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Foreword 
Leaders of community groups and coalitions are making Desegregation 


Without Turmoil a reality in many cities across the United States. And it can 
become a reality in many more, if other communities would utilize the 
experiences of those who have worked to peacefully desegregate their schools. 
The National Center for Quality Integrated Education and the Community 
Relations Service of the United States Department of Justice convened on 
May 19, 1976, a national conference on Desegregation Without Turmoil to 
discuss and analyze the nation's desegTegation efforts. 


This report has been prepared as a service to community organizations 
which may want to review the experience of others as they prepare their own 
towns or cities for the desegregation process. It was written by Ms. Elinor 
Hart who drew on the proceedings of the conference, as well as on other 
experiences and documents cited there. 


Ben Holman 
Director 
Community Relations Service 
U.S. Department of Justice 
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Donald Shire 
Director 
National Center for Quality 


Integrated Education 
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Conference Ch lIenge 


o e..u·,o.~ .. 0 


Detroit, 


roc thro n. 
Detroit' u "did not happen ) accident," i . t J ph R e , 
. ociate Director ofthe Detroit Round Table of the • 'auonal Conference of 


Cbrutia aDd Je . "By the time Janua J9 6 came," he explai • "there 







were thousands of volunteers involved in the effort toward peaceful 
implementation-volunteers at bus stops, in school halls, at key corners, in 
cafeterias, at the Information Center." 


William H. O'Brien, former co-chairperson of PRO Detroit and another 
person having extensive, first-hand experience in the city, agreed with Mr. 
Radelet: 


"Detroit did not passively wait for events to happen. Instead community 
leaders launched the programs to win peaceful acceptance of busing. The plan 
involved the broadest spectrum of Detroit life-community people; parents; 
teachers; students; business; labor; political and religious leaders; the news 
media; and everybody with a stake in the well-being of Detroit and its school 
children." 


Memphis, Tennessee ... The achievement of IMPACT-Involved Mem
phis Parents Assisting Children and Teachers-has also become a model for 
many cities. The community of Memphis was faced with a well-organized 
group called Citizens Against Busing. This group claimed the backing of 
virtually every white politician in the city and the support, in principle at least, 
of State Legislators, Congressmen and Senators. And although the com
munity professed resistance to busing, IMPACT was able to encourage and 
achieve the peaceful implementation of a court-ordered desegregation plan 
which included busing on January 24, 1973. 


David Cooley who was Executive Director of the Memphis Chamber of 
Commerce during the city's desegregation crisis, summed up IMPACTs 
success: "This project and the peaceful events of January 24 were a victory for 
the clear-thinking people of this town. It had to be done, and I'm damn proud 
of what we accomplished-and I say that knowing that the job is far from 
over-pUblic education has to be salvaged-it's vital, essential. Without it, all 
our major institutions are threatened.". 


Prince George's County Maryland ... Carl W. Hassel, superintendent of 
the county's schools described the problems facing him as a result of the 
desegregation order: "Look, we transferred 30,000 students over a weekend. 
The week before, our county had been the scene of a national anti-busing 
rally. We were really apprehensive. But we didn't have one disruptiveincident. 
Citizen involvement certainly paid off." 


*John Egenon. Prom;., Progrt'u: '4t'mphu SdwollHYf{rt'f{olion 1971.1971 (Atlanta. Georgia: Southern 
Regional Council. 1973). page . 
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Community Involvement-Key to Success 
John Buggs, Staff Director of the U.S. Commission on Civil Rights, 


stressed the significance of what happened in Detroit, Memphis, Prince 
George's County, and hundreds of other communities as he delivered the 
luncheon address to the May 19 conference: "The single most important 
ingredient in achieving peaceful and successful desegregation is affirmative 
leadership by those entrusted with that community's social, economic, 
educational, political and religious institutions." 


The call for affirmative community leadership was also sounded by George 
Meany, President of the AFL-CIO. "In every city where courts have ordered 
action to desegregate, the schools, the churches, service clubs, civic organi
zations, civil rights groups, and certainly the unions must be mobilized." 


Coalition Building 
The experience of the communities represented at the May 19 conference 


indicates that coalitions which came into being in a variety of ways faced 
similar challenges and problems in becoming viable and ready to serve. In 
these initial stages, all coalitions must respond to questions of need, timing, 
organization, goals, participation and money. 


Need 
As the reality of implementation day nears, diverse community agencies, 


groups, and organizations have in the past elected to utilize the coalition 
structure as the vehicle for ensuring community involvement in a peaceful 
transition. 


According to Joseph Radelet of the Detroit Round Table ofthe National 
Conference of Christians and Jews, a coalition is needed to fill a potentially 
dangerous vacuum. As Radeiet observed: "If it is not filled by positive 
leadership, the void will be filled with people that will eventually cause 
dissension and even violence." 


People from a number of communities likewise saw the coalition as a way 
to provide a broad-based motivating force for peaceful change. As Thomas 
Quigley from Louisville, Kentucky's Ta k Force for Peaceful Desegregation 
said , "We formed a coalition because of the need for a presence that would cut 
across racial, neighborhood, and organizational lines and which would say, 
'The peaceful implementation of the court order needs to be done in an 
effective and peaceful atmosphere.'" 


