exists at a majority 
secondary school and at the time of the student's admission 
to the elementary program, a commitment was made to provide a 
secondary program.) 
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1 progress being shown at most schools." 


2 At those schools where problems have been noted, 


3 minority personnel will be assigned as they have been at other 


4 schools. Also, a 1979 Emergency School Aid Act (ESAA) applica-


G tion will encourage students at secondary VEEP receiving and 


6 magnet schools to remain in their new schools by providing the 


7 counseling and assistance necessary to help them succeed per-


8 sonally and academically. 


9 The District will vigorously continue its efforts to 


• 


10 recruit majority youngsters for the VEEP program. It is, however, 


11 apparent that the program will always be a disproportionately 


12 minority participation program. It is important to remember 


13 that much of the criticism of the VEEP program comes from non-


14 participants. The fact, confirmed by tbe Kaplan Survey and the 


15 ever increasing number of VEEP participants over the past 11 years, 


16 is that those parents whose children participate in the program 


17 support it. There is not a single family participating in the 


18 program who is not doing so voluntarily. According to the Kaplan 


19 Survey, 71 percent of the parents of elementary students and 


20 77 percent of the parents of secondary students state that their 


21 child likes their VEEP school more or about the same as the school 


22 of geographical residence. Sixty-seven percent of the parents 


23 of participating elementary students and 64 percent of the parents 


24 of secondary students have no suggestions for improving the VEEP 


25 program. Eighty-eight percent of the parents of elementary stu-


26 dents and 78 percent of the parents of secondary student3 stated 


27 that their children will return to the program in the fall. 


2R Almost half of those who said that their children wjll nJt r0turn 
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1 
I 
in the fall did so because they will be moving graduating. 


! 
or 


2 In the section on VEEP the ITF notes the relatively 
r 


3 1 small number of students from Lincoln High School who attend 


J ' college. The District shares this concern but believes that 


;) I it is not correct to suggest that offering specialized advanced 
i 


6 I classes will improve college attendance. The results of educa
I 


7 I tional research are overwhelming in support of the fact that there 
I 


8 , are three factors which are the best predictors of the educational 
I 


D : success of a youngster. These factors are the socio-economic 


10 : status of the parents, educational attainment of the parents 
I 
I 


11 l and stability of the enrollment in the school the student 


12 ' attends as well as the stability of the individual student (i.e., 


13 the student who attends six schools in a year is not likely to 


14 do well.) These factors have absolutely nothing to do with 


15 race. There are predominantly white high schools in Appalachia 


16 and elsewhere in the country with problems which are comparable 


17 to minority schools located in minority areas. Conversely there 


18 are affluent minority schools where students experience the same 


ID success as those' attending comparably affluent majority schools. 


20 LEARNING CENTERS 


21 The ITF has raised a number of questions about the 


22 Learning Center Program. Some of these concerns are more readily 


23 resolved than others. Others simply reflect accommodations nec-


24 essary to make the program work. 


25 The Learning Centers have two major goals. The first is 


26 to provide integrated interpersonal experiences where students 


27 and staff from different racial, social and econo~ic backgrounds 


2S meet in an educational setting with the expectation that a better 
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1 respect for cultural differences among people is achieved. The 


2 second goal is to provide unique learni~g experiences in music, 


3 art, science and physical education that cannot be provided in 


4 the home schools and that are otherwise intense, action oriented, 


G and of short duration. Given these goals, we believe, as the • 
G 


7 


8 


9 


10 


11 


12 


13 


14 


IS 


16 


ITF suggests, that the program has been successful. 


The District does not claim that the Learning Centers 


located at a minority isolated school desegregate that school. 


This is apparent from the way the results of the program are 


reported on page 10 of the Evaluation of the San Diego Plan 


for Racial Integration, 1978-79. 


The District recognizes that inherent in all magnet pro-


grams, lea~ning centers and other integration programs designed 


to attract students away from their school of geographic resi-


dence is the possibility, if not the probability, that those 


students and their parents who choose not to participate will 


i 
I , 


I 
17 develop a measure of resentment. It is, however, the same factors I 
18 which result in resentment in some people that motivate others ! 


I 


19 to participate. The concern that money follows white students 


20 is particularly inappropriate with respect to the Learning 


21 Center Program. It is equally true that the money follows black 


22 and brown students to those Learning Centers located at majority 


23 schools. 


24 Coordination between the home school and the Learning 


2~ Center is provided in a variety of ways. The most important 


26 fact is that the home school teacher accompanies his or ~er 


27 students to the Learning Center. Also, opportunities have 


28 been provided for the Learning Center and home school staffs 
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1 to meet and coordinate their activities. 


2 The ITF suggests that there is no way to determine whethe 


3 the Learning Centers have been successful in the absence of 


4 testing of the students. The District does not agree. First, 


G the Learning Centers are primarily an integration prog,ram and 


6 the measure of their success is the degree of integration pro-


7 vided participants. Second, the District does not test for 


8 ' grading purposes at the elementary level in the fields of music, 


9 art and physical education which are the principal Learning Center 


10 subjects. The basic skills portion of the Learning Center exper-


II ience will be tested as a part of the regular testing of the 


12 student at his or her home school. It should be noted, however, 


13 that in order to provide an effective instructional program 


14 certain pre- and post - tests were developed for use by the Learning 


15 Centers . In music, a pre- test was developed by the Center staff 


16 and administered at the participating school sites in order to 


17 inventory the students' understanding of music. Based on this 


18 


19 


20 


21 


pre- test, records have been kept as to the progress of each 


student. In art, the students were given a pre- and post-learning I 
center experience project . The results were quite dramatic in I 


showing that students had learned a great deal about color, 


22 line, form, pattern , and design. In science while there were 


23 no formal tests, such information as the Learning Center staff 


24 thought would be helpful to the regular teacher was sent to the 


25 home school at the end of each unit. 


26 In physical education, a part of the curriculum has 


27 been developed around the fitness requirements found in the 


28 President's Physical Fitnes s Test which is similar to a state 
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1 required test at grade five. Testing for this program occurs at 


2 the home school with the results being ~vailable to the class-


3 room teacher for use in reporting to parents. 


4 Two Learning Center Experience Report Cards were p i loted 


5 this year, and all Learning Centers will use an experience repo.t-· 


6 ing form which will be sent to parents starting next year. 


7 While there is always room for improvement, a descrip-


8 tion of the orientation program for children in the Learning 


9 Center Experience may be hlepful. Parents were invited by the 


10 principals at the participating sites to their school of geographi 


11 residence to hear about the Learning Center Program from the 


12 Director, Learning Center Principals and teachers. The parents 


13 were shown_slides of the Center, given informational pamphlets, 


14 informed about the curriculum and transportation arrangements 


15 and encouraged to ask questions. The Learning Center staff 


16 then visited the classrooms of the participating students before 


17 the students began going to the centers. Principals, teachers 


18 and counselors from the participating schools were invited to 


19 in- service workshops at the Learning Centers. During these 


20 workshops the District provided substitute teachers as required. 


21 Separate orientations were held for the first and 


22 second semester. Parents were invited to visit the Learning 


23 Centers when they began operating. Buses were provided and these 


24 visits were scheduled over several weeks . There were formal 


25 orientations given by the Learning Center Principal and a 


26 question-and-answer period. 


A question has been raised concerning the raci"l/ethnic 


28 distribution in each Learning Center classroom. The Di~ . trict 
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1 continues to believe that a one-third minority/two-thirds majority 


2 distribution is most desirable and will result in the smallest 
! 


311 number of parents opting out of the program. 


4 I It is true that there is a small loss of instr uctional 


~ time as students change rooms at the Learning Centers. It is 


6 believed that this loss, however, is being held to a minimum 


7 acceptable level. The ITF suggestion that Learning Center 


8 classrooms be placed apart from regular classrooms appears to 


9 be inconsistent with the ITF concern that there is insufficient 


10 interaction between Learning Center students and the regular 


11 students. The extent of that interaction varies from school 


12 to school. The District will, however, continue to attempt to 


13 increase the degree . of interaction. 


14 The suggestion that students attend the Learning Centers 


15 for two or three weeks at a time rather than one day a week 


16 would, it is believed, discourage voluntary participation and 


17 is not compatible with the elementary curriculum. The concept 


18 of the elementary learning center is built around state require-


19 ments for the elementary school curriculum and the established 


20 time allotments for subject areas . The four subject areas --


21 art, music, physical education/health and science -- were speci-


22 fically selected because teachers with special skil s in these 


23 areas are not assigned to elementary schools in this D~strict. 


24 By providing teachers with special skills in these subject areas, 


25 it has been possible to provide a quality educational program 


26 for students whose parents are willing to have them transported 


27 to a learning center. Basic skills instruction is continued on 


2S the day students attend the center so as to maintain and reinforce 
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1 the important skills of reading and mathematics. Primary respon-


2 sibility for instruction in these areas . remains with the student's 


3 horne school and classroom teacher. 


4 The Learning Center curriculum provides instruction 


[> in those subject areas in which there is less disparity between. 


6 children due to socio-economic status. This is obviously true 


7 in art, music and physical education. It is also true with 


8 respect to the Learning Center program in science because it 


9 stresses process and a "hands-on" experience and does not rely 


10 heavily on prior instruction in science. 


11 The District wishes to confirm the ITF observation that 


12 all Learning Centers will plan for the participation of all 


13 fourth, fifth and sixth grade resident students from minority 


14 isolated schools beginning next year. 


15 Finally, it is ?ignificant to note the results of the 


16 most recent Kaplan Survey with respect to Learning Centers. 


17 Seventy-six percent of the parents favor continuation of the 


18 program while only 14 percent oppose its continuati.on. Sixty-


19 four percent rated the program as excellent or good and only 


20 7 percent rated it as poor. Seventy-four percent of the parents 


21 had no recommendations for improving the learning progra~. 


22 OTHER ITF CONCEfu~S 


23 Lincoln High School 


24 Both in the section dealing with VEEP and in a separate 


25 paragraph, the ITF expresses some concerns about Lincoln High 


26 School. It is the District's intention to involve the c ommuni ty 


2i in the planning of programs at Lincoln High School and to begin 


2S the implementation of the Lincoln Master Plan for Physical 
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1 Jmprovement of the Site. In addition, the Dl strict intends to 


2 implement Project Lincoln beginning in September. This program 


3 is described on page 73 of the San Diego 'Plan for Racial Integra-


4 tion, 1979-82 (Revised). This project has been designed to me e t 


G the individual educational needs of Lincoln students. Adminis-


6 trators, teachers, counse l ors, paraprofessionals and other staff 


7 members will work together and with students, parents and the 


8 Lincoln community to design programs and methods to meet 


9 individual educational needs. All students will be helped to 


10 improve their basic skill competencies, develop career awareness, 


11 and participate in work experience and/or college preparatory 


12 activities. 


13 The involvement of parents and community members in 


14 Lincoln High School will be greatly expanded. Specialized 


15 programs with employers, community agencies and local universities 


16 will be developed to increase educational and occupational 


17 options available to Lincoln students. 


18 Magnet Program Dropout Data 


19 The ITF states that the District has not provided in-


20 formation concerning magnet program dropouts. The District is 


21 not aware of any formal request for such data. Such data have 


22 not been prepared and since they must be compiled by hand, 


23 considerable time is involved in assembling it. Nevertheless, 


24 the District will be glad to provide such data to the ITF in 


25 the future if requested. 


26 Evaluation of Administrators 


27 The ITF has suggested that progress in implementation 


'-)~ o of the integration plan should be a factor in the evaluation 
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of administrators. Although not reduced to writing, integration 


has been a factor considered in evaluations during the last few 


years. The Superintendent will, however, direct all management 


and supervisory personnel to include assignments, tasks and 


projects relating to integration as a part of each management 


and supervisory employee's performance evaluation. 


MEDIA CAMPAIGN 


We should like to address the use of the phrase "It's 


Working" which is a concern to the ITF. 


The District's media campaign for the 1978-79 school 


year, which cost under $100,000, was developed with the expert 


advice and assistance of Young & Rubicam West, a profes s ional 


consulting firm of international reputation, and builds on 


campaigns 0f previous years. During the first year, the campaign 


was very low key and no major media advertising was uti l ized. 


This was done in order to keep the public from becoming caught 


up in the turmoil assoicated with such cities as Boston and Los 


Angeles . The theme for the first year was "Together is Better" 


with the subheading, "Let's work together to give all o ur children 


an integrated education." The second year, the Distric ~ moved 


into a higher profile campaign with the theme "Voluntary 


Integration. Better Education By Choice." The subhead ~ng for 


that campaign was, "We can make it work by working toge t her." 


This year the campaign sought to allay people' ~ fea r s 


and encourage them to participate in established and success f ul 


programs. The decision to use this approach was based on several 


well recognized facts. The first is that few parents w ~ sh t he i r 


children to participate in an educational experiment or the 
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1 mandatory assignment of students. The y would rather h a ve t he ir 


~ children be a part of Dn educational program which they pe rce i ve 


3 as being successful. The Kaplan Surveys and other sources o f 


4 information reveal that the overwhelming majority of parents whose 


J children participate in voluntary integration programs do no t do 


6 so primarily for the purpose of integrating the schoo l s. They 


7 participate because they want the uniqueeducationalopportun i -


8 ties for their children that the programs offer. 


9 Another consideration is that while the evidenc e shows 


10 that the District has not suffered the massive white f l ight 


11 which would result from a mandatory program, the leve l of 


12 white loss has been somewhat greater than was projected. In 


13 part, the loss of whites in excess of the number projecte d may 


14 be attribu~able to the unsettling state of integration in 


15 San Diego which has resulted from year~by-year review of t he 


16 integration plan. To the extent that the District can reassure 


17 people that integration can proceed in a reasonable and ordinary 


18 way, there will be more white students making more integ ration 


19 possible in the long rQn. 


20 In summary, the District believes that the phra se, 


21 "It's Working," is an accurate reflection of the progress t hat 


22 has been made in achieving the goals of the integration pla n. 


23 Curren t enrollments in integration programs for 1979-80 indicate 


24 p a rent interest and student enrollment are incre asing . 


25 We should take a lesson from General Motors wh ich we 


26 are confident would not spend millions of dollars for the 


27 development of a new automobile and then market it b y asking 


'-)!-> o people to buy one with the hope that it works. 
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Q ... 


1 Finally, it should be noted that the phrase, "It' s Working," 


2 refers to a continuing process and not to an accomplished fact. 


3 In other words, the District is not saying, "It Has Worked." 


4 We believe the concept, "It's Working" is an accurate reflection 


5 of what is occurring. 


6 CONCLUSION 


7 The School District again thanks the Integration Task 


8 Force for its suggestions and assures the Court that it is 


9 totally committed to making voluntary integration work in San 


10 Diego. 
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Dated: June 21, 1979. 


Jennings, Engstrand & Henrik son 


Attorneys for Defendants 
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RALPH D. STERN, Schools Attorney 


BEN ECHEVERRIA, Assistant 
GLORIA M. BEUTLER, Deputy 


SAN DI~GO CITY SCHOOLS 


EDUCATION CENTER 


4100 Normal Street, San Diego, California 92103 
Telephone (714) 293-8450 


May 23, 1978 


The Honorable Louis M. Welsh 
Judge of the Superior Court 
220 West Broadway 
San Diego, California 92101 


Re: Carlin v. Board of Education 


Dear Judge Welsh: 


During the hearings on the Carlin case held on May 17-18, 
1978, the School District represented that it would provide 
the Court with certain additional information as follows: 


1. The District will open a second performing arts 
magnet not later than the 1980-81 school year at one 
of the 18 court-designated minority isolated elementary 
schools. 


2. The District will also establish a magnet program 
of a type yet to be determined at Johnson Elementary 
School not later than the 1980-81 school year. In 
doing this the School District will work closely with 
the Johnson School community. 


3. The Individuulized Instructional Magnet at Sherman 
Elementary School will be expanded as necessary 
to accomodate all resident minority students who wish 
to attend. 


4. The District is prepared to open additional learn
ing centers during the 1980-81 and 1981-82 school. years 
as necessary to accomodate demand. 


5. The third set of schools in the Secondary Instructional 
Exchange Program will be Gompers and Lewis or Pershing. 
It was indicated at the hearing that the other two 'sets 
are Hale and O'Farrell and Memorial and Collier. 







The Honorable Louis M. Welsh -2- May 23, 1978 


.6. Teachers in both the Summer and Regular-School
Year Secondary Exchange Programs accompany their 
classes. 


7. Bilingual Centers will be established at Collier 
Junior High School and Point Lorna Senior High School 
in September, 1978. A description of these centers 
is attached as Exhibit A. 


8. In September, 1979 the District will begin the 
elimination of optional zones except for those that 
continue to have an effect on health and safety and 
which do not affect racial balance. 


The District will, of course, be glad to provide any additional 
information the Court may desire. 