Detroit faced serious problems in dealing with litigation which involved 56 
school districts- and there, the coalition proved to be a unifying force. 
According to Elwood Hain of Detroit' Coalition for Peaceful Integration, 
"De egregation is toocomplexand too important an issue for public officials to 
handle alone." Describing the need in his community, he recalled, "There was 
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nobody that the citizen could turn to for responsible public leadership. Seeing 
this void and the vigorous efforts of every other political leader to .avoid filling 
it, it was decided that the citizenry had better take over their own future. A 
group of us set out to organize a coalition." 


Timing 
While tImmg is important for various aspects of organization, the 


experiences of the communities represented at the conference indicate that 
there is no such thing as an ideal time to form a coalition. As Elwood Hain 
discovered, "For some folks, you are too late; for other folks, you are too 
early. Some people do not understand that a storm is coming until they are in 
water up to their necks. Other people can see it before there is a cloud on the 
horizon." For Del Jones of the Greater Cleveland Interchurch Council, "The 
key word with timing is 'Listen.' Survey the environment, look at who is ready 
and then move with what you have." 


A number of communities saw the issuance of a court order as their 
imperative to action. As Kenneth Kershaw, Omaha Regional Director ofthe 
NCCJ, and active in Concerned Citizens for Omaha reported, .. It really took 
on a whole new spirit and a whole new frame of reference when the court 
order came down. Because of this, we have been able to build a very 
comprehensive, community-wide organization. It really deals with the fact 
that this situation is inevitable. The only question is how are we going to 
respond to it in the interest of our community." 


Most groups, however, felt that a great deal needed to be done even before 
the issuance of a court order. As Kenneth Kershaw observed, "Even if you 
say, 'We can't really get activities going until there is something definitive 
from the courts,' it does not mean that there is nothing to be done. It is at this 
time that those key relationships which are very important can be built. The 
'what if' games can be played over coffee or cocktails." 


The experience of Dayton, Detroit, and other communities indicates that 
adequate preparation for court-ordered desegregation requires from one to 
three years. As Tommie Jones, the Community Relations Service, Concili
ation Specialist assigned to Dayton, explained, "We strategized for a year 
prior to the desegregation order from the court. I think that is one of the great 
factors in peaceful implementation. We had gathered all of these forces 
together, and we actually had our large peaceful, coalition-sponsored 
integration day two weeks before the court order came down. We had people 
already signed up volunteering to participate." 


A number of communities are facing State or Federal non-compliance 
orders and have also organized coalitions. One such community is Kansas 
City, Missouri. Ashton Stovall of the Quality Education Task Force 
described the dilemma of her community's leadership in this way: "Kansas 
City does not have a court order. We are determined as a community to have a 
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~oluntary desegregation. It has been very difficult in Kansas City to talk 
about the implementation of a plan because we have not had someone saying 
'Thou must do it by a certain day in time.'" 


Organization 
There are probably as many formats for structures and ways of organizing 


as there were communities represented at the conference. While all the 
coalitions developed in ad hoc fashion, initiative came from various segments 
of the community. 


In Detroit, local impetus came from the churches, the Urban Coalition, and 
the League of Women Voters. In Prince George's County, Maryland, Cleve
land, Milwaukee, and Dayton, religious groups formed the nucleus of 
emerging coalitions. 


Robert Kolze of Metropolitan Churches United in Dayton, described the 
development of the coalition in his city: "We put together the interfaith task 
force because the religious community had to have a way of communicating 
with one another. Then we became interested in finding out what other 
organizations and groups and agencies were doing. We brought together 
about 30 community organizations precisely for the purpose of looking at 
whether or not we could form a coalition. The decision was made to form a 
steering committee and to begin laying out the objectives." 


In Prince George's County, the League of Women Voters played an 
important part in the formation of the Prince George's Coalition for 
Desegregation. Important impetus came from the business community in 
Memphis, Tennessee and Dallas, Texas, and from organized labor in the 
State of Ohio. 


A number of coalitions grew out of groups working on specific tasks or 
issues. From the community education project of the Greater Cleveland 
Interchurch Council, a continuing community-wide coalition developed. 
John Fischer of the Greater Milwaukee Conference on Religious and Urban 
Affairs reported that the coalition in his community began as a collaborative 
legislative program. 


Once coalitions become organized, they usually concern themselves with 
defining their community's problem and exploring potential community 
resources and possible solutions for the problem. After these definition and 
exploration processes have been carried out, the community-at-Iarge can 
become involved in "grass-roots" programming. 


Goals 
In Dayton, Omaha, Milwaukee, and many other cities represented at the 


conference, emerging coalition have developed public statements on behalf 
of a peaceful proces and the humane implementation of an ensuing plan.· 


°A compilation of representall,e pubhc po ition slatemenls from a number o(Commun,ly Coa~lioru can be 
obtained from the NatIOnal Center (or QualilY Integrated Education. 
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These statements tend to become unifying positions which portray strong 
community civil and moral leadership and vehicles around which various 
community groups, agencies and private citizens can rally. 


Armed with the public position statement which serves as a focal point or a 
general purpose, the incipient coalitions often find themselves faced with the 
need to decide what specific role they will play in the community desegrega
tion process. In determining this role, most coalitions believed that foremost 
they would support and focus attention on the peaceful implementation of 
whatever desegregation plan emerged, and would utilize its collective 
membership to determine priorities and action strategies for the accomplish
ment of their goals. 


William O'Brien, Co-Chairperson of PRO Detroit, stated: 
Our groups made a determination at the outset that if we were going 
to save Detroit, one thing had to be clear. We were not going to 
become pro-busing. There were too many people in the city of 
Detroit that were opposed to busing. We had to reach them on one 
common ground, peace-peaceful implementation of whatever the 
court order might be. The PRO Detroit strategy was .simply to 
steadily line up al/ possible commitment to peaceful acceptance of 
the court order, so that come B-Day, busing day, the community 
would know that the overwhelming majority werefor peace, and that 
those who tend toward violence would be few in number and would 
be isolated. The strategy was to defuse the opposition. 


Participation 
The importance of the broadest possible participation was recognized by 


all coalition leaders at the conference. Marcia Pitcole, from the twenty-five 
member Coalition for Peaceful Integration, for instance, described a 
representative coalition in this way: 


Key leadership should build trust between the groups of a coalition 
and establish communication links. What you are real/y trying 10 


start is a communication system among groups that do not always 
talk to one another. 


In Detroit, for example, we had a communication link with the 
plaintiffs; the defendants; the teachers union; some community 
groups who were at odds with the teachers union; the ministerial 
groups, etc. All of these groups could meet and discuss that which 
was thought of as a common need. During 01/ of these sessions, the 
role of the key leadership was to listen and to build the linkages and 
trust components necessary so thai when the court order came down, 
the groups would be ready to move forward. Pari of coalition 
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building is just the establishment of trust levels among those parties 
in your community which must be involved. 


Coalition representatives from Prince George's County and Detroit 
stressed the importance of inviting people opposed to busing to participate. 
According to Joseph Radelet of the Detroit Round Table: "We need the 
leadership of those who are opposed to the desegregation plan. Those who 
opposed busing. They basically could say, 'I oppose busing, but it's the law 
now and we are bound to obey laws even if we disagree with them; also, I favor 
peace because I don't want my children to get hurt.'" A number of other 
coalitions, however, reported that they have had difficulty in persuading 
opponents of busing to join their efforts for peaceful implementation. 


Other essential participants cited by coalition leaders included labor 
leaders, business groups, students, white ethnic groups, and racial minorities. 


The coalition in a community is unique by its very nature. In the case of 
school desegregation, it addresses a problem faced by the community as a 
whole and therefore should be representative of that collective body. It was 
unanimously felt by the coalitions participating in the conference that in their 
respective community the safety of children and the maintenance of a 
peaceful implementation process was the underlying goal of the coalition and 
the activities undertaken by the coalition. 


Money 
Coalitions in Cleveland, Detroit, and Louisville, as well as many other 


communities, supported their early efforts through volunteer labor and 
in kind services from churches, labor unions, business, and other community 
groups. As Del Jones from Cleveland observed: "There are many things that 
can be done before you have money. Those of us who work for church 
agencies have always had to deal with the question of 'What can we do 
without money?' If the concern is community preparation, get going on it and 
do not wait for the money." 


After they became established the coalitions in Cleveland and Detroit were 
able to obtain foundation grants. In Dallas, Dayton, and Detroit, the 
business community provided substantial financial support. 


Federal money is also available for coalition efforts. According to Elwood 
Hain of the Detroit Coalition for Peaceful Integration, "You can get it with 
perserverance, luck and a desegregation order-if you put together a good 
proposal." Coalitions in Detroit, Omaha, Louisville, Prince George's County 
and many other communities have received grants from the Office of 
Education.· 


-See the Officc of Education section of the Appendix on Individual and Organizational Resources. Any 
nonprofit community organilation which is el igible may apply for an Emergency School ASSIStance grant. 
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Coalition Activities 


lition i formed, it mo t urgent can ern become the t pc and 
tmtt or pr gr m it will utili/c for the education and 
r the citilenry in meeting it organi/ational goal . The 
the conferen offered a number of acti\ itie that h d been 
c ahti n , \er ) pproach have en utilized by tbe 


hti n ut the m j r focu of m t oalition to date h been on 
mlnall n f informatIOn to the community and acti e "gra -roo .. 


IOvol ing cri i prevention, 


itb the h' tory 


tioo programs of mo t community coalitio included 
urea ruch pro ide<! community groups itb infonned joter-
of the court dC(;' io and remedy, 
p cr program io emph' ent one tep beyond tbe 'mple 


of a pea cr' bureau and oot only responded to reques for peakers. 







but actively sought platform . James Holme . IMPACT' chairperson, 
reports that because the' coalition' representatives were highly respected 
members of the community, most group, were willing to grant them an 
audience. 


Neighborhood Meetings 
Neighborhood meeting proved to be one of tbemo t useful and widespre d 


strategies for disseminating information. ight after night, representative of 
the Task Force for Peaceful De egregation, Loui vilJe; the 0 lition for 
Peaceful Integration, Detroit; and the Prince George' County Coalition for 
School Desegregation talked with tbe community-at-Iarge. The Greater 
Cleveland Interchurch Council. through its everal community education 
program activities, held neighborhood meetings month prior to allY court 
decision. In Prince George's County, the League of Women Voter provided 
written discussion guides and trained di cus ion leaders for these meetin . 


League members reported that their neighborhood get-togethers drew a 
number of people fearful of or opposed to "busing." In many cases, these 
people expressed surprise at the facts presented and left tbe meetings with 
revised opinions. At the end of a neighborhood meeting in Detroit, woman 
revealed her affiliation with a local anti-busing organiUltion and the fact that 
she had attended "out of curiosity about the oppo· ition." Becau e ofwbat he 
had learned from the meetings, be was going to become an dvocate for 
peaceful implementation. 