~t~:::; submitted, 


RALPH D. STERN 
Schools Attorney 


RDS: jmo 


Enclosure 


cc: 


bc: 


Donald R. Lincoln 
William F. Gavin/Veronica A. Roeser 
Nancy Reardan 


Board and Supt., Dep. Supts. 
Asst. Supts., Regan 
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NE\Ol SECONDARY MAGNET SCHOOL PROGRAt-1S 


Title: 


Location: • 


Grade Level: 


Participants: 


Collier 


1978-79 


1979-80 


1980-81 


1981-82 


Pt. Lorna 


1978-79 


1979-80 


1980-81 


1981-82 


Min. 
Max. 


Hin. 
Max. 


Min. 
Max. 


Min. 
Max. 


Min. 
Max. 


Min. 
Hax. 


~1in. 


Max. 


!'[in. 
Uax. 


SECONDARY BILINGUAL CENTERS 


Collier/Point Lorna 


Collier 


1978-79 
1979-80 
1980-81 
1981-82 


7-8 
7-9 
7-9 
7-9 


Pt. Lorna 


10 
10-12 
10-12 
10-12 


There will be equal numbers of resident and nonresident 
students in the program. The resident participants will 
normally be advanced Spanish language students who are 
fluent in English (FES). The nonresident participants 
will include minority race, Spanish speaking students who 
are limited English speakers (LES) or fluent English 
speakers (FES) of a minority race. 


Total Students Resident 
in Program Students 


15 
15 


30 
30 


45 
45 


60 
60 


15 
15 


45 
45 


60 
60 


75 
75 


15 


30 


45 


60 


15 


45 


60 


75 


Non-resident 
Students 


15 


30 


45 


60 


15 


45 


60 


75 


EXHIBIT A 


Total Percentage 
Students Minority 
in School Students 







Secondary Bilingual Cen~ers 
Page 2 


Description: The Secondary Bilingual Centers are designed to provide 
an integrated bilingual learning environment for secondary 
school students at two sites. Nonresident limited-English 
speaking minority students will join fluent English speak
ing students at the Collier and Point Lorna Bilingual 
Centers. The instructional programs at both centers will: 


a. develop primary language skills. 
b. develop other basic skills and subject matters in a 


language understandable to the students. 
c. develop second language skills (English for non- and 


limited-English speaking students, and Spanish for 
English speaking students). 


d. develop in each student an understanding, respect and 
apprecia"tion of customs . and values of the cultures 
associated with the languages taught. 


Program Organization: A typical LES, nonresident student at these centers would 
enroll as a full-time student in classes such as: English
as-a-Second Language (one or two p~riods) Spanish for 
Native Speakers (in combination with FES students of 
Spanish), a bilingual class in Social Studies, Physical 
Education and/or N.J.R.O.T.C., and two other electives 
based on the student's career or educational interests. 


~~fcr~ncc: 


A typical FES resident student at these centers would 
enroll in classes such as: English, Spanish (in combination 
with LES students taking Spanish for Native Speakers), a 
bl11n~ua1 class in Social Studies, Physical Education and/or 
~;.J.R.O.T.C .• and two other electives based on the student's· 
car~er or educational interests. 


San Dl~so Plan for Racial Integration, Vol. I, dated 
June 13, 1977, submitted to the Board of Education 
June 12. 1~77 (unedited), pp. 137-140, 149-152. 


. 
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RALPH D. STERN, Schools Attorney 


BEN ECHEVERRIA, Assistant 


GLORIA M. BEUTLER. Deputy 


SAN DIEGO CITY SCHOOLS 


EDUCA TION CENTER 


4100 Normal Street, San Diego, California 92103 
Telephone (714) 293-8450 


July 28, 1978 


The Honorable Louis M. Welsh 
Judge of the Superior Court 
220 West Broadway 
San Diego, California 92101 


Re: Carlin v. Board of Education 


Dear Judge vlelsh: 
. 


At the hearing on July 19, 1978 -the Court invited the parties 
to submit for the Court's consideration guidelines and/or 
procedures for the operation of the Integration Task Force. 


Proposed guidelines developed by the School District are 
attached. As the Integration Task Force proceeds to carry 
out the important assignments given to it by the Court, the 
School District may suggest proposed additional guidelines 
and/or procedures. 


We wish to take this opportunity to assure the Court of 
our full and complete cooperation with the Integration Task 
Force. 


Schools Attorney 


RDS: jmo 


cc: Chief {~illiam B. Kolender, Chairman, Integration Task Force ~ 
William Gavin/Veronica Roeser 
Donald R. Lincoln 
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PROPOSED GUIDELINES 
FOR INTEGRATION TASK FORCE 


I 


Criteria for Selection 
of Volunteer Monitors 


Volunteer monitors should: 


(a) Not be associated or identified with the plaintiffs 


or defendants in the Carlin case; 


(b) Have some knowledge of operation of the schools; 


(c) Be nominated by school-associated groups such as 


the Parent Teacher Association, the Citizen Advisory Committee 


at each school, the School- Site Council and the School 


Advisory Council; 


(d) Be appointed by the entire Task Force; 


(e) Be appointed as individuals rather tha~ as repre-


sentatives of groups of organizations; 


(f) Represent various ethnic groups. 


II 


Orientation of Volunteer Monitors 


Before undertaking their assignment, volunteer monitors should 


be provided with information in the following areas: 


(a) History of the Carlin case; 


(b) Memorandum of Intended Decision dated June 12, 1978 


and Charge to the Integration Task Force; 


(c) Background of the development of the San Di-ego Plan 


for Racial Integration, including the work of the Citizens 


Advisory Committee on Racial Integration; 
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(d) Elements of the San Diego Plan for Racial Integration 


as approved by the Court; 


(e) Operation of the Race/Human Relations Program; 


(f) School district organization; 


(g) Interviewing and observation techniques and 


utilization of Task Force check lists and forms. 


(h) State and federal laws governing students' 


right to privacy; 


(i) Responsibility of the Principal for operation 


of the school; 


(j) Procedures for working with the school and carrying 


out the monitoring function, including notification of the 


Principal of the monitor's preBence on the school site. 


III 


Conduct of Activities 


(a) One or two monitors should be appointed for each 


scnool which is to be monitored; 


(b) Monitors and school site personnel should develop 


working relationships in accordance with procedures approved 


by the Integration Task Force following consultation with the 


School District; 


(c) Monitoring techniques and approaches should be 


consistent from school to school and program to program; 


(d) Reasonable time should be allowed when making 


requests for materials and/or information from a school; 


(e) Monitors should have the opportunity to meet regularly 


with the teachers and the Principal of the school to which 


they are assigned; 
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(f) Problems in the operation of any integration program 


or in the relationship between a monitor and a school should 


immediately be brought to the attention of the Task Force. 


The Chairman of the Task Force should, in turn, refer these 


concerns to the Superintendent of Schools, or his designee, 


so that the matter may be promptly resolved. Integration 


is most likely to proceed effectively if problems are expe


ditiously resolved and not allowed to fester. 
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RESTORING 11!E CREED 


Jim Enochs 
J\ssistant SuperintcnJent 


t-lodcsto Ci ty SdlOOb 


I would like to suggest tha.t in our efforts to rut schools back on the tracks , 


we may be concentrating too much on programs to the exclusion of some other 


very important considerations. To be sure, good programs are better than bad 


ones, but if it were that easy, the schools wou] d never have jumped the tracy-s 


in the first place. 


We are preoccupied with our minor disorders (programs), whidl frees us from 


facing up to our ma.jor d~fects. I said "frees us" rather than "prevents us," 


because I believe that, in part, it is intentional. It is intentional bcc.JUse 


we know that it is easier to adopt a nch' program, than it is to change attitudes 


and confront human failings. 


We hope to find a program that is teacher-proof . We hope to find a program that 


even an inept principal can administer. And 've hope to find a bunch of programs 


that will free the superintendent from dealing \lith the poor teachers and the 


inept principals. 


If \.;e look at our present capacity to solve problems, it is pp3rcnt th3t the 


easiest problems to solve are those \vhich have little or no ht.rrnaJl ingredient -


scientific and technological problems. 111e toughest problems to solve are those 


involving the hUJ113I1 ingredient - the problems 0 f social arrangements and the 


rene\,'a.l of institutions. 


People problems . Peoplc are just da.mn difficult. l\nd yet, h'e knOH - \ve absolutely 


know - that John Gardner has it right Ivhen he S.lYS: "Organjzations go to seed 


when the people in them go to seed. And they awaken \.;hen the people a\vaken. The 


renewal of organizations starts with E£,ople." But the temptation to look the other 







way is almost irresistible . And so \ve search for a different start ing point 


in the renewal of education . We tinker \vi th the form rather than ,·,ryes tling 


with the substance. 


Emerson was talking about this flmdamental 1'c] ationship bcth'cen people ,mel thci r 


insti tutions when he said, "Once '''c had \woden chalices and golden priest. Now 


we have golden chalices i1ml I·modcn priests . " "We ~lre," hc said, "forevcr ~1i1d


ing the ~ .. hurch anu kill ing the crecl.l." Anu I believe that that is, in large part , 


what has gone wrong in cducat ion. We are kj llwg the creed. 'The fundamelltal 


tenets of our profession. The very ideals which originally drew us to education . . 
Again, John Gardner has put it nicely in his book , No Easy Victories: "Don't 


let anyone tell you we're confused. We know the values to Ivhich we are being 


lll1faithful." "What difference does it make that we agree on our values if \ve 


aren't faithful to thcm?" lie answcrs that from thc standpoint of therapy; it 


always makes a difference what the patient is suffering from . And in our case, 


the patient is not suffering from confusion, but from infidelity. Professional 


infideli ty. 


To be sure, we had our share of accompliccs . 111ere have been a lot of \vooden 


priests out there pushing quick fixes and painl ess solutions. There was John Holt - - --
\vho told us that schools were jails responsible for everything from bedwetting to 


suicide. O1ildren should decide what they want to learn and teachers should get 


out of their way. And all those lazy teachers cUld administrators "'ho had been 


Haiting for a justification had it. The priest had turned their sins into virtues. 


I understand that !lolt has gone on to music, and I13S a new book out on the subject. 


And if the music world takes him as seriously as we did, yo' can soon expect to 


see 3ubin ~1ehta pleading with the string section of the La Philhamonic to stop 


fighting so he can take a vote on whetheT the urchestra wants to play Bach or 


Punk Rod .. 


And then there \vas He rb Kohl. Kohl told us that a structur(!d curricuhun and 


standards of performance Hcrc simply a plot by the military-industrial complex to 


force little children back into capitalisms sweat shops. And since it is easier 
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". 


to make students feel good than to teach them something, we began to ask 


adolescents which aspects of hwnan knowledge and experience they thought 


"relevant. " 


But Herb has now written a new book on his mid-life crisis, and he hints that he 


may have been wrong about all this. (Of course it's a little late for some of 


the kids who can't read the book.) 


And, of course, one of the leading ,wouen priest - maybe even a bishop - was 


~.~. Neill of Surrnnerhill. Neill, who convinced a whole generation of young 


teachers that rules and discipline Iyere a product of some dark authoritarian 


strain in their personality. So if Johnny 'vants to wear his cap in class, listen 


to his transister, and tell teacher to shove it, at least the teacher knows she's 


okay even if Johnny isn't. 


And finally, one of my favorites, Johathan Kozel - who changed his mind more often 


than his skivvies. After one year in the public schools, he told us open education 


was the answer . . . so some folks tore down the inside walls. And then he joined 


Ivan Illich - a real live Catholic priest - who 'vanted to "de-school" society and 


abolish compulsory education. And some folks tore down the outside ,.,ralls, too. 


Now Kozel has been to Cuba and seen the wonderful things Fidel has done with the 


peasants, and he wants us to put back all the walls. r-bre next week! 


TIle argwnents of these wooden priest were seductive. We all yearned to be so 


certain, so righteous, and so "with it." Better to be "hip" than "up-tight." 


Better to ingratiate than educate. But there was an even more appealing element 


in their sermons: it wns all simply easier thejr way. 


There is a new book called The Seven Deadly Sins_ Today, by Henry Fairlie. And 


he explains the appeal o f the \vooden priests. He says, "It is characteristic of 


our age that people want to have their gods, but they want gods who do not demand 


much of them. "In fact, they Ivant gods who absolve them from conflict and doubt, 


massage them and pat them on the head." TIle wooden pries t kne\v tho t, and they \.;ere 
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playing on the lIDspoken maxim which cvery educator mo\"rs: There is no profession 


in which the potential for satisfaction and fulfillment is as great as in educa


tion - nor the opportunities for boondoggling so unlimited. 


But it wasn't solely out of expediency tlwt \"rc followed the wooden priests. 


Like all religions, there had to be a higher motive. And they assured us that 


\Ve would get a finer, kinJcr, mGre <kcent IllUll;)1I being. They sccmeu to be on the 


side of the angels. As 1I0lt said, "Be non-judgment~l and non-directive, and the 


learner will direct his own learning. Trust the children and get out of the way." 


Or, as A. S. Neill promised, "Olildren are innateoly \Vise and realistic. Left to 


themselves they will flower into beautiful adul ts . " 


Well, how prophetic were the priests? What did we get? 


A 1979 poll of students at Northwestern University asked the question: "Who's 


your hero?" The most corrnnon response was, "No one." Follo"red by Jesus Christ, 


Woody Allen, and Jane rond~. TI1C father, the SOIl, and the holy ghost! But, you 


say, those are college students and you have to expect that. 


Well, in 1976 the Ladies lIome Journal polled thousands of s tudcnts in grades 5-12 


and asked them to name their heroes: O.J. Simpson, Robert Redford, Elton John, 


-Joe Namath, O1ris Evert, Mary Tyler r-.!oore, and Henry Ki.ssinger (the kids probably 


got him mixed up with Benny Ymmgman). That's what someone meant \.;hen he said, 


"The trouble with this generation is they haven't read the minutes of the previous 


meeting." 


Hidge Decker, in her latest book, uses the technique of addressing a letter to the 


young as a \Vay of exploring the problem. The problem born of educators and parents 


standing aside and leaving children to "flower into good adults." She h'Tites: 


The first thing to be observed about you is that taken 


together, you are more than usually inc~pable of facing, 


tolerating, or withstanding diffjculty of any kin.!. From 


the time of your earliest childhood you have ~tood in a 
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relation to the \~orld that can only be characterized as 


a refusal to be tested. It shaped your attitude to play, 


to sports, to sex, to the reading of difficult books and the 


clarification of difficult ideas, to the asslDTIption of serious 


roles within your families and communities, ~md to the 


considerations of possibilities [or your future. It lent 


cnormous impact to your cxpedcnce of dnlgs, whose grcatest 


seduction for you lay in their power to create the sensation 


of well-being with little or no effort on your part. The 


word most frequently on your lips was hassle. To be hassled 


meant to be subjected to difficulty. 


Professor Edward Wynne of the University of Illinois is editing a ne\ .... periodical 


called Olaracter. He recently wrote of ''Youth and Our f\lajor Traditions." It 


is as tough an indictment of the yOlIDg and their schools as people are likely 


to be able to stand. After statistically docunenting the explosion in crime, 


suicide, drug and alcohol abuse, sexual promiscuity, illegitimacy and veneral 


disease, Wynne says flat out that a good deal of the blame can be attributed to 


the way we nm our schools. 


And then he asks and answers the big question: the question of social continuity. 


"Is our society rearing adults who can keep the country going?" As Wyrme puts 


it: "In the end, the survival of any society epends on its ability to create 


successive groups of mature adults who are commited to its major traditions." 


And how are we doing? Wyrme says that within the past 15 to 20 years \ve have 


produced a generation of "self-centered \vithdrawn, lIDsympathetic, irreligi ous, 


lIDpauiotic, and characterless yOlIDg people." And he does not believe they can 


keep the country going. 


You can, of course, take all or any part of what Professor Wynne says (although 


his evidence is devastating), but whJ tcver part you take, you cannot deny that 


some of the responsibility rest with us. 


Today's college students and teen-agel's \vere yesterday's celebrated children 


who Holt and company promised would be purer than you and J . Rut the wooden 
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priest have gone on to other things, and we are left with what's left of our 


profession. J\nd we are now in a position of serving an institution that in 


many ways mocks our highest personal values. There arc few things more demoral


izing. Ask any educator you know, "If you were starting over, would you chose 


the same profession as your life work?" And when the vast majority of a pro


fcssion begins to ans'~er that kind of qucstion in the sallle Ilcgnbve 'vay you're 


in trouble. All tl13t is left arc the dull drudgeries of menial labor and a 


preoccupation with salary, fringe, and early retirement. And of course, the 


process feeds upon itself. 'The very qualities anu. attitudes needed to restore 


the schools are transformed in a manner guarante~d to perpetuate the decline. 


That is ,,,hy I am suggesting that the restoration of standarQ~ is as much a matter 


of attitudes as it is program. I personally believe it is more linportant. So, let 


me give you four areas in ,.,.hich we should sweep away, in Blake's great phrase, 


"mind-forged manacles." Those attitudes which bind us up and make us unfaithful 


to the creed. 


1. First, we should stop wallowing in our imagined impotence. 


There 'vas a time when adversity served as a challenge 


to intelligent, educated people. NOH difficulties and 


hard times become the justification for thrmving up your 


hands and drifting off into some aimless torpor. 


It has to be said: Education seems LO have more than 


its share of panty-waist idealists. 111CY make pretty 


mouth music, but when the fight start s they leave the 


room. They have no staying power, no stamina, no grit. 


If all the problems don't yield today , and if all the 


unpleasant people don't disappear, then the next day these 


folks are wallowing in disillusionment and sel f-pi ty 


because their high hopes Hcren't rcalized. 


The faculty rooms are fillcd with their laments: They 


sound likc the wailing wall jn Jersu:;alern. "It's no use." 
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"I'm suffering from burn-out." "COJllmunications have 


broken down." "I am naked and alone in a cruel world." 


"Oh woe is me." Faculty rooms ought to be sealed up. 


They're urulealthy places. 


And so, after one feeble little attempt to solve the 


problems, they have be~'ollle a part of the prob1l'1T1: that 


great inert mass of fainthearted little people who will 


endure no hardship nor any penance. 'Ihey want to ride to 


paradise on a golf cart. TIley remind me of the story about 


Alexander the Great - who had a low tolerance for quitters. 


After a battle in which one of his generals fled from a 


skirmish, Alexander told him, "Either change yOUT profession 


or live up to it." We ought to be telling a feN educators 


that. 


Let's face it, there is something seriously wrong with a 


profession in which the two most popular workshops - for 


the leaders of the profession - are stress management and 


early retirement. It has been said, that the principal 


f lD1ction of leadership is to keep hope alive. It does not 


inspire confidence to see administrators spending their 


time at those workshops. 


I once heard James Reston say, "I can't afford the luxury 


of abanadoning the ship because I have children." And he's 


right. Everyone needs a vested interest in the future that 


extends beyond age 65 or death. And all this preoccupation 


with stress management is unhealthy. ~bre people die on the 


termis court than on the job. \\'hich I take to mean that 


you'll live longer 1£ you're serving i n the right place. 
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2. Second, we should be done with fashionable cynicism. 


I 


The capacity to des t roy through cynicism and criticism 


has been elevated to a fine art in this country. And 


this may be one of the few arC3S in \\'hich education is 


leading thc nation . !lope is out of style . Wise ,mel 


\.,e~rry disenchantment is in voguc . 11lc cynics \ .. iJl not 


only not exert themselvcs to make thjngs better , but 


they also sneer at the efforts of others to do so. 


They bring to mind Dorothy Sayer's definition of the 


deadly sin sloth: "It is the sin that believes in 


nothing, cares for nothing, seeks to know nothing, 


enjoys nothing , hates nothing, finds pu~)ose in nothing, 


lives for nothing, and remains alive because there is 


nothing for which it will die." All good omens are promptly 


rejected and Tidiculed and those responsible for the good 


news are discredited. 


There \Vas a perfect, almost a case-book, study of this 


phenomenon in recent issues of The Texas t.lonthly . In the 


February issue of the magazine, there was a glowing report 


on the progress of the Houston schools tmder their gutsy 


superintendent Billy Reagan. The article documented the 


manneT in which Houston was bucking the trend in urban 


education. And the article concluded wi th the line, "If 


Houston can turn back the tide, any district can." A good 


omen. A courageous supcrintendent . Hope at last - right? 


But then comes the April issue with the following letter to 


the editor: "Superintendent Reagan has foisted a public 


relations gimmick on the people . Houston teachers face 


such obstacles as classes of 30 to 41) students, in5ufficient 


and inadequate instntctionul materiaLs, incompetent, dictatorial, 


and malevolent school administrutors; and a centIal administration 
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that rates itself by the volume of papenvork it can force 
teachers to handle." Signed - SUPRISE!!! - Pres ident, Houston 


Federation of Teachers. A classical example of cynicism. 


Rather than concede anything to the Board, the administration, 


or even their fellO\oJ teachers, they arc willing to foul their 


own nest. Better to be thought accolliplices ill a mess than 


partners in a success. We have always had these people. My 


concern is they now exist in greater numbers and they seem to 


have intimidated their colleagues. People are made to feel 


unsophisticated or stupid if they utter a faith in anything. 


And we suffer them in silence. 


Eric Hoffer, in his latest book, In Our Time, says, "The 


majority of Americans are afraid to open their mouths. They 


will not get into a fight no matter ylhat you call them or 


do to them." What he calls our "unprecedented meekness" 


grows out of the fact, as Hoffer puts it, "that we are no 


longer confident of our values and have lost our unbounded 


faith in our destiny." 
( 


Tha t' s what the word creed is all about: confidence in 


your values, and unbounded faith in your destiny. But \~en 


you've lost it, expect to be walked on by the President, 


Houston Federation of Teachers. 


So, until we all come to understand what the great student 


of civilizations, Kenneth Clark has -aid, that "We can destroy 


ourselves by cyncism just as effectively as by bombs" we will 


not understand that silence is a fonn of collabOl'ation \vith 


people who are capable of destroying our profess ion. Silence 


is not al\vays golden. Sometimes it' 5 just yellOiv. 
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3, Third, we should stop the trend of substituting instant sociology and 
psychology for common sense. 


While it would be silly to argue that no child needs a 


special program, or to discount the contributions of 


school psychologists, it may be time to face the possibility 


that the \,'hole thing has gotten out or hand. 


Everybody's a psychologist. All God 1 s children got 


instant catchphrases, and the psychobabble rains down on 


us. We are too impressed with experts who have a fistful 


of tests and a mouth-full of jargon. We are uncertain and 


they are positive. We are fearful we may hurt a. child and 


they are confident they will help him. We are faced with 


a moral judgment, and they have only to pronounce a diagnosis, 


Given such a 'formula, it invites being thought of as somc 


unwashed primitive to advance common sense when the other 


guy appears to be talking science. So we give in. And off 


goes another kid into some special education program. And 


of course, many of those programs are like Frankenstein's 


castle. ~hny people are seen going in, but nobody ever 


comes out. 


But there is another reason why we embrace the e>--perts and 


it is even less defensible. They provide us with rational


izations for our mVTl failings. Another example of using 


programs rather than confronting our real problems. If a 


child has something called a "learning handicap," \.,re can't 


be blamed for not teaching him to read in 12 years. And 


a recent study indicates that approximately 2/3 of the kids 


in learning disability classes are disabled in r eading. Or, 


if a child ha.s something called a "behavior disordcr" or, 


GJd forbid, he is "hyperactive," we can wash our hands of 


the little trouble maker and ship him off to the SAT \"here 
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he can get an IEP for the SED class. 


I\s Dr . Walter Reich, 01ainnan of the School of Psychiartry 


at Yale, said recently in an article in Harper's, "Psychological 


diagnosis can enable us to senre our own needs in the name 


of serving someone else's. Responsibility is reduced, blame 


mitigated, ,::md guilt exculpated." I\nd j f the ps)'chologi s ts 


can't help us, the sociologists will exonerate lL'> . It is 


easier to explain low test scores in tenns of the socio


economic background of the students thnn a lack of commit-


ment to excellence by some teachers and administrators . But 


when you think about it, it is an awful thing for a child 


to be in the presence of adults who, day after day, year 


after year, don't expect him to learn. And it isn't any 


less awful because they tell the child it's not his fault . 


So, before all the kids end up in categorically funded 


programs, I'd like to suggest that . . . . Every be


havior problem or every unlearned lesson is not grounds 


for rushing a kid off to be case studied . Sometimes children 


don't learn their lessons because they're lazy or have pro


crastinated, or because they lack self-discipline . Or, 


because they know they really don't have to because there 


will always be an adult somewhere who will take them off 


the hook. And, of course, sometimes they don't learn their 


lessons because their teacher is lazy, procrastinates, or 


lacks a corrnnitment to the children. Or, because the teacher, 


like the child, knmoJs he won't be held accountab] e because 


there will always be an adult somewhere who Hill take him 


off the hook, too. 


It is ironic that in PL 94-142, one of the criteria for 


identifying learning disabled chjldren is "a severe dis


crepancy bet\"een potential and achievement." t-1a}'be we ought 
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to have special placement on the salary schedule for teachers 
and administrators with the same discrepancy. We might, then, 
have fewer dlildren in that category. 


In short, kids and teachers and administrators screw up 


sometimes. And none of them should be absolved of their 


responsibility by inmediate recourse to pop psychology and 


sociology. And adults certainly shouldn't be allowed to 


parade this practice as a humanitarian imnulse. I think it 


is useful to kecl) that in mind. It w\ll help us to stand up 


to the experts. All too often. this humanitarian thing is 


stood on its head. 


If you argue that mst children can be taught and disciplined 
within the regular program, you are made to feel quiltv, in


sensitive, or reactionary. And yet that is exactly what 
Jerome Bruner said 20 years ago in the Process of Education. 
"Any subject can be taught in some intcllectually honest form 
to any child at any stage of development." 


It is also a recent Rand Study which fmmd that the single 


most important element in successful school programs is the 
teacher's sense of efficacy. The conviction elat I can teach 


anyone, anything. 


It's Pygmallion in the Classroom: documentation of the self


fulfilling prophecy t}~t students tend to respond in terms 


of the expectations of their teachers. 


It's the report, "Patterns of Black Excellence ,It by Thomas 


Sowell of UCLA: The overriding difference between the great 


black high schools and eler.entary schools and those that are 


failing miserably is the character and ability of the principals. 
TIley would accept no excuses. As one woman principal said, "Even 
though you are dying inside for them, you have to let them know 
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that they must produce." And, $OI.,.cll reports, he found a 
refreshing absence of educational, psychological, and public 


relations cliches in the talk of these principals. 


It's John Gardner's Excellence . . Plenty of evidence that 


"It is a healthy thing for the young to face some kinds of 


difficulties, to have to struggle to surmount them, and to 


learn in the process the values of endurance, courage, and 


strength of purpose." 


And it is Dr. Karl ~IU1inger who warns that the new psychology 


has invaded morality and convinced people that individuals 
are no longer responsible for their behavior. 


We need a little perspective along the lines of the English 


professor at Columbia. His final exam consisted of two questions 
written on the blackboard. The first question was, 'Which of 


the required readings in this course did you find least interesting?" 


After giving the class ample time to demolish such a congenial 
topic, he wrote the second question on the board: ''To what 
defect in yourself do you attribute this lack of interest?" 


4. Finally, w~must2iLo~selves of the notion that there is something tID


democratic about the teaching of ethics and values in the public schools. 


I find it hard to unders tand why it is acceptable to teach 


children subject matter before holding them accountable, 


and yet unthinkable to some to teach ethics and values before 


holding children accountable for their behavior. 


We would never give a child an "P' on a test on decimals 
if there had never been any discussion of that tricky little 


point. Or if we had simply said, "Decimals in the right 
place are good. Decimals in the wrong place are bad. And 
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don't you forget it." But that is precisely how some people 


handle ethics and values. 


Despite the fact that the time is long since past when we 


were reasonably sure these things were taught at home, we 


correct, discipline, and even suspend for behavior which 
many children may not even know is wrong. And in some places 


we compound the confusion with something called "values 


clarification." The contention that we must tolerate all 
sorts of values because, after all, we-have no scientific 


proof that one value is better than another. Therefore, 
the proper stance for educators serving children from 


"diverse cultures" (more sociology - diverse cultures) is 
to stand on neutral ground and obscrve the children sorting 


through alternatives. 


You know, teacher as anthropologist observing the indigenous 
tribes. Well, I like Irving Kristol's answer better: '~Vhen 


educators say that they don't know what kind of htumn beings 


they are trying to create, they have surrendered all claim 


to legitimate authority. 1ney then blithely subscribe to any 


passing intellectual fashion and unwittingly \vorsen the con


dition of moral deprivation that young people find themselves 
in. " He's right. And while we fiddle around there are people 


with great amounts of money, technological sophistication, and 


media access, who are drenching the kids with garbage. These 


people have great influence without responsibility. Thc schools 


have great responsibility, but are forfeiting their influence. 


I contend that one of the best kept secrets in this country 
is that kids want adults to act like adults . I've always 


thought that one of the best things ""c have going for us in 
this bus iness is that kids have a 100i tolerance for amb igui ty • 


Kids want to know who'S in charge. Kids \'iant to knCM what'S 


expected. Kids want to know that what's right and wrong 
today will be right and wrong tOJOOrro\i. Kids want to know, 
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and the right poeple have got to tell them. The television 
won't tell them. TIle movies won't tell them. The disc 
jockeys and the music they play won't tell them. People 
entrusted by society with moral authority have got to tell 


them. 


And so, I would argue that the renewal of the schools should begin with a 
return to our creed. \ihen we had golden priest and wooden chalices. \~en we 


did not wallow in impotence. Wnen we did not suff r cynics in silence. When 


we did not explain everything with pop psychology and sociology. And when we 


were sensible enough to know that there is no real education without ethics. 


- 15 -








t 


1 
• 


; \ 
Eepor.t to Jud~e 
$upelhor Court, 
Apri~ 15, 1981 


Louis ~/I . Welsh 
San Die~o, California 


Courtney Cazden 
Joseph Rosen 


At your request, we spent March 5 and 6 in San Diego visiting schools 


and meeting with school officials. You asked us to assess the pro~ress that 


is being made toward the attainment of the objectives established for the 23 


racially isolated minority schools in the court order of September 6, 1980. 


Our areas of concern were, in good part, related to those expressed by us on 


April 1, 1980. These concerns were: 


1. The Leadership of the School System 


2. The Instructional Pro~ram 


3. Child \oJelfare Concerns 


4. The Schools and Parental and Community Relations 


Leadership, Attendance and. Parental Relations 


The ~eneral feeling of the principals, assi~tant principals, and the Central 


Office personnel with whom we spoke was one of optimism and satisfaction with the 


work that had been done to install the Achievement Goals Program, with the services 


that were ~enerated because of the new and vigorous attendance iMprovement pro~ram, 


and with the involvement of parents in regard to student attendance and homework 


policies. 


With respect to leadership, the court order to the school officials has been 


accepted as a most serious challen~e. We were reminded of our use of the term 


"loose couplinp;" in reference to the free relationships that had existed hereto fore 


between the Central,and Area Offices and the local schools. Accordin~ to the 


statements of principals in schools that we viSited, the presence - physical and 


spiritual - of Central Office personnel had never before been so frequently 


experienced nor so firmly felt as since the court order. Specific demands have 
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been made upon the principals in re~ard to improvement of academic achievement, 


the use of resource teachers in classrooms for in-service, attendance improvement 


goals, kinder~arten extended day, homework and discipline policies, and parental 


involvement. While "demand" may seem to be a very strom .. term, this characterizes 


the need of the schools and supports Judg;e i~elsh' s edicts. 


In re~rd to leadership, therefore, there appears to be movement in keepin~ 


with order 15 to "continuously evaluate the effectiveness of the Superintendent , 


school principals, supporting leadership staff and teachers duri~ the school year." 


As much as possible, evaluation of leadership should have objective and 


measureable bases, that is, achievement results, attendance percentag;es, parent 


attendance at school meetin~s, h~ne visits by aides and counselors, and records 


of in-service classroom assistance by the resource teachers. There is evidence 


in some cases that resource teachers are diverted from their in-service functions in 


order to assist prinCipals in other ways. This diversion can cause lesser academic 


achievement and non-fulfillment of the Achievement Goals Pro~ram; principals, 


area superintendents and their staffs must be held accountable . 


Further, in regard to leadership, there appears to be discrepancy between 


the ~al established by the Judp,e on order #1, p. 26, of the September 6, 1980 


Memorandum of Intended Decision to "implement ~ course or courses of study in 


minority isolated schools which will result in 1~~ of the students in each of the 


schools havin~ a median achievement rate on the Comprehensive Test of Basic 


Skills at the natio~1 norm in readin~, mathematics and lan~ua~e by 1983 4." 


The Judge has modified this ~oal from 7rJ't, to 500~ of the students, yet school 


principals in their AGP goals plans have stated their goals to be that of the 
, , 


ori~inal district pronouncement of an improvement of only nine percentile 


points by 1983 4. A top school official has assured us that the Judge's ~oal 
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is the aim and that the district is strivin~ for 5~k of the students achieving 


to national levels. This needs further follow up by the Central and Regional 


offices. 


In regard to the effectiveness of the leadership, a key issue must deal 


with the quality of the commitment of school principals and those whom we 


visited appeared to be enthusiastic and knowled~eable as to the process for imple


mentin~ the ACP. This commitment needs to be translated into systematic managerial 


practices with teacher-by-teacher analysis to determine where strengths and 


weaknesses exist. The' observation form for classroom visitation is a step toward 


a more thorough evaluation process but the question must be asked as to the follow


up use of the form; a pattern needs to be established. 


The leaders of the S.D. U.S.D. are being pushed to install programs and 


practices and there will be resistance on the part of some teachers to the 


change in teaching format. However, in view of the low achievement levels of 


students, it is critical that leaders insist upon teachers following the program 


as planned. The statement that creativity is bein~ lessened must be held against 


the fact that creativity of teachers in the past has not produced achievements 


that are acceptable. Creative teachers cannot be stifled - they will embellish 


the. established programs of instruction to mastery with tangential and supple


mentary methods and materials. 