Calling Community Forum 
Community-wide, coalition-sponsored meetings also helped provide vital


ly needed public education. Coalition [or Peaceful Integration (orums in 
Detroit presented detailed information about the re ponses of both the State 
Board of Education and the Detroit Board of Education to tbe court's 
desegregation order. A public meeting sponsored by PRO Detroit served as a 
forum for officials of Detroit's police department to describe plans for 
assuring the safety of the chlldren and firm, even-handed law enforcement 
during implementation of the court order. Similar community forums have 
been conducted under coalition sponsorship in Wilmington, Buffalo, Mil
waukee, Omaha, as well as in other cities. 


Reviewing Past Desegregation Efforts 
A number of coalitions have found it helpful to study the desegregation 


experiences of other cities. One meeting of the Quality Education Task Fotree 
in Kansas City, Missouri, featured a presentation by community leaders from 
Detroit and Cleveland. The National Center for Quality Integrated Educa
tion has collaborated with several of its national member groups in 
sponsoring regional consultations during which communities shared de-
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segregation ~experiences. This process was begun in the fall of 1974 and since 
that time, through the auspices of the National Council of Churches, the 
Ministries in Public Education, the National Conference of Christians and 
Jews, the National Education Association, the YWCA, the AFL-CIO, and the 
National Urban League, over one hundred communities have been involved. 


Establishing Telephone Hotlines and Information Centers 
Any citizen in Detroit, Memphis, Omaha, Prince George's County, and 


many other communities who wanted information about desegregation, had 
only to pick up the telephone and call a well-publicized hot line number. 
These not lines, such as the one operated by Concerned Citizens for Omaha, 
provided up-to-date officially verified information and served as a check on 
rumors and as a sounding-board and flak catcher. 


Rumor control and information centers, generally staffed by volunteers 
have also succeeded in keeping rumors to a minimum in many desegregating 
cities. 


Trained telephone monitors, linked to official and community services of 
information, replied to all citizen inquiries. Information phone numbers were 
widely publicized in the media. The Community Relations Service provides 
technical assistance to many communities in establishing these centers and in 
training volunteers. 


Reaching tbe News Media 
A primary goal of many coalitions has been establishing a positive, 


working relationship with the local media to allay public fear and appre
hension. 


PRO Detroit acted as media coordinator for all groups working for the 
peaceful desegregation of schools in that city. Immediately after it was 
formed, PRO Detroit's leaders met with the top management, as well as the 
editorial and reporting staffs, of the local newspapers, television, and radio 
stations to urge fair and non-inflammatory coverage of the unfolding 
desegregation story. William O'Brien, co-chairperson of PRO Detroit, 
reports that "their response was positive as they agreed that they, too, had a 
stake in the way Detroit handled this challenge." Detroit newspaper reporters 
wanting to interview concerned parents who were optimistic about the 
implementation of the court order frequently turned to Marcia Pitcole of the 
Coalition for Peaceful Integration for appropriate names. 


Leaders of the Prince George's Coalition for School Desegregation spent 
an entire morning with managers, editors, and reporters of The Washington 
Post. Midge Patterson, a coalition leader feels that the Post responded with 
coverage that was both accurate and as positive as possible. Coalition leaders 
also met with representatives of local P.G. County papers. Immediately prior 
to the implementation of the court order in Prince George's County, The 
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Washington Post, The Washington Star-News and several Prince George's 
papers published bus routes, pupil assignment instructions, and other 
portions of the information packet developed by the coalition. 


In September 1976, two days before the opening of school in Omaha, 
representatives of all media in the area attended a workshop sponsored by the 
National Conference of Christians and Jews and the Concerned Citizens for 
Omaha. This workshop featured input by representatives from the Justice 
Department's Community Relations Service and the National Center for 
Quality Integregated Education who had observed media performance 
during desegregation crises in other communities . 


Building a Public Information Program 
The recent desegregation experiences of a number of cities demonstrate 


that love of community, concern for children, respect for the law, and belief in 
public education are emotional attitudes shared by most citizens. Public 
relations campaigns which successfully created an association between those 
attitudes and pt;aceful desegregation proved to be highly effective. 


In Prince George's County, Buffalo, Louisville, Omaha, Milwaukee, 
Cleveland, and Detroit, coalitions found it extremely useful to publish 
community-school newsletters. More elaborate public iIiformation programs 
also appeared. 


Detroit's experience ... Two public service media campaigns were develop
ed by PRO Detroit to start 17 days before busing was to begin. The primary 
campaign included 12 brief, matter-of-fact TV and radio spots featuring a 
cross-section of Detroiters on how and why they personally were accepting 
the court order. While the great majority were everyday people, the mayor, a 
former mayor, a priest, a nun, and even a relaxed policeman also appeared. 
The policeman was asked, "Well, officer, what would you do if your wife 
decided to become violent." The white policeman thought a minute, and said, 
"She would have to go to the hoosegow." Then he thought another minute, 
and said, "But I would hope she would not do that." The spirit of the 
campaign was summed up by the remark of a white high-school boy whose 
"Just be coo!!" signed off most of the TV and radio spots. 


Detroit's four major television stations were partners with PRO Detroit in 
producing and airing the spots-free of charge. They ran on television alone 
approximately 300 times. When it became evident that implementation of the 
court order had begun without incident, they were phased out. "At 
commercial rates, the production and air time costs of these spots would have 
been far in excess of $100,000,'" estimates PRO Detroit's William O'Brien. 


A second public service campaign was developed by PRO Detroit in close 
consultation with the Detroit school system. The approach was low key but 
emotional-"Detroit's Kids ... Love 'em!" The message, against a back
ground showing a warm drawing of children's faces, did not mention busing. 
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The campaign was on television, radio, billboards, 800 bus posters, and 
thousands of bumper stickers. 