Dr. Thomas Nagel and Dr. John licLevie, inte~ration analysts for the 


Board of Education, h?ve made an in-depth series of statements in "Status Report I, 


on the Progress of ' Implementing the Achievement Goals Prog;ram in San DiegO 


City Schools, January 28, 1981." They indicated that "the AGP is off to a 


good start" and "it seems clear that the continued use of the Ginn Reading 


Series is appropriate and advisable." However, "it is most difficult to make a 
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judgement on student achievement until the school year is completed." p. 38. 


Further, the pupils' progress charts that are to be completed by classroom 


teachers, the teachers pro~ram cards, the End-of-the- Unit Reports all give 


promise that the goals of the District can be achieved. 


Improvement of Attendance 


In the area of attendance improvement the process is now in practice of 


teachers reportin~ 2 times a day the attendance in their classes, and the 


follow-up calls on the phone and the home visits by additional personnel 


that have been added are commendable. The principals must see that these 


good practices are maintained. The district has set a goal of reduction of 


non-excused absences by 3~k, but the schools visited had improved by 40% 


to 5~k. The effort to improve attendance has resulted in an additional 


$225,000 being paid to the district by the State . The parental reactions 


to the District's efforts are positive, especially for the homework pro~rams; 


the pressure to improve attendance which has resulted in phone calls and home 


visits, and the extended kinder~arten day have caused the positive reinforcement 


that schools need. 


Instruction 


With respect to the instructional pro~ram, impressive pro~~ess in the de


velopment and implementation of the AGP pro~ram, and len~thening of the kinder


~rten d~y have been noted above. In addition, we want to discuss two curriculum 


areas mentioned in our earlier report - the Oral Communication Program and bi~ 


lin~al education; and raise questions about one part of the San Die~o program 


we had not considered before - the Learnin~ Centers and Extended Instructional 


Exchan~es. 


On the Oral Cormnunication Prop-ram (OCP), we have reviewed a package of 
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sample materials, visited classes where oral language activities were in progress , 


and talked with Robert Bennett, who has responsibility for all program develop-


ment in this area but whom we had not met before as he was on leave in 79-80. 


In general, program development in this area is very promising, and Bennett 


is well qualified to carry it out. We agree with Bennett's philosophy that im-


provement in oral language skills can only come from a pro~ram in which drill 


follows, and is closely related to, meanin~ful communicative activities (such as 


the interviewing, role playing, translation of stories into television scripts, etc . , 


described in the sample materials). We realize also that a general curriculum 


problem is accentuated in the oral language area: curriculum objectives must not 


be reduced to what is tested on written achievement tests. They can test the 


fine points of English grammar (they ~ vs. they is), spelli~, punctuation, 


etc. : but they can not test, for example, how to speak appropriately in a job 


interview or on the job itself. The challe~~e to curriculum desi~n and imp le-


mentation in all areas, but especially here, is how to use the pressure for in-


creased achievement as demonstrated on tests as leverage for teaching more than 


the test scores can reflect. 


According to the implementation plan, 1981 2 will be the first year of 


fu~l implementation of the Oral Communication Program. Hopefully, the imple-


mentation procedures that have worked this year for AGP can be followed as success-


fully next year with the Oral Comnunications Program. 


One set of oral language activities that is part of the AGP itself is the 


"word warm-ups" - five minutes of lively vocabulary buildiw, exercises 


that precede instruction each day. We did not happen to see any of these warro-. \ 
ups, but we heard excellent reports from teachers about them. Vocabulary buildinF, 


is a critical aspect of both lanq;uar.r:e and readin(T progress, and the warm-ups 


sound like an imaginatively designed "ray to do it . 


vie have not done an in depth analysis of bilinP'Ual education in San Diego. 
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We discussed it in our April 1980 report only in Recommendation #6 on focused 


supervision. There we mentioned, as an example of a program which did include 


such focused assistance to teachers, the ESEA Title VII Bilingual Demonstration 


Project in 3 classrooms in each of 5 schools . Our description of this "ex


ceptionally well-designed model" referred only to the 15 classrooms in this 


demonstration program. We did not, and still do not, have sufficient knowledge 


to comment further . He note the recent appointment of a well-qualified person 


to take charge of programs for the growin~ number of Asian students in San Diego; 


and note as well the involvement of s pecial consultant I'lcLevie in the general 


bilingual education area . But while fully supporting the principles of bi


lin~al education we do not f;eel able to comment further at this time . 


Finally, the Learning Centers (LC) and Extended Instructional Exchanges (EIE): 


Both these programs were initiated to promote integration, but our charge \VclS 


to evaluate the "quality of edu<;:ation" in the minority isolated schools and we 


did not consider these programs in our original report . Hmo/ever, now two specific 


links between the two ~als of integration and quality education have become more 


obvious . 


First there is the role of the LC in providin~ education outside the basic 


skills . According to both teachers and principals, the time commitments for AGP 


have tended to crowd out of teachers' plans and the students' time experiences 


in "basic" areas such as SCience, art and r,lusic. These are preCisely the curricu


lum areas, in addition to physical education, where exciting experiences are 


available to children who attend LC oneday a week. As one intermediate ~rade 


teacher put it, even though attendance of her class at a LC further reduces the 


time available for Adp and everythin~ else, the experiences her children have 


at the LC are far superior to anything she could provide (even wi th more time) 


because of the specialized qualifications of the teachers and the specialized 


equipment available to them. l'Ie visited some of the LC classes and found truly 
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exciting education in all curriculum areas - physical education, science, art, 


music and enrichment activities in readi~, langua~e and mathematics. We do 


not know if such high quality experiences can be provided as fully within the 


structure of the Extended Instructional Exchan~es. 


Second, in the EIE problems with the or~nization of instruction in the 


basic skills areas seem bound to arise. He have not seen any EIE prog;rams in 


action, but we have discussed some of these problems with various members of 


the San Diego teachin~ staff. Because the EIE functions for a period of 40-45 


continuous days, the organization of basic instruction in reading and math for 


nearly a quarter of the school year is at stake. Unless both ~roups in each 


exchange pair are following the same curriculum, one of two consequences seems 


unavoidable; either the progress of I of the groups will be disrupted; or the 


degree of real integration within the classroom walls will be minimal as separate 


groups of children follow their "home" curriculUPl in separate parts of the room. 


lnreover, even if the two groups do share a jOint curriculum, the gap in achieve


ment levels will tend to make reading and rnath groups de facto segregated anyway. 


None of these problems affect the LC. Differences in basic skills levels -


are not as serious in the enrichment activities in readi~, lan~e and math 


and are largely irrelevant for worl<in~ top;ether in sCience, art, etc. He were 


extremely impressed with the quality of both the curriculum experiences and the 


desvee of true inteR7'Cltion in the LC classes \ole visited. True, the children 


are integrated for a maximum of 36 days per year (one day per week), while the 


ErE would place children together for 40-45 days per year. The quality of an 


experience - here, integrated education - is at least as Significant as the 


quantity. 
, \ 


Horeover , we understand frof.! Dr. Patrick that the LC are less expensive 


than the EIE (approximately $346 .00 vs. $484 .00 per child per year). For all 


these reasons combined - the benefits in quality of education and the quality 







8 


of integration and the smaller cost; we suggest reconsideration of the plan 


to phase out the Learning Centers. In saying this, we want to make it clear 


that these considerations were discussed orally with Drs. Goodman and Patrick, 


and with Judge Welsh during our visit to San Diego in early ~arch, and are in 


no way affected by the subsequent california Supreme Court decision. 


In conclusion, we want to affirm both the very commendable progress being 


realized in all critical areas of the San Diego program addressed in our earlier 


report, and the need for consistent and sustained focused supervision and 


managerial accountability if this momentu~ is to be sustained. Because of 


increased demands on the school staffs to achieve this progress , we urge imple


mentation of a financial reward system discussed in Order 017 in the Court's 


September 80 Memorandum of Intended Decision . 







'. The. South Boston Story: 
~ Implications for 


Secondary Schools 
by Geraldine Kozberg and Jerome Winegar 


Five years ago the authors were charged with salvaging South 
Boston High School, then an educationally bankrupt institution. From 
their experience they have distilled 10 principles that form the heart of a 


'new sociology of education and some lessons on how to untrack city schools. 


On 17 March 1776 troops led by 
, Gen. George Washington drove 
the British from Dorchester Heights, the 
present site of South Boston High School. 
Two hundred years later, metal detectors 
cluttered the school's lobby, 90 state 
police in full uniform roamed its hallways, 
SO Boston police officers stood guard out
side, and the flashing blue lights of a 
motorcycle escort heralded the arrival of 
the yellow buses. The CBS helicopter . 
hovered overhead, mobile television crews 
and newspaper reporters jostled one an-
9ther for position. jeering crowds sang 
"Bye Bye Blackbird." 


The climax came on 9 December 1975 , 
In a move unprecedented iq U,S. public 
education, Judge W, Anhur Garrity, Jr. , 
placed South Boston High School in fed
eral receivership; it was an educationally 
bankrupt institution. We came to Boston 
soon afterward. in April 1976 - a new ad
ministration whose only reason for being 
was to serve a population that had never 
been served adequately by the public 
schools: city youngsters born into pover
ty, 


City schools have long been holding 
patterns for large numbers of low-income. 
high-risk, marginal students, who are iJ
literate and iU-prepared for the world of 
work, These youngsters exhibit behaviors 


. that range from quiet. angry withdrawal 
to overt physical disruption. Many have 
had trouble with the law. Their school 
records are replete with absenteeism, early 
withdrawals. inappropriate behavior. 
poor academic performance. Many are 
bright. They have simply never attended 
to the formal work of schooling. School 
serves as a temporary respite from home 
and street , without meaning or promise. 


The description fits South Boston High 
School. The school is eligible for more 
Title 1 funds than any other school in the 
city. Some 70CIJo of its students live in pub-


GERALDINE KOZBERG is director of 
program and staff development at South 
Boston (Mass. ) High School, where JEROME 
WI EGAR (Harvard University Chapter) is 
head master, This article is an edited versIon of 
a speech chlivered by Ihe authors at Harvard 
Umversity on 10 December 1980. 


lic housing. The attendance area records 
the highest concentration of juvenile 
crime in all of Boston. Students arrive 
at the school with minimal academic 
achievement; 91 ClJo of the incoming ninth
grade class in 1979 tested below grade 
level on standardized measures of reading 
and math skills. Of these, S2ClJo tested 
below sixth-grade level and JSClJo below 
third-grade level. 


It didn't take us long to recognize that 
the problems we faced at South Boston 
High School had yet to be resolved in the 
literature of urban education. We could 
not accept cultural deprivation as an ex
planation for the situation we encoun
tered. If our students were disadvantaged, 
it was because they had not enjoyed the 
advantage of an education. They were un
learned. 


We reviewed the works of school critics 
of the Sixties: Silberman, Kozol, Good
man, Friedenberg. We considered the 
growing mood of economic retrenchment, 
the call for competency testing, the bur
geoning back-te-basics movement. We re
read Rogers and Kohlberg and Bruner and 
Bloom - and we recognized that they 
were writing about other times and other 
people. They surely weren't writing about 
youngsters from D Street and Columbia 
Point. Of what use to us were refined 
techniques of inquiry, hierarchical stages 
of moral development, the structure of 
the social sciences, mastery learning in 
science and math? Half of our students 
didn' t come to school. The SOCIJ. who did 
attend could scarcely read. 


Five years later we stiU have not found 
scholars and researchers who have come 
to grips with what urban high schools are 
all about. Who is writing about the 
rhythm of the city school day? Our stu
dents arrive filled with angry energy from 
the 18 hours they have just spent beyond 
school walls. Early morning hours are 
tense; positive engagement with others is 
almost impossible. But from about 10 
a.m. on, school is mellow, relaxed, a good 
place to be. 


The literature is filled with SO years of 
research on tracking and ability grouping. 
Who is writing about untracking? How 


does one untrack a city school? 
The literature tells us what is wrong 


with urban education, an endless confes
sion of collective guilt. But no one is 
translating theory into practice. The real 
issues of urban education have not been 
faced. In the urban center we cannot sepa
rate education from issues of race, crime, 
poverty, housing, health care - the 
human problems of city life.' 


Because the research at hand had no 
meaning for us and the problems we faced 
were so urgent. we recognized the need to 
rely on our own insights - to generate 
and articulate our own theory and prac
tice of teaching. The result is a new 
sociology of education - a new view of 
the nature of schooling in relation to the 
society it serves. This new sociology de
mands a new philosophy. The new philos
ophy we have articulated at South Boston 
High School is grounded in principles that 
are not new, however. There are 10: 


1. We believe in small schools. As a 
socierY the U.S. values sIZe and speed, 
mechanization and mass production. Big
'ger is better. Somewhere along the way we 
have lost the individual. Youngsters today 
express this loss in quiet alienation, sullen 
anger, a mood of powerlessness. The cor
ollary is irresponsibility; the anonymous 
person is not compelled to responsible be
havior. It is easy to pass the buck, hide in 
the crowd, blame the system. Rollo May 
.warns that apathy is followed by violence. 
"for no human being can stand the per
Petually numbing experience of his own 
powerlessness. "2 • 


Small schools reduce anQnmtlIY. Such 
schools function as communities in which 
the primary agents of socialiZatioo are the 
adults: teachers, guidance counselors, ad
ministrators, custodians, secretaries, and 
'aides. The socialization process must do 
more than justify the social order and 
prepare youngsters (or prescribed roles in 
the work force. Socialization must help 
youngsters understand themselves, their 
society, and the options that SOCIety af
fords them. 


Small schools also invite involvement . 
Students in such schools have more op
portunities to participate in the class-
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"When a child does not profit from - or even respond to - an 
institution, we must challenge the institution, not the child." 


room, in school government, in extracur- working in individualized programs, lis- make it. 
ricular activities. Students can't get lost in tening to lectures, or watching films have 5. We believe that schools must 
small schools. They can't fall through the neither the opportunity nor the need to change the way they deal with young~e.!.~. 
cracks. know one another. Instead, we must cre- Disciplinary procedures and suspension 


How small is small? James Conant de- ate learning environments that reduce ra- policies are crucial concerns in urban 
fined a small school as one with fewer cial and social isolation by bringing stu: schools. If learning is to proceed, we must 
than 100 students in the graduating class.) dents together in natural, task-orleliied respond immediately to disruptive be
We define small in relation to the prin- situations. In desegregated schools, tlUs havior, with consequences dictated by the 
cipal's ability to really know the studen.!.s makes learning about differences real and SItiiition. But we also need to understand 
- their first names, last names, siblings, sometimes painful. Teachers and students and treat the causes of this behavior. A 
home life, after-school activities, special alike are forced to reexamine their atti- new sociology of education recognizes the 
interests. There is no substitute for such tudes and behaviors. But such learning is need for expanded student services to deal 
knowledge. With a well-developed mem- eventually liberating. It sharpens instincts with the special problems of young~!.ers 
ory, the average principal can know be- for justice and equality and nurtures living in low-income urban communities. 
tween 500 and 600 stud.ents~ The principal mutual respect. Through it, students be- Expanded services will require a new 
should know at least 50070 of the student gin to understand the responsibilities of role for some teachers. Every school has 


, body. Therefore ~e define small schools citizenship in a democratic society. students who don't fit. They include both 
, as those with enrollments not larger than ,v 4. We believe that schoolS will grow gifted youngsters and slow learners, those 


{ 1,100 to 1,200 students. As school popu: from strength to strength. The words are who act out and those who withdraw. Stu-
lations nse above r ,200, the primary from the ancient Hebrews - Koach I' dents who need help regularly find their 
agents of socialization become increasing- Koach - strength to strength. They serve way to some teacher's door. For want of a 
Iy the students themselves. For the C' rrent us well. ;por some 30 years city schoOlS7 better name, let us call these teachers 
population of urban youngsters, we be- nave operated defensively, from weak- "class advisors," and let us help them to 
lieve in small schools. ness. Urban educators elaborated a deficit serve more effectively as student advo-


2. We believe in community involve- theory of education to explain what was cates. In return, they will find ways to 
ment. We defme community in its broad- wrong with inner-city students. Their be- make the school serve students in fair, 


est'Sense, as extending beyond the im- havior was "deviant," their language humane, and legal ways. They will help 
mediate neighborhood to include social "deficient," their culture "deprived." students themselves to understand the 
service agencies, cultural and medical in- For some 30 years urban schools have concept of choice, the responsibilities in
stitutions, local colleges and universities, been trying to fit youngsters into a social volved, and the choices that are available. 
local businesses and industries. All of environment that does not fit. We have They will anticipate negative behavior and 
these institutions are responsible for the not had the courage to face the truth. mediate troublesome situations. 
education and socialization of the young. When a child does not profit from - or We must also provide new and differ
Only when a true dialogue, a real alliance, even respond to - an institution, we must ent academic services in the areasor 
exists between urban schools and their challenge the institution, not the child. A reading, writing, and mathematics. To do 
larger communities will alienation be re- new sociology of education will no longer so, we need teachers who understand th~ 
duceg and public confidence in the Ldef:nd a system that blames its victims. social context of learning and the de'y',<l~p;;. 
school~. City schools can grow from strengt!!:j mental needs of adolescents:. We need 


Parents, however, remain the school's We look for strength in three places. Tlie learning environments in which the thera
primary community. Parental involve- first is among the teachers. Every staff has peutic process is an integral component of 
ment tends to decline at the secondary a minority of teachers who wish to be the learning task. We need teachers who 
school level as young adolescents begin free, who don't understand the teacher's respect their students' ability to think and 
the struggle to separate themselves from manual, who sit quietly in the lounge, but create, not teachers who depend on rot~ 
adult control. We need to rethink the who talk to children - and help them. learning and drill. 
parent/school relationship and to fine! The second place to look is !!!!2!!g the stu- Urban schools must engage social ser
~s of bringing parents and their chil- dents. Here the signs are well-developed vice agencies to deal with the tragic 
~gether. We must also give parent~ _oral lan8!l~ood listening skills, the deprivations of low-income families in ur
the information and skil~hey need in !Qg!c and reasoning of survival, reaa>:: re~ ban centers.! Abused and neglected chil
order to become knowIeageable consum- .joonse to quiet humor and to structure, dren must be healed by the best 9octors, 
ers of public education. The responsibility the need to love and be loved. These nurses, social workers, psychiatrists, and 
to reach out - both to parents and to the not formal academic skillS - are the psychologists we can find. 
broader school community - is ours. strengths. The third place to look is Clearly, if we are to change the way we 


. 3. We believe in pluralism and diver- among parents. Parents send to school the deal with youngsters in our schools, we 
~. The U.S. is multiethnic, multicul- best children they have. They do not send need more than assistant principals in 
!ural, mU.ltiraciai. Urban youngsters live them to fight, nor do they approve of dis- charge of discipline. A multitude of help: 
In the. ~Idst of this diversity, but they respectful language and behavior. They ing individuals and social agencies are 
~a~e hmlted experience with differences. =,-on~uwe to believe i~ the. public schools. nec~ary to deal effec!ively with the harsh 
;tz.:erls• th~ Gestalt psycholOgist, says There isn't a new umrugrant to U.S. realities that urban children face. 


t at ~~m3~t IS the appreciation of differ- shores, a newcomer to U.S. cities, or an 6. We believe that all youngsters caft 
~:';fes. It IS. not enough to study about old-timer in the housing projects of the in- .J!EJ:!!.. All youngsters. Regardless of race, 


I ere;ces .. ~ha~ed experiences are at the ner city who does not harbor a private but class, or educational background, all 
cor; 0 d POSIII~ e \ntergr~up relationships. untarnished dream that somehow the pub- youngsters can learn. But all youngsters 


tu ems ISO 3tcd In Study carrels, lie schools will help his or her child to do not have equal access to high-Quality 
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"The work experience may be the factor we most often 
overlook in our attempts to reach city youngsters." 


edt; ation. The central cities are filled· 
W:' - youngsters who drift through school; 
tt are generally able and strong but un
e(l.cated. We need to intervene in their 
Ii ' 7' or run the risk of perpetuating a per
~mt underclass. 


·:ow do we go about this? We need 
to deal with tracking, i.e., long-term 
y grouping - the most debilitating 


. of racism in U.S. public education. 
~search of the past 50 years demon


::' (!Ie social injustice of programming_ 
'. . :!;ters to fit into prescribed levels of 
-; . Yet the practice continues, gener-


- - -:;,'ended on two grounds: It gives ex-
. :0 the less-achieving child, and it 


... ~ ;'air to the gifted youngster. In 
.. _: .-ge James Wright ended tracking 


~shington. D.C., school system. 
. ;! this decision, he noted that: 


• en ; ,. 'oncept the track system is un
..... _lie and discriminating. Its 
.. ~drnits that it is designed to 
" ,erne children for white·collar 
" '. . ,~'. r children for blue-collar jobs. 
;~.:..:, .. :c;mg the tests used to determine 
. . • h .:~ildren should receive the blue


... "2r :;ecial and which the white, the 
:r of children completing their edu· 


:, ... ' .'·earing the wrong collar is far 
t,. .. .., for this democracy to toler· 
3!:. 


A ,ote of caution: Untracking, by it
self, is not enough - not for this genera
tion. Untracking at the secondary level 
cannot compensate for earlier years of 
educational neglect and limited learning. 
Without radical changes in teach~~ps.c
tat ions, instructional strategies, and sup
port services. untracking by itself can 
serve only to program students for con
tinuing failure of a different kind. 


1. We beliew! that the basic skills of 
literacy are primar\' ,.md can be {(iii~ht. No 
responsible .:du':lI~lneny tne need 
for proficiency in the h:lSi, ~kil1s . A post. 
indusuial so.:ict\' demands more than 
functional lit(,~:l~\, . In ,it\' ~chools with 
depressed :lchic'· e·m:.'~t k\'~ls. basic skills 
dcvdopment is tht' edu,at ional agenda _ 
evCll .at the: ,O\t ol~a-f;:an (urricuhin;-:-We 
ba~ no choice: . :-;,) cdu,a!ion of sub. 
sta.nce c:ln rro-:<,d "'!thou! the skills of 
radiI\&. "'minl!, and O1:Jthcmati.:s. 


R~inl! l\ - (olll['rehc!Il\inn and can 
~u t-c rC'''; u.:cd to tn'C'"rnrlc ~ounding 
of -~d~. \\.(' mu't :C'cct \Implis!i, no. 
tiocu Ab.>UI 'tI.:n ."r ... ~t< nf reading as 
pbocUa (','m(' q :l ~e:l:' k.l rtl hencr 10 


.. bola Ih.tn In ;, .I~: ". r"';IJtn~ labs (an 
~JOIUC -,,,I. 'LcC! 1\ 11,1 h,·lter than a 
p.pct one I. ,:ru ':: (::'11 .In.llnls. t:lS1.; 


analysis. or management systems. We 
need to study more comprehensively the 
many variables involved in ' the act of 
reading. We already know, however, that 
all students possess lang~g~, in the sense 
that they are competent users of their 
native tongues. Their vocabularies are 
often limited, an effect of limited ex
~rience. Their critical reasoning skills are 
usually strong - but not formalized in the 
ways of the school. Writing and reading, 
in combination, will reinforce both vo
cabulary and critical thinking skills. TheSe 
are the proper elements of reading instruc
tion. 


But the crucial curricular focus in ur
ban schools is math, not reading. Tlrere is 
no Algebra I in the real world; yet stu
dents whose math background is limited 
to elementary arithmetic have no access to 
upper levels of the high school program or 
to any form of postsecondary education . 
The elitism of mathematics has produ~ 
a system closed to all but the resilient few. 
In city schools, the number closed out of 
that system may run as high as 80070 of the 
secondary school population . 


We have yet to find a high school stu
dent who does not want to learn to read. 
We know, too, that the average student 
can pass Algebra I. The basic skills of 
reading, writing, and mathematics are 
primary and can be learned. 


8. We believe there are many apl!!2' 
priate learning environments, many ways 
to learn and to teach. Within the space of 
a single classroom: bound by the limita
tions of 50-minute time periods, the social 
relationship between student and teacher 
defines the learning environment. The ele
ments of learning and teaching are not 
discrete. The wayan individual teacher 
structures the learning experience reflects 
many things: his or her philosophic 
stance, teaching style, and understanding 
(or misunderstanding) of learning theory 
and human development. And this social 
context - this learning environment - is 
perhaps the most important variable in 
student achievement.7 


We need to find ways of organizing 
students and teachers in different time 
.and sp!I,ce fr~~~. A school-within-a
school is one alternative; its distinguishing 
characteristic is that one group of teachers 
works with one group of students for part 
or most of the school day. Because it is a 
smaller unit. the school-within-a-school 
~0!1LtQ..(Q.st~gtOUp interaction, under
standing, and cooperation. It nurtures a 
caring community of people who live and 
work closely together. 


We must also recognize that far more 


education takes place outside of sch.Q91 
than in it. An array of individuais and in-


S'tltUiIOns function as teachers: family, 
church, museum, library, office, factory, 
the military, radio, television, films, 
magazines, newspapers, to name but a 
few. All are forces that influence and 
shape students' knowledge, attitudes, and 
values. It is important thai we recognize 
thatJearning environments extend beyond 
the classroom into the community. 


9. We believe in work - real work in 
the real war/d. The work experience may 
be the factor we most often overlook in 
our attempts to reach city youngsters. We 
are not talking here about vocational edu
cation. We are talking about real jobs for 
all students, including the college-bound. 


The central tasks of adolescence are iI' 
those of identity formation and transition 11 t 
to the world of work. Real work helps 


youngsters accomplish these tasks. The 
high school is not an employment agency, 
however. Its role is much broader. A 
supervised work experienc~ provides a 
series of learning tasks. It teaches some 
things more effectively than the teacher 
in the classroom can: Why do workers 
punch a time clock? How does one re-
spond to authority? What is the reality of 
a pluralistic society? Why do stock clerks 
have to know how to read and write ef
fectively? How is basic math related to 
automated cash registers? Ho~ does one 
deal effectively with stress, routine, time 
constraints? The school alone cannot 
teach these things. 


There is another reason for schools to 
get into the business of work. Unemploy
ment figures for high school students are 
double the national average. For black 
and urban youths, the figures are even 
higher. These youngsters need help in 
order to relate school to work and to the 
total life experience. They need help to 
differentiate job-training programs from 
entry-level jobs - and those jobs from 
careers. 


To provide such opportunities, the 
school needs help as well. We have neither 
the personnel nor the expertise. There is 
no way we can keep abreast of changing 
technology. no way we can replicate the 
workplace. Thus work programs must be 
developed in collaboration with business 
and industt:. The relationship must be co
operative. ducators are not asking for a 
handout. We are not interested in serving 
the corporate social conscience. We are 
asking to work together to answer some 
basic questions: Where are the jobs? How 
can we prepare students for succ~ 
competition in the job market? How can 


APRIL 1981 567 







"Change begins or ends in the principal's office. He or she is 
the key - or the deterrent - to radical reform of city schools." 


we give the youngsters we teach an eco
nomic headstart? This collaboration calls 
for more than money and material re
sources. It also calls for leadership and 
commitment. 


10. We believe that no change will oc
cur in urban schools without change at th! 
administrative level. A close examination 
of school systems reveals that U.S. edu
cation has invested _extraor<fu:1~~~ 
in one person: the buildil.1!LPrincip.a!. 
Change begins or ends in the principal's 
office. He or she is the key - or the deter
rent - to radical refonn of city schools. If 
change is to occur, it is the principal who 
must encourage and support it by pro
viding the necessary resources, serving as 
a buffer for teachers engaged in the 
change process, reducing fear, and nur
. turing confide~ce and growth. 


H Ow have we translated these 10 
interrelated principles into new 


realities at South Boston High School? 
Let us begin by stating that we have com
pletely restructured the school. In other 
words, our changes have involved the 
total dynamic of South Boston High. We 
did this becauseuillgle innovation - no 
matter how powerful - cannot effect 
lasting change. 


Today we carefully heed such things as 
time on task and the social context of 
learning. We also pay attention to the 
nuances of school life: the rhythm of the 
school day, the places where youngsters 
tend to hide, the number of books leaving 
the library, even graffiti. 8 


Our curriculum is untrack_e.d. In a 
tracked system each student elects a 
specific program starting in ninth grade. 
Most schools offer three tracks - college
bound, business, and vocational. The 
problem, of course. is that once a student 
enters a track it is difficult to change. 
Tracking tends to label students early; it 
limits opponunities for college entrance 
to onJy those youngsters on the college
bound track. Tracking forces students to 
specialize before they have a chance to ac
quire general skills or to explore their in
terests and aptitudes. 


At South Boston High School w~-
.Q!lasi~~. socialization to schoo!. The spare. 
carefully honed, highly structured cur


. riculum stresses student responsibility for 
achievement. We expect students to.!!.
tend regularly, to arrive punctually, and 
to be prepMed for work. 


The curriculum is conservative, em
-. . phasizing basic skills. critical thinking, 
~the experience of learning. All nintIi


graders in th~ mainstream take the same 
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courses. These include an individualized 
readinll/ writing workshop designed to im
prove skills (all assignments must be cor
rected or revised before credit is given), 
and an individualized mathematics pro
gram with content covering the gamut 
from basic arithmetic to algebra. For 
social studies. the students choose among 
three courses: ancient history, urban 
studies. or consumer economics. Science 
consists of an introductory course in 
physical science that emphasizes basic 
scientific concepts and laboratory pro
cedures. The focus of foreign language 
study is cross-cultural understanding as 
well as language acquisition. Spanish and 
French are offered. 


AU ninth-graders receive instruction in 
health during three periods each week, 
alternating with physical educallon on die 
other tWO days. The health program em
phasizes personal health, along with 
understanding of and caring for others. 
The ninth-grade schedule also includes an 
.el.miQL<!IQIY."p'eri04 eal:h day. During this 
time youngsters can choose to sample 


----


from among 13 subject areas, each area a 
focus for nine weeks of study. The ex
ploratory areas include woodworking, 
home economics, music, sheet metal 
working, typing, and theater. 


South Boston High School also offers 
educational alternatives. One is a school
within-a-school that emphasizes experien
tial learning and individualized instruc
tion. Students enrolled in this program 
spend five periods each day in three ad
joining rooms; four teachers supervise 
their learning. The youngsters are main
streamed for two periods each day. The 
school-within-a-school serves both col
lege-bound and non.:college-bound stu
dents in grades 9 through 12. 


A second alternative is Counterpoint. 
This program integrates home economics 
(i .e., cooking and sewing) with the study 
of mathematics; it offers individualized 


- instructlon to a small group during three 
periods daily. Like the school-within-a
school, Counterpoint serves all types of 
students, but enrollment is restricted to 
ninth- and 10th-graders. 


"Billy's behavior has greatly improved. We don't make him wear a muule 
.anymore!" 
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the Child ~ : ·.: .. L': Clinic (for psychiatric 
and psycl.ological s~rvic~..!. the ~ 
psychology Department (for assessment 
of learning disabilities and recommenda
tion of teaching strategies); the Adoles
cent Health Center (for primary medical 
and dental care), and t he Family Support 
Program (offering services for (lregnant 
students, their families, and their infant 
children). 
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The ninth-grade program at South 
Boston High School can be characterized 
as highly structured with limited choices. 
It emphasizes skills of literacy and social 
adjustment to school. It also focuses an 
educational reassessment and related aca
demic development, along with identifica
tion of gifted and talented students. 


Tenth grade is a transitional year that 
prepares students for grades II and 12, 
when the program has less structure and 
offe~s more choices. At this level there is 
continued emQhasis on reading, writing 
and mati!ematics accompanied ~y th; sam ' , 
nov..e WIde range of support services. But 


~oungsters make choices as they 
move 1n~0 the real world. Some choose 
community service activities such as work 
lU the Child 'u " In ren s ... useum, the Stnde Rite 
!I.t~ Care Center, or the University of 
:.L \3Chu~~m Child Care Center. Others 
.... e part In pr . I Cit . actlca work programs at 
~k Ho\Pltal and the Federal Reserve 
1nIn' \l, ~I.:h kad directly into similar pro
oc~ ~I I",al .:ommunity colleges. Still 
'eel d choO\e \\ork-study programs that 


-CtrA~C C fl;trt -lime employment with 
r U<)\11l1l hu,tnesses d ' d . 
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dent directed, but it fosters an ongoing_ 
dialogue with students. Decision making 
is not by consensus, but expressions of 
opinion are solicited and given a careful 
hearing. 


I f we have learned anything through 
our work at South Boston High, it is 


that there are no simple, ready-made solu
tions to the problems of education re
form. The change process must be an in
digenous effort - coming from adminis
trators, teachers, students, and parents . 
Changes must be defined by and adapted 
to local needs. They must be hammered 
'Out in each school, because that is where 
the investment in success begins. There 
are no easy ways, no systematic ap
proaches, no prescribed models. 


The emerging strength of South 
Boston High School may have implica
tions for restructuring other city high 
schobls, however. We would argue that 
our school is a model of change that stems 
from a carefully stated philosophy of edu
cation and established processes of inter
vention. We realize, however, that power
ful forces are at work to divert attention 
away from the real issues and to make 
change difficult, if not impossible. These 
forces include: 


• resistance to the change process 
itself, 


• the closed culture of schools and 
school systems, 


• scare tactics used by local politicians 
and entrench~<!£ducato~, 


• the intrusion and impact of the mass 
media, 


• the politics of big cities and federal' 
funding, and 


• the insidious nature of racism and 
elitism. 
All of these serve to cloud the central 
issues of reform and to detract from the 
primary functions of school and school
ing. 


If we are serious about this business of 
public education, we know what to do. 
We know how children learn. We know 
how to teach. We know that the real issue 
is the reconstruction of an education sys
tem so that it addresses the needs of a 
pluralistic society. Schools can indeed 
meet the needs of diverse urban communi
ties that are now divided by mistrust and 
misunderstanding. Fear and anger will be 
reduced and integration encouraged when 
students and teachers are engaged in 
meaningful learning. Public education 
can provide leadership for constructive 
social change; public schools need not re
flect the prevailing values of the larger 
society. 