Memphis' experience ... IMPACT in Memphis also undertook a very 
effective public relations effort. Its most dramatic advertisement appeared in 
a television spot, a newspaper ad, and a brochure designed for mailing. The ad 
featured a picture of one of the city's largest high schools with a "For Sale" 
sign in front of it. "This is what can happen to our entire school system if we 
don't get together and work things out," warned the accompanying copy and 
the voice-over announcer. The message on television ended with the familiar 
slogan: "IMPACT-not the pros, not the cons, just the facts." Similar 
campaigns, using bumper stickers and slogans were also carried out in Dallas, 
Dayton, Omaha, Detroit, and Prince George's County. 


Mobilizing Influential Support 
PRO Detroit coordinated a series of events promoting peaceful acceptance 


of court ordered desegregation. These events included a letter by PRO 
Detroit's honorary chairmen, the mayor, and a former mayor, to 134,000 
homes of school families; a statement by the governor; a resolution signed by 
State legislators; a unanimous resolution of the city council; a news 
conference by leaders of the major religious faiths; and a supportive news 
conference by an anti-busing leader. 


In Memphis, an IMPACT-sponsored newspaper ad which urged all 
citizens to deal with the desegregation crisis "in a calm and rational way" 
carried the names of 33 of the city's most influential persons. I n Prince George's 
County, the local bar association issued a statement calling for peaceful 
compliance with the Federal court's desegregation order, and the police 
officers association put out a statement emphasizing respect for law and 
peace. 


In Dayton, Ohio, much of the neighborhood activity supported by the 
coalition was coordinated by the mayor's office during the opening of school. 
In Dallas, the Chamber of Commerce was importantly involved in developing 
and supporting the Dallas Alliance. 


Promoting Understanding In The Schools 
Human relations and social activities have played an important part in the 


successful efforts of community coalitions in many cities-including Detroit, 
Memphis, and Prince George's County. These activities have helped students, 
parents, and school personnel feel more comfortable and positive about the 
changes in their schools, as well as aiding in the preparation of the community 
for impending student and school changes. 


Bringing Parents Together ... In a variety of ways, coalitions developed 
programs to bring parents together. IMP ACT in Memphis worked through 
local PTA's to arrange "swap outs" where parents whose children would be 
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attending school together for the first time could meet one another. The 
Prince George's Coalition for Desegregation sponsored a series of seminars 
for black and white parents. During these seminars, which were led by people 
from the county's mental health association, fears, hopes and expectations 
were expressed and explored, and the participants had an opportunity to get 
to know one another. The Coalition for Peaceful Integration in Detroit 
trained parents in a nationally recognized human relations program known as 
the Green Circle. 


Student-Teacher Activities ... Coalition programs also helped prepare 
students for desegregation. The Coalition for Peaceful Integration in Detroit 
created "Boundary Breaking Can," a human relations program used by 
Detroit teachers to help newly-acquainted students develop open, positive 
relationships. The National Conference of Christians and Jews (NCCJ) in 
Prince George's County conducted human relations programs for both 
elementary and secondary students. These programs were given in class
rooms, at meetings of school human relations clubs, and at a special student 
forum on desegregation sponsored by the county school system. NCCJ also 
provided each Prince George's County School with a collection of human 
relations materials suitable for classroom use. 


Community drama played a part in successful efforts to make desegrega
tion peaceful. A professional, bi-racial production of Peter Pan sponsored by 
the Coalition for Peaceful Integration toured Detroit's elementary schools, 
providing a pleasurable experience for students from different schools and 
backgrounds to share. Dig It, a sociodrama group organized by the Prince 
George's County NCCJ presented timely, improvisational sketches which 
helped community and school groups develop a better understanding of 
human relations concepts. 


School Administration Activities ... School systems naturally develop 
their own plans for desegregation preparation, and in Prince George's 
County, leaders of the citizen coalition participated in the development of the 
school system's "Project Desegregation Plan for Successfully Desegregating 
the Prince George's County Public Schools." "Project Desegregation" 
included human relations training for school personnel and extensive 
welcoming and get-acquainted activities for students and parents throughout 
the county. Students scheduled for transferral were taken on field trips to the 
schools they would soon be attending. Pen pals and buddy systems were also 
arranged. 


The weekend before the implementation of court-ordered busing in Prince 
George's County, there were open houses in every school to which students 
would be transferred. In Detroit, the Coalition for Peaceful Integration also 
participated in welcoming activities for students and parents immediately 
prior to desegregation. 
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Crisis Prevention Actions ... A final point of discussion on coalition 
activities at the conference concerned strategies for trouble shooting. 


Key elements of successful strategies in Dayton, Detroit, and Omaha were 
effective utilization of parent volunteers and crisis preparation. These 
coalitions were able to build-up, before the implementation of a plan, a 
network of concerned individuals and organizations both from the school 
district and from the community-at-Iarge. 


In Detroit, the Coalition for Peaceful Integration performed a vital service 
by acting as a referral center both for people wanting to volunteer and for 
agencies needing volunteers. Detroit radio stations broadcast recorded 
messages urging citizens to volunteer by calling the Coalition. The Coalition 
recruited volunteers for the court ordered monitoring commission, the police 
chaplain's corps, strategic school locations and bus stops. In Memphis, over 
2,000 volunteers recruited by IMPACT gave information, assistance, and 
reassurance to students and parents at school bus stops. 