Dare the school build a new social 
order? George Counts asked that question 
in 1932.9 The answer in 1981, as it was 
then, is: probably not. Herbert Kohl says 
it is politically dangerous to leach poor 
youngsters to read. lo The U.S. social 


system is built on an underclass, and the 
public schools support that system very 
well. In Boston, for example, 50070 of 
all high school students attend private 
schools. Where are the others? Some 
4,700 are in examination schools, 8,300 in 
magnet schools, and 21,000 in their dis
trict public schools. A perfect pyramid. 


We have come to understand why our 
work at South Boston High School is so 
important, why it has become such a 
threat, why the school is so fragile and 
vulnerable. We are playing with social 
dynamite, and it is in the best interests of 
many groups that the school not survive. I I 
The significance of our work has not gone 
unnoticed. We expect students to learn, 
and they do. We expect them to go on 
learning, and they do. Of last year's class, 
40070 went on to postsecondary education. 


There is much yet to be done, and the 
future is uncertain. We are witnesses to 
what Fred Hechinger has called "the 
demise of education,"12 but our vision is 
clear and constant. We believe in the 
promise of public education. We know 
that city schools are viable and need not 
die. City youngsters can learn and get 
along with each other. It can happen. It is 
happening every day at South Boston 
High School. 


The critical minority of like-minded 
educators will persist. That remnant will 
survive. and we will grow - Koach /' 
Koach - from strength to strength. 


I. Robert Salisbury. "Schools and Politics in the Big 
Cities," Harvard Educational Rev~w, Summer 1967. 
2. RoUo May, Lo~ and Will (New York: W. W. 
Nonon. 1969), p. 14_ 
3. James B. Conant. The A~ High School To
day (N ..... York: McGraw Hill. 1959), p. 17. 
4. In Gcorge Brown. Mark Phillips. and Stewart 
Shapiro, Oelling It All Togelher; Conj/uenl Educa
tion (Bloomington, Ind. : Phi Delta Kappa Educa
tional Foundation. 1976). 
5. See Uric Bronfenbrenntt, "Beyond the Deficit 
Model in Child and Family Policy," Teachers Collerr 
Record, Fall 1979. pp. 95-104. . 
6. Hobson v. Ha~n. 269 F. Supp_ 401 (D.C.D.C. 
1%7). in Annie Stein. "Stratqics for Failure." Har
vard EducaliaNZI Revirw. May 1971. pp. 167. 168. 
7. See R. P. McOcrmolt. "School Relations as Con
texts for Learning in Schools," Harvard £duCQlionaJ 
Rr.~w. May 1977, pp. 198-213. 
8. Five years ago graffili at South Boston Hilh 
School dealt with racial slurs and epithets. This was 
followed by a period of obscenity and scatology. We 
have now entered the Ale of Aquarius. the Sundance 
Kid. and umber One. On a second·floor wall you 
will even fUJd a fuUy developed algebrat<: equation. 
9. Gco"e S. Counts. Dan 1M School BUIld a Nrw 
SOCIilI Ord",? (N~ York: Day. 1932). Stt also Her
bert Kohl. "Can the Schools Build a ew SocIal 
Order?" Jounuzl of Educalion. Summer 1980. pp. 
57·66. 
10. In Cynthia Brown. Literacy in 30 Hours (Chia . 
10: Alternative Schools etwork. 1978). p. 58. 
11_ James B. Conant used the term "social 
dynamite" '0 dcscnbe the tension bwlding tn inner 
citie_ We usc the term to describe tM thre:u South 
Boston H iab School rcpr<SCf\ts. espeoaJly to anti
busing aroups and the conservative educallon estab
lishment_ 
12. Fred M. Hcchlngcr. "Murder In Academe: The 
DemISe of Education." Saturday R~vww. 20 March 
1976. pp. 11·18. 0 
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SAN DIEGO CITY SCHOOLS 


Date: January 4, 1979 


ADMINISTRATIVE CIRCULAR NO. 118 
Superintendent's Office No. 26 


To: All Management and Supervisory Employees 


Subject: COURT ORDER CONCERNING CONTACTS 
WITH INTEGRATION TASK FORCE 


Department and/or 
Perso~s Concerned: All Employees 


Due Date: 


R.ference: Carlin v. Board of Education 


Action Requested: Comply With Court Order and Inform All Staff Members 


Brief Explanation: 


Attached is a copy of an Order signed by Judge Welsh on December 28, 1978. 


This Order sets forth rules for ~ontact with the Court's Integration Task 
Force by both the plaintiffs and th~ District. Many of these rules were 
previously announced orally by Judge Welsh; however, some of the procedures 
implementing the rules are new. 


Strict adherance to the Order on the part of everyone associated with the 
District will be required but should pose no difficulty. In essence, this 
Order confirms the policy that all contact with the Integration Task Force 
on behalf of the District will be made by the Assistant Superintendent, 
Community Relations Division, or the Schools Attorney. 


If you have any questions, call Legal Services at 293-8450 or Community Relations 
at 293-8300. 


Approved: 


\fi~~ ~,lz ../---
Thomas L. Goodman 
Superintendent 


Attachment 


Distribution: List M 


RALPH D. STERN 
Schools Attorney 
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I DE.C 28 1978 
IX ~ HAanlHG. Deputy 


SUPERIOR COURT OF CALIFORNIA, COUNTY OF SAN DIEGO 


KARl CARLIN, et al., 


Plaintiffs, 


v. 


BOARD OF EDUCATION OF THE 
SAN DIEGO UNIFIED SCHOOL 
DISTRICT, 


Defendant. 


) 
) 
) 
) 
) 
) 
) 
) 
) 
) 
) 


--------------.---------------) 


IT IS ORDERED: 


NO~ 303800 


ORDER RE PROCEDURE FOR CONTACTS 
BETWEEN THE PARTIES AND THE 


INTEGRATION TASK FORCE 


1. Plaintiffs and defendant in the above-entitled action, 


20 their employees, counsel and those closely and continuously associat 


21 with plaintiffs and defendant shall not appear before the Integratio 


22 Task Force (ITF) to argue the merits or demerits of mandatory 


23 assignments ("busing"), and no such person or entity shall discuss 
, 


24 the work of the ITF with individual members of the Task Force except 


25 as hereinafter provided durin'g meetings of the ITF or subcommittees 


26 t/wrcof. 







-' .,. 


2. Except when the Task Force goes into executive session, 


2 each party may have a maximum of four observers (excluding counsel) 


3 at ITF meetings. Counsel shall not attend meetings except those 


4 which may be held in court. 


5 3. The rTF, through its chairman or vice-chairman, may 


6 request either party for information. Insofar as possible, such 


7 requests shall be in writing and, in any event, the opposing party 


8 shall be notified of the request that has been ma de. Requests of 


9 defendant shall be made through Mr. Edward S. Fletcher. Requests of 


10 plaintiffs shall be made through Mrs. Melba Margolis, in care of 


11 Veronica A. Roeser, Esq., 455 Spreckels Building, San Diego, Cali-


12 fornia 92101. Copies of information furnished . bY a party pursuant 


13 to such a request shall be forwarded to the opposing party. Such 


14 c0pies shall be forwarded to the respective counsel of each party. 


15 4. Either party may voluntarily submit written moterial 


16 tCI the Task Force. Such communication shall be directed to the 


17 chairman and an original and one copy shall be ~orwarded to him. A 


18 copy of such information shall be served upon the opposing party. 


19 The chairman and vice-chairman of the Task Force or their designees 


20 will determine what portions of such material, if any, shall be dis-


21 tributed to each member of the Task Force. All such material shall 


22 be kept on file at the office of the Task Force, and it shall be 


23 available for review by any member thereof. 


24 DATED: DEC 281978 


25 


26 lOU is M. WELSH 
JUDGE OF THE SUPERIOR COURT 


Lt-U'1/ 9 
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/ 
RALP1 . STERN, Schools Attorney 


BEN ~A' Assistant 
GLORIA M. BEUTLER, Deputy 


SAN DIEGO CITY SCHOOLS 


EDUCATION CENTER 


4100 Normal Street , San Diego , California 92103 
Te lephone (714) 298-4681 


December 20, 1978 


Chief William B. Kolender 
Chairman, Integration Task Force 
c/o San Diego Police Department 
801 W. Market Street 
San Diego, California 92101 


Re: Carlin v. Board of Education 


Dear Chief Kolender: 


[ '('(Y;.-02.~.OO/·O/"'f. roc;] 


In his letter of December 18, 1978 Judge Welsh states: 


"Mrs. Roeser may send the original and 
one copy of the material dated December 4, 
1978 to the chairman of the Task Force." 


The School District has briefly reviewed this material and 
believes that it contains certain inaccuracies. We have, 
however, not prepared a detailed response. We object to 
the distribution of this material to the Integration Task 
Force because it is argumentative and misleading. 


However, should you decide to provide copies of Mrs. Roeser's 
material to the members of the Integration Task Force, the 
District believes that fairness, equity, and equal treatment 
require that we have the opportunity to prepare and distribute 
a response. 


Attorney 


RDS:co 


cc: Honorable Louis M. Welsh 
Mrs. Veronica A. Roeser 
Mr. Donald R. Lincoln 







VERONICA A. ROESER 
ATTORNEY AT LAW 


-41515 SPR ECKELS BU I LD I NG 


SAN D I EGO, CALIFORNIA 92 101 


A R EA CODE 7 14 


December 4th, 1978 


Chief William B. Kolender, 
Chairman, Integration Task Force, 
801 West Market Street, 
San Diego, California 92101 


Dear Chief Kolender: 


The following is information which I had planned to include 
in the presentation to the Task Force on September 26, 1978. 
Where appropriate the material has been brought up to date to 
reflect new information or data which has become available since 
September, such as the Pupil Ethnic Census, 1978-79. 


The material includes: 


I. General issues which we believe the Task Force should 
consider. 


II. Documents which we believe the Task Force should have 
for reference. 


III. Background information and the questions suggested by 
the information. 


IV. Some data tabulated to show the wide variations in 
potential for student interracial contact and interaction 
in integration programs which range from none in some 
schools to full t~e in others. 


In order to maintain the independence of the Task Force the 
court is establishing procedures by which the Task Force may receive 
information from the plaintiffs and the defendants. Within these 
procedures we welcome the opportunity to respond to any requests 
which you may make, and we also will continue to volunteer infor
mation when appropriate, following these procedures. We are in the 
process of preparing an analysis of the Pupil Ethnic Census 1978-79. 


Sincerely yours, 


. / - /:( /'J II i L Ik,,(-<~ { ( ,.,'«. ,L t 


VERONICA A. ROESER 


VAR:jmr 


Encl. 







I. GENERAL ISSUES 


A. Priorities 


With the limited number of monitors available we "recommend 


the following priorities in the allocation of monitors. 


1. The 23 segregated schools. 


2. The VEEP receiving schools. 
(1) 


3. The "tipping" schools. 
(2) 


4. The remaining magnet schools. 


B. The Basic Data For Evaluation Of The Plan 


Activities in the classrooms may differ from directives 


issued or reports received by the central administration, 


or information provided by the plaintiffs or by others. 


Therefore, independent, ' on-site observations by the task 


force and its monitors should be the basis for the 


evaluation of the desegregation plan. 


(1) Minority students entering white schools through the VEEP may, 
because of achievement tracking, find themselves in minority 
segregated classrooms. It has come to our attention, for example, 
that at Muirlands Junior High School, VEEP students are heavily 
concentrated in some classes, one social studies class having more 
than 70% minority students. For this reason monitoring of VEEP 
schools should have a high priority. In view of the limited number 
of monitors available, an ethnic census of each classroom in the 
district, taken by the district, would provide essential info~ation 
to the task force. 
(2) The court said "Schools in the San Diego Unified School 
District that contain 80 percent or more minority students are 
definitely segregated. Schools that contain more than 50 percent 
minority students are in danger of becoming segregated". «)'irst) 
Findin s of Fact and Conclusions of Law Jul 27 1978, p.4 •• 


c 00 s ~n anger 0 ecom~ng segregate are ca e tipping schools". 
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The school district indicated in its presentation to the 


task force that i~ intends to rely heavily on opinion 


surveys to determine the success of the integration 


program. While such surveys are valuable in determining 


what people think about programs, they are not reliable 


measures of the effectiveness of programs. 


C. Sharing Benefits And Burdens 


The first recommendation of the Citizens Advisory Commission 


on Racial Integration was, "To be fair a plan or program 


for desegregation/integration must involve the entire 


community. All persons must share any benefits or burdens 


in reaching the goal." (3) . Plaintiffs recommend that the 


task force also use this concept in the evaluation of the 


plan and its programs. 


D. Test Scores 


It is recommended that the annual basic skills achievement 


test scores for schools be available to the task force and 


its monitors. Monitors should be encouraged to review the 


test scores for the schools which they are monitoring and 


also scores for a sampling of other schools. This will 


provide a reference for their observations concerning academic 


programs. It will also provide perspective to the task force 


in making its evaluation. 


II. IMPORTANT DOCUMENTS FOR REFERENCE 


A. Crawford v. Board of Education, 17 Cal. 3d 280 (1976). (The 


(3) REPORT TO BOARD OF EDUCATION FROM CITIZENS ADVISORY COMMISSION 
ON RACIAL INTEGRATION, May 31, 1977, p.l. 
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State Supreme Court decision on the Los Angeles desegregation 


suit. It enunciates the basic law under which the Carlin 


case is being decided.) 


B. The court's major decisions in the Carlin case. 


1. Memorandum Decision and Order, March 9, 1977. (The court's 


first decision: found 23 schools segregated; 


ordered the board to present a desegregation plan, and 


provided some guidance concerning the nature of the 


plan.) 


2. Final Order for 1977-78 School Year, August 8, 1977. 


(Ordered certain desegregation programs to be implemented 


in 1977-78.) 


3. Order and Guidance Memorandum, November 28,1977. 


(Found the first plan too vague and indefinite, gave 


guidance on some programs, and ordered a revised plan 


to be submitted.) 


4. Memorandum of Intended Decision, June 12, 1978. 


(Established the Integration Task Force to monitor the 


plan and stated court's intention to conditionally 


approve the plan.) 


5. Charge to the Integration Task Force, July 21, 1978. 


(Assigned responsibilities to the task force, including 


programs to monitor, what to look for, and when to 


report.) 


6. Order Re Integration Plan, July 27, 1978. (Conditionally 


approved the 1978- 82 integration plan and ordered 


certain reports to be made by the Board of Education. 
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7. (First) Findings of Fact and Conclusions of Law, July 


27, 1978. (F.indings and conclusions are based upon 


evidence submitted at 1976-77 trial~ Includes the 


definition of segregated and tipping schools.) 


8. (Second) Findings of Fact and Conclusions of Law, July 


27, 1978. (Based upon the first year of the desegregation 


plan and other evidence regarding the School District's 


1978-82 Integration Plan. Contains details of the 


conditional approval of the 1978-82 plan.) 


C. San Diego Plan For Racial Integration, 1978-82, March 22, 1978. 


(The revised plan which was conditionally approved by the 


court.) Available from- school district. 


D. Amendment to San Diego Plan for Racial Integration, 1978-82, 


August 8, 1978. (Contains amendments to 1978-82 plan, inclu


ding Clustering and Pairing Component which court ordered 


reinstated.) 


E. Final Report on an Evaluation of the Voluntary Ethnic EnrolLment 


Program. December 1977. By L.E.' Orcutt and Associates, Inc. 


(An evaluation of VEEP commissioned by the school board.) 


Available from school district. 


F. Pupil Ethnic Census, 1977-78 and 1978-79. (These documents 


show the racial/ethnic enrollment for each school and the 


totals for the district. The census is generally taken in 


October and released by the School District in October or 


November.) Available from school district. 
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G. Racial/Ethnic Balance Transfer Statistics, School Year 1978-79. 


(Gives information regarding VEEP, including the number of 


students participating in VEEP, the number of dropouts, and 


the reasons for dropping out.) Available from school district. 


H. Sending - Receiving Analysis Report Active VEEP Students 


(For 1978-79 School Year). (Computer printout for each VEEP 


sending and receiving school: gives the -number of students 


in each racial/ethnic group and the school the students come 


from or go to.) Available from school district. 


I. Resident and Nonresident Program Participants (For 1978- 79 


School Year). (Lists resident and nonresident students in 


each magnet program and gives the racial/ethnic group to which 


student belongs and school from which nonresident students 


come.) Available from school district. 


J. Basic Skills Testing Results for 1978-79 and for past 


several years. (Basic skills are tested annually in 


grades 2, 3, 6, 8, 10 and 12). Available from school 


district. 


K. Guidelines, Plans to Alleviate Racial and Ethnic Segregation 


of Minority Students (California Administrative Code, Title 


5, Sections 90-101.), (Contains regulations and guidelines 


adopted by the State Board of Education for desegreg?ting 


schools. Also contains a list of resource organizations and 


agencies which assist in desegregation and a list of 


reference materials.) Available from the State Department 


of Education. 
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III. QUESTIONS 


A. Clustering and Pairing 


One of the conditions which the court placed on the 1978-82 


integration plan was that the voluntary pairing and clustering 


proposal set forth in the board's original plan submitted on 


June 13, 1977 (pages 131-138) be reinstated. The following 


questions are suggested concerning clustering and pairing. 