Many coalitions helped to remedy situations that might have precipitated 
or aggravated incidents. Coalitions took complaints about unsafe school 
crossings, for instance, and relayed them to the appropriate city agency for 
correction. They would then stay in touch until the situation was corrected 
and the complaining citizen informed. 


During the initial day of desegregation, local community group personnel 
in many cities maintained a visible presence at school bus stops and other 
important locations. Often church groups coordinated such efforts. In Prince 
George's County, clergy trained in crisis observation wore identifying arm 
bands. They reported their observations to county school and law enforce
ment officials. In Detroit, staff and volunteers from the Coalition for Peaceful 
Integration maintained low-key surveillance at critical locations. 


Examples of Local Leadership Role 


Religious Groups Organize Unique Programs . 
Vigorous and resourceful religious leadership has played a key role in 


virtuaJly aJl of the coalition communities. 
In many, the interchurch agency has been the initial convenor for the 


coalition. This has been true in Milwaukee, Kansas City, Louisville, and 
Cleveland. 


Prince George's County clergy designated the week immediately preceding 
the implementation of court ordered pupil transfers as "County Desegrega
tion Week." They sponsored six town meetings to inform parents about ways 
to help the school system and the children make a successful transition, and 
from the pulpits they urged peaceful compliance. 
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"When members of the clergy preached on peacefuI'implementation, they 
were much more effective than when they preached in support of busing," 
reported Joseph Radelet, Associate Director of the Detroit Round Table of the 
National Conference of Christians and Jews and Reverend James Holmes, 
Chairman of Project IMP ACT in Memphis.· 


The Detroit clergy organized days of prayer throughout the process of 
desegregation. During the first weekend of each month, local congregations 
observed days of prayer which often led members to productive discussion 
and action. In Dayton, Ohio, an all-night prayer vigil was held in many 
churches in the community the evening before school opened. 


The Greater Cleveland Interchurch Council initiated community educa
tion activities with a series of five community-wide conferences, some held 18 
months before the court order. Other interchurch agencies have played a key 
role in conducting similar community education conferences in a host of 
other cities including Buffalo, Indianapolis, and Wilmington. 


Other Church Activities ... Timely demonstrations ofleadership by Catho
lic clergy provided strategic support for peaceful school desegregation. In 
several cities, the Archdiocese has mandated that the Catholic schools would 
not serve as a haven for families trying to escape school desegregation. Key 
local leadership from parishes in Omaha, Nebraska initiated community 
education and human relations activities which supported other coalition 
efforts city-wide. 


Inter-parish sharing which brought together the parents of black and white 
children who would soon be attending school together was organized by 
Detroit's Northwest Ministerial Alliance and the Northeast Pastor's Associ
ation. A number of churches "adopted" local schools and became extensively 
involved in the life of that school-organizing volunteers, providing church 
facilities , helping the P.T.A., etc. 


The Chaplain's Corps of the Detroit Police Department organized and 
trained crisis-intervention cadres in the various police districts. These 
citizen-leaders were prepared to work collaboratively with the police to qefuse 
tensions. 


Business Responds to the Challenge 
The importance of the business community's contribution to peaceful 


desegregation has been demonstrated in Memphis, Detroit, Dallas, and 
Omaha as well as in many other cities. From public relations campaigns to 
leadership in the development of a court-approved desegregation plan, the 
role of business covers a wide range of activities. 


In Memphis, Tennessee, the Chamber of Commerce made peaceful 


0Jo eph Radelet has prepared a paper which describes In ~onsiderable detail ho .. religious leaders helped to 
bring about peaceful school desegregallon in Detroit. Copies Mthe paper entitled " Religlous Leadership ~nd 
Detroit School Desegregation" can be obtained from the "Iauonal Center for Quahty Integrated Education. 
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implementation of a court desegregation order its highest priority. Chamber 
initiative was responsible for the creation of the citizen coalition, known as 
IMPACT, that led Memphis through the peaceful desegregation of its public 
schools. The Chamber provided the coalition with an executive director and 
headquarter facilities. 


In Detroit, the business community provided personnel and funds for the 
efforts of PRO Detroit, a very broad coalition in the Motor City. One ofthe 
coalition's chairpersons, William H. O'Brien, reported: "We went to every 
single TV station. We asked to see the entire staff. We wanted the general 
manager, the program manager, the news director, the special features 
persons, and anyone who was involved. Every station sat down with us. At 
commercial rates, the news and electronic media contribution to PRO 
Detroit was in excess of $100,000 worth of production services and air time." 


Posters presenting the message, "Detroit Kids ... Love 'em!" were dis
played on billboards contributed by an advertising firm. 


As a result of his experience in Detroit, O'Brien recommended that 
business people could help coalitions "in planning, in coordinating, in action, 
in communication, in reporting, and in evaluating. These are fundamental 
concepts of business, and this is where business can really help those 
coalitions by effectively providing this kind of expertise." 


The Dallas Chamber of Commerce likewise created, financed, and staffed 
the Dallas Alliance, a citizen's organization representing a cross-section of 
races and interests. This business-financed community coalition created the 
desegregation plan which was adopted by the local district court.· 


And in Omaha, three years before the city was placed under court order, 
eight prominent leaders in the business community took out a full-page 
newspaper ad appealing for rational thought toward the issue of desegrega
tion. 


Subsequently business leaders helped form the Concerned Citizens for 
Omaha-a "communications network" built upon the community's existing, 
recognized social structures. 


Donald Gearhart, Senior Evaluation Specialist of the Northern National 
Gas Company, in describing the development of the Concerned Citizens for 
Omaha, said: "We went to the Chamber and asked if they would help us 
organize the business sector. They said they would help to organize it, but that 
they would like to involve another group, which was the Midcity Business and 
Professional Association, basically the Black Chamber of Commerce in 
Omaha. Those two formed a partnership and organized the business sector of 


°In ~eptemb<or 1975. the Fifth United States Circuit Court set fonh a sct of guidelines and ordered the local 
dlStnct coun to develop an appropriate desegregation plan. After studYing the guidelin.". the needs of the 
co,,?muntty, and desegregation efforts in other parts of the country. the Education Task Force of the Dall ... 
Alliance submitted a desegregation plan to Judge William M. Taylor Early in 1976, Judge Taylor declared the 
All,ance Task Force -amicus cunae- and adopted th. plan it had developed. 
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the Concerned Citizens for Omaha. They tried to link up with the Geographic 
Merchants Association, the realty· board, the Omaha Bankers Association. 
Those kinds of organizations are all included within the business sector." 


Gearhart added: "There are now five basic objectives of the business sector 
developed by the working sector committee: liaison with and support for the 
PR functional committee; employee awareness programs; 'keep it peaceful' 
type messages via company mailing, billboards, and bumper stickers on 
company cars; public education via a traveling display, using shopping center 
malls, public information areas; and liaison with and support for the 
resources committee, which was established to obtain financial support." 


Organized Labor Assumes Affirmative Role 
Organized labor's commitment to peaceful desegregation was reaffirmed in 


George Meany's message to the National Conference on Desegregation 
Without Turmoil: 


In every city where the courts have ordered action to desegregate the 
schools, the churches, service clubs, civic organizations, civil rights 
groups, and certainly the unions must be mobilized . .. the AF L-CIO 
isfully committed to help build such bridges and create suchforums 
in the cities where school desegregation is under way. We intend to 
help, as well, in many other cities, including those in which the courts 
have not (yet) acted. In our view, ensuring justicefor school children 
is a job that should be done willingly and promptly in every 
community without waiting for orders. 


Under the aegis of the State AFL-CIO, union leaders in Columbus, Ohio 
formed a committee for the purpose of organizing a coalition made up of a 
cross-section of organizations throughout the city. "One of the things that we 
were quite concerned about was flaming headlines about violence in other 
cities," says Warren Pate of the Ohio AFL-CIO. Pate arranged a luncheon 
where the NAACP's legal counsel briefed media representatives. Pate 
reported that thereafter, "The court litigation process has been presented 
through straight-forward coverage." 


Educators Look Beyond Classroom 
In a number of communities, affiliates of both the National Education 


Association and the American Federation of Teachers have developed 
community involvement programs. 


In New Jersey, the New Brunswick Education Association, supported by a 
Federal Title VII ESAA grant , undertook a human relations/community 
involvement program in support of its desegregation plan. Under this 
program, teachers became involved in a wide range of special projects
including health care, day care, housing, ethnic activities, and consumer 
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education. Teacher/community teams devoted in-service days to the special 
projects. Each team 'was supported by a parenti student component and each 
special project addressed a particular problem in the community which 
related to the school desegregation question. 


The United Teachers of Los Angeles (UTLA) developed a different 
approach to easing tensions associated with school change. They organized 
and conducted a teacher training institute with the assistance of a small NIE 
grant 'on "The Teacher's Role in the Desegregation Process." The program 
included information about the Office of Education, Civil Rights Division; 
the U.S. Commission on Civil Rights; the Community Relations Service, 
U.S. Department of Justice; and the National Institute of Education. A 
number of private resources were also available for a host of small discussion 
sessions. 


The UTLA disseminated "A Directory of Education Interests in Los 
Angeles." This directory, edited and published by the Greater Los Angeles 
Urban Coalition, lists citizen and professional organizations, programs and 
projects and educational institutions and governing bodies. The Los Angeles 
teachers also distributed a bibliography of children's books which reinforce a 
positive self-image of black children. 


Conclusion 
Attendees at the Desegregation Without Turmoil Conference went home 


remembering the words of Ben Holman, Director of the Community 
Relations Service: ''The seeds of turmoil are present in all cities. Whether they 
sprout and grow, or wither and die depends on the gardeners-you as active 
community members." 


And they also went home with a new understanding of th~ community's 
role in fostering peaceful change in the schools. 


The conference planners hope that this completed report might serve not 
only as a handy reference source for those who attended the conference, but 
also as an "experience guide" for those who could not. 
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APPENDIX A: CONFERENCE PROGRAM 


8:30- 9:30 a.m. Registration 
and Coffee 


9:30- 9:45 a.m. Call to Order 


Greetings and 
Introductions 


Remarks of the 
Conference 
Chairperson 


9:45-10:30 a.m. Keynote 
Address 


10:30-12:15 p.m. A Community 
Discu sion 


Interviewers: 


247-890 0 - 77 - 3 
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Crabtree Auditorium 


J. Oscar Lee, Chairperson, Program 
and Policy Committee 
National Center for Quality 
Integrated Education 


Terry Herndon, Executive Director 
National Education Association 


Donald W. McEvoy, Vice
President for Programs 


National Conference of Christians 
and Jews 


Dorothy Height, President 
National Council of Negro Women 
Director, Center for Racial Justice 
National Board of the YWCA 


of the USA 


Ben Holman, Director 
Community Relations Service 
U.S. Department of Justice 
Washington, D.C. 