1. How is the court's order to reinstate the voluntary 


clustering and pairing component of the integration plan 


being implemented? 


2. Which schools, if any, have clustered or paired? 


3. If there has been clustering and pairing, what has been 


the nature of the program? 


a. Are they full-time or part-time programs? 


b. Do they involve the total school, individual classes, 


or partial classes? 


c. Do they involve academic programs? 


d. Are field trips involved? 


e. Are visits exchanged between sites? If so, how 


often and for how long? 


B. Learning Centers 


Though not the only objective, (4) improved academic 


The State Supreme .Court noted in the Crawford case that "The harms 
traditionally inflicted on minority children by school segregation do 
not, of course, relate solely to objective measures of academic achiev
mente Although from the existing evidence it appears that, by and 
large, the maintenance of segregated education probably does disprop
ortionately impede the achievement of minority students vis a vis 
majority students, the detrbnents traditionally identined with 
segregated education rest in significant part outside the academic 
sphere. 1I (17C.3d 280 at 296) 
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achievement for previously segregated minority s~udents 


is one of the goals of integration. One component of the 


San Diego plan which addresses this need is the basic 


skills instruction in reading and mathematics provided in 


the Learning Centers. Students participate in this program "" 


one day a week and come from segregated schools and predomin


- antly majority schools. Educational programs, achievement 


levels, and cultural backgrounds differ widely among these 


schools. If some of these programs are successful in 


"teaching basic skills to such a diverse student body, they 


can provide valuable information and guidance for other 


integration programs, .including further demonstration 


of the educational value of mixing achievement levels, rather 


than tracking . The following questions are suggested 


concerning Learning Centers. 


1. What techniques are being used in Learning Centers to 


teach basic skills to students of widely varying 


backgrounds and achievement levels? 


2. Are some, or all, of these techniques effective in 


improving the basic skills of low achieving students? 


3. If some of the techniques are effective, are the more 


effective techniques applicable to other integration 


programs which also involve classes of diverse students? 


4. Could some of these techniques be used to make it 


possible to integrate classes in schools where students 


who now transfer in may be placed in segregated classes? 
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5. Does the experience one day a week in the Learning 


Center produc~ observable improvement in performance in 


basic skills the other four days in the home school? 


6. Are the two teaching programs in basic skills, the one 


in the Learning Center and the one in the home school, 


coordinated? If so, in what way? 


7. How does the learning of basic skills in Learning Centers, 


with the diverse group of students involved, compare 


with the learning of basic skills in such full-time 


integrated programs as those in Encanto, Fremont, and 


Silver Gate? 


8. If there are differences, what are they, what are the 


reasons for the differences, and what changes might be 


made to obtain the benefit of the best experience1 


C. Tipping Schools 


One task assigned to monitors by the court is to visit all 


tipping schools and to observe and report on the progress 
(5) 


of the integration plan. Tipping schools are those 


which have over 50% minority students but are not yet 
(6) 


segregated. At the time of the court's first order of 


(5) Memorandum of Intended Decision, Jtnle 12, 1978, p. 7. "This tast~ 
£orce will a~point monitors {balanced individuals in each community) 
who will vis~t all minority ~solated, tipping magnet and "receiving" 
schools to observe and report the progress of the integration pian." 
Charge to the II}tegrat!-on T~sk Force, July 21, 1978, p.l. "The goal of 
the Eask force ~s out11ned 1n the Memorandum of Intended Decision signed 
and filed on June 12, 1978." 
(6) See Footnote 1. 
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March 9, 1977, in which the court noted that schools over 
(7) 


50% minority are in danger of becoming segregated, 
(8) 


there were thirteen schools in this category. Since then 


five more schools have entered this category and one in the 
(9) 


tipping category has become segregated. 


If enrollment trends of the last five years continue, Boone, 


Paradise Hills, and Lee will become segregated between 1981 "" 


and 1982. The school district reports that their demographic 


projections indicate that no tipping school will become over 
(10) 


80% minority during the period covered by the plan •. 


The following questions are sqggested concerning "tipp1ng 


schools. 


1. What is the basis of the district's projections that 


no tipping school will become more than 80% minority 


by 1982? 


2. What is the effect of the integration pla~ on enrollment 


at Oak Park and Encanto, (two of the tipping schools 


with integration plans)? 


3. Are there other effects of the integration plan on 


these two schools? 


(7) MEMORANDUM DECISI: ON AND ORDER March 9 , -1977. p. 6 "The -court 
also finds that all d~str~ct schoots w~th an enrollment of 50% or 
more minority "students are in danger of becoming minority isolated 
and that future planning must take into consideration every means 
available to stabilize these schools." 
(8) Schools over 50% minority, but not designated segre~ated ~n March 
1977: Audubon, Boone, Central, Encanto, Keiller, Lee, L~da V~sta, 
Oak Park, Paradise Hills, Perry, Washington, Bell, ~an D~ego. 
(9) In 1977-78 Brooklyn, Carson, and Dewey became over 50% minority. 
In 1978-79 Euclid and Penn became over 50% minority. In 1977-78, San 
Diego High School, which had been 78.4% minority moved into the 
segregated category when it became 82.5% minority. This year San Diego 
High School is 80.5% minority. 
(10) San Diego Plan for Racial Integration, 1978-82, March 22, 1978, p.4 
"The district's demographic projections indicate that no school which 
presently has a minority student enrollment of between 50% and 80% 
will have a minority student enrollment of 80% or more in 1982." 
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4. What is the effect of the integration plan on enrollments 


(VEEP, magnet . schools, etc.) in tipping schools with 


no program of their own? 


5. Are there other effects of the integration plan in 


these schools? 


D. Rules of Inclusion and Exclusion for the Integration Programs. 


Some of the eligibility rules of the San Diego School 


District's voluntary integration plan are designed to 
(11) 


increase integration and some are not. 


For those rules designed to enhance integration, the primary 


drawback is that they l~it participation. Some students 


with interests, abilities or talents appropriate to a 


particular integration program are denied the opportunity 


to participate because of their race or school of residence. 


(E.g. At Encanto Elementary School all non-resident minority 


students and majority students from minority or integrated 


schools are excluded.) 


For those programs with looser eligibility requirements, no 


student . may be barred from participating, but the program 


may do little to promote increased integration of the school 


district. (E.g. At Longfellow Elementary School minority 


students from the entire district are invited to attend, but 


last year 63.4% of those minority students who participated 
(Continued on page 15) 


Footnote 11 follows on pages 11 to 14. 
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FOOTNOTE (11) ProBT8Dl E11g1 bili ty Rul es 


School Progrnm Eligibility Fhtles 


Benchley Indi vi dualized Open to all K-:-' pupils in 
Instruction. district, with priori ty to 


neighborhood pupils and 
those who will improve 
ethnic balance. 


Encanto Indi vi duali zed Resident pupils and ma.jor! ty 
Instzuction. pupils, K-6, from predomin-
Math/Sci ence antly ma.jority schools. 
MaBnet. Transfers must improve ethnic 
Spanish balance at sending school and 
Rilingual Encanto. 
Program. 


Fremont Individualized Parents throughout district 
Instzuction. are encouraged to consider 


FrE!llont. 


Silver Gate Individualized Resident pupils and minority 
Instruction. pupils from ~ area of 


district. 


Foster :fundamental Same as Silver Gate. 


Rolando Parle J\mdamental Same as Silver Gate. 


Webster FUndamental. Resident pupils and major! ty 
pupils from any area of 
district. 


Ineligi ble Students 


Students possibly inel1gi ble 
bec8Us~ of racial/ethnic origin 
and area of residence. 


Non-resident minor! ty students. 


Majori ty atudents from minority 
schools and integrated schools. 


None. 


Non-resident majority students. 


* 


Same as Silver Gate. 


Same as Silver Gate. 


Non-resident minor! ty students. 


** 


• Minor! ty students from m&jori't7 schools worsen racial balance of sending schools. 


** Majori ty students f'rcID minori't7 schools worsen racial balance of sending schools. 
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Sch'Ool 


Horton 
Longfellow 
Oak Parle 


Lowell 


Spreckels 


Lindbergh 


Muir 


Program 


Spanish 
Intercultural 
Language 
Program. 


Spanish 
Bilingual. 


Spanish 
Bilingual. 


Career 
Awareness. 


Alternative 
School. Open 
Educational 
Philosophy. 


Valencia Parle Uni versi ty 
Laboratory 
School. 


Science, 
Physical Educ
ation, Heal th, 
Learning 
Center. 


Music/Arts 
Leaming 
Center. 


Eligibility Rules 


K-6 grade pupils whose home 
language is English. !reference 
to X, 1 and 4 grade pupils. 
Assignment to Horton, Longfellow 
pr Oak Parle on basis of. ethnic 
balance at site, transportation 
routes, and area of residence. 


Resident pupils and major! ty 
pupils from predominantly 
major! ty schools. First and 
second grades in 78-79. Grades 
1-6 in 79-00. 


Resident pupils and 80 non-
resident Spanish speaking 
pupils. 


Transfer to Lindbergh possible, 
if it maintains or improves 
ethnic/racial balance at 
Lindbergh. Minori ty enrollments 
encouraged. 


K-12 pupils selected :from all 
schools in district. Enrollment 
reflects racial/ethnic balance 
of district. 


IneUg1 ble Students 


None. 


Non-resident minor!. ty students. 


MajOrity students from min~rity 
schools and integrated schools. 


Non-resident minor! ty students, 
(except Spanish speaking). 


Non-resident major! ty students. 


Students possibly ineligible 
because of raclal/ ethnic origin. 


Students possibly ineligible 
because of racial/ethnic origin. 


K-6 grades, resident minor! ty Non-resident minor! ty students. 
pupils, and non-resident 
majori ty studmts from predomin- Students from integrated schools. 


antly majori ty schools. 


4-6 "grades from predominantly Students from integrated schools. 
minori ty and majority schools. 
Students will participate as 
class unit. Classes will reflect 
ethnic balance of district. 


4-6 grades, one-third :from Students from integrated schools. 
minori ty isolated schools, two-
thirds from predominantly 
majori ty schools. 
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School 


Colliel'
Point Lome 


Hale-
O'Farrell 


Lincoln-
Gompers 


MEmorial 


Morse 


Pl'Ygr&ID 


Spanish
English 
Bilingual. 
Center. 


Secondary 
Instructional 
Exchange 
Program. 


Science/Math 
8: Computer 
Teclmology. 
Medical 8: 
Health 
Program. 


Spanish 
Intercul tural 
Language. 


Urban Studies 


Eligi bility Rules 


Resident pupils and non
resident mi~or! ty pupils. 
Must be fiuent in English 
with' years of Spanish, or 
speak Spanish wi th limi ted 
English abil1 ty. 


Equal numbers of minori ty 
pupils from racially isolated 
schools and mejor! ty pupils 
from majority schools. Pupils 
may opt out of program. 


Consideration given to majority 
pUpils from schools 65}( or more 
majori ty; to resident pupils, 
and to minori ty pupils f:rom 
minor! ty isolated and imbal-
anced schools. .-


Longfellow and Oak Parle Inte%'
cul tural Language graduates; 
Ti tle VII bilingual program 
graduates; niajori ty graduates 
of elementary schools with 
65}( or more majori ty pupils; 
miOOr! ty pupils from minority 
isolated schools and racially 
imbalanced schools; and resid
ent students. Ethnic balance 
must be maintained. 


Pupils in grades 9-12 may 
attend full or part-time. 
Priori ty given to :full-time 
pupils. Preference to those 
who improve the ethnic balance 
at Moree and sending school. 


IneliB!ble Studente 


Non-resident majqri ty students. 


Students from integrated schools. 


Minorl. ty students from major! ty 
schools. 


Majori ty students from minor! ty 
schools. 


* 


Minori ty students from major! ty 
schools. 


Majori ty students from minor! ty 
schools. 


Students fran integrated schoo~s. 


** 


If preference 1s given those 
who improvs racial balance. 
sane may be ineligible bec8l1se 
of _racial/ethnic origin and area 
of residence. If no preference is 
given, student may woreen racial 
balance -at Moree or sending 
school. 


* JoH..nor! ty students from minor! ty schools woreen racial balance at Id:ncoln or Compers. 


** Minority students from minority schools worsen racial balance at Kemor.1al. 
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School Progre.m Eligibility Rules Inelici ble Students 


O'Farrell FUndamental Consideratio~ given to major- Students from. Jirlnori ty schools. 
1 ty pupils from schools 6~ or 


Minori ty . students from major! ty 
more majori tyJ to resident 
pupils; and graduates of e~emen-


schools. 


tar.y fUndamental schools. Students from integrated schools. 


Roosevelt Creative and Grades 4-7. Minority pupils Minori ty students f'rom majority 
Perf'oIming fran predominantly minori ty schools. 
Arts. schools and major! ty pupils Majority students f'rom minority 


from predominantly major! ty 
schools. 


schools. School ldll reflect · 
etlmic balance of' district. Students from integrated schools. 


: 


Grades 4-12 by 1981-82. Pupils 
must demonstrate ability or 
interest in one or more of 
the arls. 


,right _. . Career Hi gh Open to pupils, grades 10-12, * 
~rothera School. with satisfactor.y graaes and 


good citizenship. 


* Students may 110 1'8 en racial balance of' sending schools. 
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in the program came from majority schools) From the enroll


ment data at Longfellow it may appear that ample . integration 


of minority students was taking place. Actually, many 


minority students simply moved from one majority school to 


another. At Wright Brothers, where broad eligibility rules 


permit the enrolLment of white students from the entire 


district, 62 of the 146 white students who enrolled in the 


program last year came from minority schools. This increased 


the segregation at the sending schools. 


The following questions are suggested. 


1. Are there students who want to transfer to a magnet 


program, but are not able to do so because of 


eligibility rules? 


a. How many students? 


b. At what schools? 


c. To which program or school did they wish to transfer? 


d. Which eligibility rules are involved? 


2. Are there students who have transferred under the present 


rules whose transfer did not improve the racial/ethnic 


balance at either the sending or the receiving ~chools 


or both? 


a. How many students? 


b. At what schools? 


c. Which eligibility rules were involved? 


3. Are there hardships or inequities which result because 


of the present rules? 


a. How many students are affected in these ways? 


b. Which rules are involved? 


4. Are there changes in the rules and procedures governing 
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the transfer of students and eligibility for programs 


which could b~ made to permit students to attend 


educational programs of their choice and also achieve 


integration? 


a. What are these changes? 


5. Are there other changes which might achieve the aim 


of integration and choice of educational program? 


E. Attendance Patterns at O'Farrell 


In the past, O'Farrell Junior High School, one of the court


designated segregated schools, did not reflect the racial/ 


ethnic balance of the elementary schools which feed into it, 


as other junior high schools did. It appears that last year 


over two thirds of the white students who normally would 


have attended O'Farrell as their neighborhood school, did 
(12) 


not do so. 


(12) Comparison of O'Farrell 
enrollment: 


enrolLment with elementary feeder schools 


Elementary Feeder Schools 
-Audubon 
Encanto 
Freese 


Ma~ority 
33 


332 
176 


Minority 
390 
703 
695 
285 
183 
407 
142 


Total 
623 


1,035 
871 
287 
290 
420 
143 


Percent 
Minority 


Fulton 
Keiller 
Valencia Park 
Plus Students Who Leave in VEEP 
Minus Students Who Come in VEEP 
Total Students from Neighborhood 


(Corrected for VEEP) 
O'Farrell 
plus Students Who Leave in VEEP 
Minus S tuden ts Who Cime in VEEP 
Total Students from Neighborhood 


(Corrected for VEEP) 


2 
107 


13 
1 


77 
787 


114 
1 
o 


115 


If Majority and minority pupils were in 
other at O'Farrell as in the elementary 
would be about 370 majority students at 
O'Farrell would be 7870 minority instead 
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7 
2,798 


756 
560 


1 
1,315 


84 
3,585 


870 
561 


1 
1,430 


78.0 


91.9 


the same proportion to each 
feeder schools there 
0'Farrell1 instead of 115. 
of 91.9 m~nority. 







The following questions are suggested. 


1. Are there transfers made under the present rules and 


procedures w~ich increase segregation at O'Farrell? 


2. How many white students who would normally attend 


O'Farrell as their neighborhood school did not 


attend O'Farrell in 1978-79 school year? 


3. Did those not attending O'Farrell use Special 


Attendance Permits, or other procedures in order to 


transfer to other schools? 


4. What were the reasons for requesting transfers? 


5. If changes were made in the practice of issuing Special 


Attendance Permits, s~ilar to the change reported at 
(13) 


San Diego High School, would there be an increase 


in the enrolLment of white students from the O'Farrell 


neighborhood? 


5. How do the numbers of white student transfers from O'Farrell 


compare with the numbers from other junior high schools? 


(13) Between 1977-78 and 1978-79 the number of white students at San 
Diego High School increased by 16 while the number of minority students 
decreased by 145, with the percent minority enrollment decreasing by 
two percentage points. Mr. Fletcher explained to the Integration Task 
Force on November 21, 1978, that the increase in white students 
was the result of issuing fewer Special Attendance Permits to white 
students this year. 
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IV. DATA SHOWING VARIATIONS IN STUDENT INTERRACIAL CONTACT AND INTER-


ACTION. 


Explanation of Tables 


The tables on the following pages show, in convenient form, 


the wide variations in integration programs offered in the 


San Diego Plan for Racial Integration. There are four main 


categories . of tables,showing: (1) Full t~e, Full 


School Programs; (2) Full T~e, Part School Programs; 


(3) Part Time, Part School Programs; and (4) No On-Site 


Programs. Each category is divided so as to separately show 


the elementary and secondary programs. The tables are 


arranged to facilitate further comparisons such as the 


following: 


(a) Differences among Segregated, Tipping and 


Majority Schools. Eighteen elementary schools and 


five secondary schools were designated as 


segregated by the court. Tipping schools were 


defined by the court as those schools having 


50% or more minority students but not yet 


segregated. Majority schools are those schools 


having fewer than 50% minority students. 


(b) Differences between current programs (1978-79) and 


the programs for the last year of the proposed 


plan (1981-82). Those programs which will continue 


to have 80% or more minority students (designated 


by the court as definitely segregated) at the 


pletion of the plan in 1981-82 are marked in 


yellow. 


(c) Differences between integration and regular 


programs. In the tables, "regular programs" 
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include the total enrolDnent in schools which have 


not yet initiated an integration program. In 


schools which have part school integration programs 


(schools-within-schools) , the designation "regular 


program" is applied to the enrolDnent in those 


portions of the school which do not offer special 


integration programs. 


(d) Differences between projected and actual enroll


ments. The school district has made projections 


for most of the special integration programs, show


ing the expected enrollments for each year of the 


program's existence. The district Pupil Ethic 


Census, 19Z5-79 shows the actual enrollment for 


all schools. The projected and actual enrollment 


figures are placed side by side in the tables for 


easy comparison. Those enrollments which have 


achieved or exceeded district goals are outlined 


in green; those which have not are outlined in 


red. 


~n addition, the tables set out the percent of minority 


enrollment as well as the total enrollment in each program. 


This will make it possible to determine the success or 


failure of each program in terms of both variables. E.g. The 


Intercultural Spanish Program at Horton Elementary School has 


achieved the racial balance projected by the school district; 
. 


its total enrollment, however, falls far short of the school 


district's goal. The Bilingual Spanish Program at Lowell 
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Elementary School, on the other hand, almost achieved the 


total enrollment projected by the school district but fell 


far short of the projected racial balance. 


Mission Bay, Crawford and Kearny, though not qualifying 
(14) 


as magnet programs, have been included in the tables 


because they were included in the district's brochure, 


Voluntary Integration Better Education by Choice 1978-1982. 


Data for the tables were obtained from: 


San Diego Plan for Racial Integration, 1978-82. (3/22/78) 


Amendment to San Diego Plan for Racial Integration, 


1978-82. (8/8/78) 


Elementary and Secondary Schools Composite Enrollment 


Report. (10/3/78) -


Proposed New, Expanded or Revised Magnet Programs -


1979-80, (11/21/78) 


Pupil Ethnic Census Report, 1978-79. (11/21/78) 


(14) According to the Order and Guidance Memorandum, November 28, 1977 
Pg. 5, line 23 
"SECONDARY: 


1. The role of the secondary magnet school is to attract white 
students to schools located in the minority community (e.g., Wright 
Brothers Career School). Therefore, those special programs that are 
planned for balanced or majority imbalanced schools (Mission Bay, 
Crawford, Madison and Kearney (?) - pages 70, 72-74, 85-86) do not 
qualify as magnet programs. The cost of these programs should not 
be attributed to the desegregation order." 


The San Diego Plan for Racial Integration does not include these 
schools. 
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IV. DATA SHOWING VARIATIONS IN STUDENT INTERRACIAL CONTACT AND 
INTERACTION .' 


TABLES 







'IFu Ti e-F " School Pro 
A. ELEMENTARY SCHOOLS ENROLLMENT ENROLLMENT 1981-82 


YEAR Integration Program nte ration Pro • Re INTEGRATION 
PROGRAMS PROGRAM Pro ected 11/21/7$ Projected 


1. S~gre~~~~d _ Schools 


Bakex 
Emerson 
Johilson 
Valencia Park 
Webster 


.Tipping Schools 


ColI. Lab. Schoo 
Univ. Lab. Schoo 
Academic Academy 
Univ. Lab. Schoo 
Fundamental 


BEGINS 


1979 
1979 
1979 
1978 
1977 


Per cent Total # 
Minorit Enrolled 


72.87. 
62.2'1. 


473 
415 


-.----


9&.~ 
96.7'1. 
99.2% 


otal # Per cen 
nrolled Unority 


~4 
552 
251 


--- S3.81~ 
47.01 


721 


Encanto(1) Various regular 
classes} 


1973 1074 62.01. 1076 


jority Schools 


Benchley 
F~ster (2) 
Fremont 
Lind~jfgh 
Muir 
Rolando Park 
Silver Gate 
Sunset View 


Individualized 
Fundamental 
Individualized 
Career Awareness 
Alternative Open 
Fundamental 
Individualized 
ColI. Lab. Schoo 


1978 
1968 


1974 
1977 
1968 
1979 


25.67." 
32.27. 
34.87. 
32.27. 
36.07. 
38.8'1. 
27.61. 


270 
510 
325 


1020 
300 
320 
675 


-.-
---


310 


(1) Encanto has two integration programs, a full school program and a part school program. The full school program offers 
a wide variety of regular and special classes most of which are also available in some other schools. It serves grades 
K-6. 


(2) Fremont has been desegregated since the present program started in 1968; however, the resident population in 1977-78 
consisted of 35 minority students and 30 majority students. 


(3) Muir was a regular elementary school until the present program openee in 1974. It now serves grades K-12 and data here 
is for the whole school. 


35.61 
34.81 
36.01 
36.31 
36.01 
40.8'7. 
32.81 


o 
o 
o 


270 
480 
331 


1058 
300 
316 
682 


ACHIEVED OR EXCEEDED 
DISTRICT GOALS 


DID NOT ACHIEVE 
DISTRICT GOALS 


PROGRAM PROJECTED BY 
DISTRICT TO BE MORE THAN 
801 MINORITY AT END OF 
PLAN IN 1982 


• 







B. SECONDARY SCHOOLS ( 1) INTEGRATION 
PROGRAMS 


1. Segregated Schools 


Gompers ~cien€e-Math- 1978 35.0% 200 9 t§ 98.9% 348 97.2% 362 
ompu er 


1061 98.1% 942 Memorial snteIcgltural 1978 30.0% 100 93.0% 


O'Farrell(2) 
pan s 


690 . 90.4'%. 689 Fundamental 1978 40.0% 150 41 90.41-


Lincoln ealth 1979 99.3'%. 116.2 


Horse 1977 33.3% 300 [ 50a 7~1 1142 I 79.6% 1688 80.4% 111 5 


San Diego 1981 


1979 80.2% 1682 


2. Tipping Schools 


(None) 


3. Majority s 


(1) 


(2) 


(3) 


Collier 


Crawford 


Kearny 


Mission Bay 


Point Loma 


Roosevelt 


ilingual Spanish 


usiness & Office 


s 


1978 


1978 


1978 


1978 


1978 


1979 
1979 


50.0% 30 


33.3% 300 


33.3% 300 


35.0% 200 


50.0% 30 


68.8% I 32 I 22.9% 612 


I::; I " 48.0% 32.2% 1396 


37.4% 1883 


8.51. 1160 


15.6'%. 1614 


39.3% l00~ --.. 
All secondary programs offer students the option of attending part time and returning to the neighborhood school for SOme 
subjects. E.g. athletic team participation. 
The prOjection for the regular school program at O'Farrell for 1981-82 is an estimate due to an error in the data in the 
San Diego Plan for Racial Integration, 3- 22-78. 
The programs at Collier, Campers, Lincoln, Memorial, Point Loma and Roosevelt are to be expanded to include more grades in 
1979 but no new ro ections have been iven. Pro osed ew. ExD __ ded ~evised Maonet Prdll%' _ 1979 o~ 


34.3'%. 350(3~ 98.41- 309 


30.0'%. 200 00 99.1'%, 838 


33.31- 450 100.01- 511 


34.3'%. 350 709 


33.3% 300 515 


30.0% 150 


ACHIEVED OR EXCEEDED DISTRICT 
GOALS 


ID NOT ACHIEVE DISTRICT GOALS 
ROGRAH PROJECTED BY DISTRICT 
o BE MORE THAN 80'%. HI ORITY 


AT END OF PLAN IN 1982 







II'lime-Full Sc.hool Pr-o 
B. SECONDARY SCHOOLS 


1. Segregated Schools 


(None) 


2. Tipping Schools 


(None) 


3. Majority Schools 


Muir(1) 
~right Bros. (2) 


INTEGRATION 
PROGRAMS 


lternative Open 
areer School 


ENROLLMENT 
YEAR 


PROGRAM Pro ected 
BEGINS 


1974 
1973 


Per cent Total 1/ ~er cent 
Minorit Enrolled Minorit 


300 
320 


ENROLLMENT 1911-82 
nte ration Pro • Re 


Projected 


36.01. 
35.01. 


300 
320 


otal 1/ 
rolled 


---


-------------------~----------~----~----~----~----~----~----~----~----~----~----~----~----------


(1) Muir serves grades K-12. Data here is for the whole school. 
(2) Wright Brothers was a minority segregated continuation school until it reopened in i973 with the present program. It 


is situated in a minority neighborhood. O -ACHIEVED OR EXCEEDED 
DISTRICT GOALS 


.0 
o 


DID NOT ACHIEVE 
DISTRICT GOALS 


PROGRAM PROJECTED BY 
DISTRICT TO BE MORE THAN 
801. MINORITY AT END OJ' 
PLAN IN 1982 







~~:n-fulllime-1llrt 5Ghooll'~ rums 
A. ELEMENTARY SCHOOLS INTEGRATION (1) YEAR 


PROGRAMS PROGRAM 
BEGINS r-~~~~~---r~~~~~~~~~~~~~--~-----~-~----~----~,-------r-------~---------


1. 


2 • . 


--3. 


Segregated Schools 
- . --


Fulton olympics 1979 
Horton Intercult. Spanis 1978 32.5'1. 120 98.0% 


- ~ox (2) Intercultural 
French 1979 


Lowell ilingual Spanish 1978 49.2'1. 120 97.5% 


Sherman Individualized 1979 


Tipping Schools 


Encanto(3) Math Science 1978 33.3% 100 
Oak Park Intercult.Sp~ish 1977 26.1% 283 


Majority Schools 


(1) 
(2) 


(3) 
(4) 


(5) 


(6) 


Green lympics 1979 


Longfellof4 ) It.Spanish 1977 47.0% 400 
Roosevelt forming Arts 1978 35.2% 270 
Spreckels lingual Spanish 1978 48.9'1. 180 


Also called "School Within-A-School Programs." 
The program at Knox was originally planned for Freese in the San Diego Plan for Racial 
Integration, 3-22-78. 
Encanto bas two programs, one full school and one part school. 
The Roosevelt program was ori&inally planned for Dailard, Memorial and San Diego High 
in the San Diego plan tor Racial Integration, 3-22-78. 
According to the Proposed New, Expanded or Revised Magnet programs-1979- 80 , 11-21- 78, 
the integration programs at Fulton, Green and Lowell are to be expanded in 1979 to 
include all grades; however, no new projections for enrollment were provided. 
Although no projection has been made for the regular program, there is no reason to believe 
at present that the percent minority would be less than 80'1.. 


98.8% 
343 ·99.8% 


97.3 'Z. 
315 99.;7% 


91.4% 


395 61.5'1. 


13.9'1. 
160 12.4'1. 


459 10.0'1. 


255" - -
421 


366 
367 


1009 


377 


381 
177 


423 


33.2'1. 
32.8'1. 


26.71. 
49.0'1. 
32.8'1. 


26.77-


43.1'1. 
47.8'1. 
35.1'1. 
46.1'1. 


o 
o 


.(5)1 - '7 i -._ 247 . 
412 213 


240 (5) . 
·300 155 
180 802 


~---.. 
330 56.4'1. 438 


360 
(5) 


0.0'1. 75 
400 5.47. 130 
450 
360 . 9.5'1. 285 


ACHIEVED OR EXCEEDED 
DISTRICT GOALS 


DID NOT ACHIEVE 
DISTRICT GOALS 


PROGRAM PROJECTED BY 
DISTRICT TO BE MORE THAN 
80t MINORITY AT END OF 
PLAN IN 1982 







ime- School 
A. ELEMENTARY SCHOOLS INtEGRATION 


PROGRAMS 
YEAR 


PROGRAM 
BEGINS .. 


1. Seg!egated Schools (Learning Centers 
180 (l) (4) ~3.8% 407 


Chollas 
Kennedy 
Knox 
Stockton 


Science-PE-Health 
Science-PE-Health 


sic-Art 
sic-Art 


1978 39.1~ 
1979 39.4~ 


1979 39.3~ 
1978 39.2~ 


180 98.4% 686 


180 97 . 3% 366 


180 . ----- 96.4% 555 


2 .• Tipping Schools 


(None) 


3. Majority Schools (2) Learning Centers 


(1) 


( 2) 


(3) 


(4) 


Carver 
.' 'Crantvi lle 


ence-PE-Health 1978 
1977 


39.2% 
39.1% 


180 
180 


29.6% 
42.1% 


281 
88 


The school district . projects that 180 students will participate in the program each day, a total of 900 students each 
week. During the week 60 students will be resident students, 240 students will be non resident students from 
segregated schools and 600 students wi l l be non resident students from majori ty schools. Approximately the same 
numbers apply to all the Learning Centers. Students attend Learning Centers one d~ a week. 
The Amendment to t he San Diego Plan for Racial Integration, 1978-82, (August 8, 1978), provides for the development 
and implementation of two additional learning centers to be established "on neutral sites" which are not named. They 
are to open in 1979 and are projected to have about the same numbers of students participating as in the other 
learning centers. 
Although no projections have been made for these schools for 1981-82, there is no reason to believe at present that 
t e regular programs will be less than aO~ minority in that year. 
No actual enrollment figures for the Learning Centers have been released; therefore, the numbers listed under 
"Regular Program, Actual (11/21/18)" include the approximately 60 resident students who participate in the 
Learning Center Program one day a week. 
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'8. SECONDARY SCHOOLS 


1. Segregated Schools 


(None) 


2. Tipping Schools 


Bell 


3. Majority Schools 


Remaining 21 
Majority Sec-
'ondary Schools 


INTEGRATION 
PROGRAMS 


68 . 4% 1445 


ms 


o ACHIEVED OR EXCEEDED 
OISTRIGT GOALS 


o OlD NOT ACHIEVE OISTRIGT 
GOALS 


PROGRAM PROJEGTED BY DISTRlC'I 
o BE MORE THAN IO'Z. MINORITY 


AT THE END OF PLAN IN 1982 







A. ELEMENTARY SCHOOLS 


1 . Segregated Schools 
-


Balboa 
Burbank 
Freese 


Logah) 
Mead 


2. Tipping Schools 


Audubon 
Boone 
Brooklyn 
Carson 
Central 
De~ey (~) 
Euclid 


KeHler 
Lee 
Linda Vista 
pa~a1i5e Hi 
Penn ~ 
Perry 


3. Majority Schools 


79 Remain-
ing Elemen-
tary School 


:nr No On-Site -Pro 
INTEGRATION 


PROGRAMS 


s 
- -_ ... ~. - -


93.97. 
98.47. 
81.17. 
97.0% 
95.47. 


63.07. 
69.47. 
52.27. 
52047. 
64.07. 
~2 ~5'4 
51.27. 
69.07. 
60.7'4 
66.9'4 
72.5t 
53.0% . 


50.7'4 
56.67. 


Mead is scheduled for closure in 1980- 81. 


979 
304 
740 
972 
285 


595 
756 
703 
726 
458 
425 
824 
294 
756 
887 
929 
649 
775 
242 


(1.) 


(2.) 
(3.) 


Euclid and PenD entered the "tipping" category ( became more than 50l. minority) in the fall 1978 . 
Although no projections have been made for these schools for 1981-82. there is no reason to believe at present that they 
will be less than 80t minority in that year. 
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1I[-l'artTime -Pari School ~.~~ 
B. SECONDARY SCHOOLS INTEGRATION 


PROGRAMS 


1 . Segregated Schools 
(2) 


O'Farrell Instructional 
Exchange 


1978 50 90 . 4% 690 90.4% 689 


2. Tipping School s 


(None) 


3 Majority Schools 


Hale Instructional 
Exchange 


1978 50 30.6% 1715 


(1 ) 


(2) 


TarAL (1) 35.01. 640 


The Amendment to the San Die 0 Plan for Racial Inte ration 1978-82, ( August 8, 1978), provides for expansion of the 
Secondary Instructiona Exchange Programs t t he junior h igh school level. The report does not provide the names of 
schools to be involved nor the projected enrollments. 
No figures have been reJeased for the Instructional Exchange Programs; therefore, the numbers listed under "Regular 
Programs, Actual (11/21/78)" inc l ude the approximately 50 resident students who participate in the program part time. 
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