"Coalescing for Smooth Transition" 


Donald R. Shire, Director 
National Center for Quality 


Integrated Education 


Bertram Levine, 
National Liaison Officer 
Community Relation Service 
U.S. Department of Justice 







Respondants: 


Resource 
Persons: 


12;15-12:25 p.m. Special 
Videotaped 
Message 
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CLEVELAND, OHIO; 
Greater Cleveland 


Interchurch Council 
Del Jones 


DETROIT, MICHIGAN: 
Coalition for Peaceful Integration 


Elwood Hain 
Marcia Pitcole 


LOUISVILLE, KENTUCKY: 
The Task Force for Peaceful 


Desegregation 
Thomas Quigley 
Samuel Robinson 


KANSAS CITY, MISSOURI: 
Quality Education Task Force 


James Leffingwell 
Ashton Stovall 


MILWAUKEE, WISCONSIN: 
Greater Milwaukee Conference on 


Religious and Urban Affairs 
John Fischer 
James Lyles 


OMAHA, NEBRASKA: 
Concerned Citizens for Omaha 


Kenneth Kershaw 


U.S. Community Relations Service, 
Dayton, Ohio 


Tommie Jones 


Ohio AFL-CIO 
Warren Smith 


Questions from the audience 


George Meany, President 
AFL-CIO 







12:30- 2:15 p.m. Luncheon 
Address 


2:30- 4:30 p.m. Problemsolving 
Workshops 


Chairperson: 


Coordinator: 


Resource 
Persons: 
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John Buggs, Staff Director 
U.S. Commission on Civil Rights 
Washington, D.C. 


A) THE LOCAL COMMUNITY 
ORGANIZATION'S ROLE IN 
WORKING TOWARD 
PEACEFUL IMPLEMENTATION 
AND BEYOND 


Elwood Hain, Past President 
Coalition for Peaceful Integration, 


Detroit, Michigan 


Rita Scott, U.S. Community 
Relations Service 


Detroit, Michigan 


Leon Hall 
Education Program Officer 
Southern Regional Council 
Atlanta, Georgia 


Carmencita Jones, Chairperson 
Quality Integrated Education 


Committee 
Springfield, Massachusetts 


Robert Kolze 
Metropolitan Churches United 
Dayton. Ohio 


W.M. (Mort) Mondale 
The "UNI-serv" Unit 
Aberdeen, South Dakota 


A. Robert Phillips 
Boston, Mas achusetts 


Joseph Radelet, Associate Director 
Detroit, Michigan 
Round Table, NCCJ 







B) THE NATIONAL ORGANIZA nON'S ROLE IN 
FURTHERING LOCAL COALITION EFFORTS 


Chairperson: 


Coordinator: 


Resource 
Persons: 


Betty Olive, Associate Director 
Center for Racial Justice 
National Board, YWCA of the USA 


J. Oscar Lee, Senior Consultant 
National Conference of Christians 


and Jews 


J. Blaine Fister, Director 
Public Education Concerns 
National Council of Churches 


Carol Gibson 
Director of Education 
National Urban League 


Yvonne Price, Executive Assistant 
Leadership Conference 


on Civil Rights 


Harold H. Viehman 
National Director 
Ministries in Public Education 


Tom§s Villarreal, Jr. 
Executive Director 
National Education Task Force 


de la Raza 


C) THE BUSINESS COMMUNITY'S ROLE IN 
WORKING TOW ARD PEACEFUL AND 
EFFECTIVE IMPLEMENTATION 


Chairperson: 


Coordinators: 
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John Holcomb, Oirector 
Public Affairs Resource Centers 
Public Affairs Council 
Washington, D.C. 


Jonathan Chase 
U.S. Community Relations Service 
Philadelphia, Pennsylvania 







Resource 
Persons: 


Robert Greenwald 
U.S. Community Relations Service 
Dallas, Texas 


Kenneth B. Kershaw, Director 
National Conference of Christians 


and Jews, Omaha, Nebraska 


Rene Martinez, Manager 
Department of Urban Affairs 
Chamber of Commerce 
Dallas, Texas 


William H. O'Brien 
Co-Chairperson, PRO-Detroit 
Executive Secretary 
Civic Searchlight, Inc. 
Detroit, Michigan 


Ervin Neff 
Coordinator of Special Projects 
Minnesota Higher Education 


Coordinating Board 
St. Paul, Minnesota 


D) COALITION BUILDING OF COMMUNITY/ 
SCHOOL PARTNERSHIPS 


Chairperson: 


Coordinator: 


Resource 
Persons: 
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Pat Pruden 
Human Relations Officer 
Prince George's County 


Public Schools, Maryland 


Charles Collins, Assistant Director 
National Center for Quality 


Integregated Education 


R. Boyd Bosma 
Civil Liberties and 


Intergroup Relations 
National Education Association 







-


J. Michael Fay, Project Director 
Los Angeles Urban Project 
Los Angeles, California 


Del Hagin 
Community Ministries of 
Prince George's County, Maryland 


Winston E. Turner 
Immediate Past President 
National Association of Elementary 


School Principals 


Barbara VanBlake 
Director of Human Rights 
and Community Relations 
American Federation of Teachers 


Jean Oliver 
Human Relations Department 
Prince George's County 


Public Schools, Maryland 


E) THE COALITION'S ROLE IN INFLUENCING 
THE RECIPROCAL IMPACT OF 
DESEGREGATION ON STUDENT 
DISCIPLINARY PROCEDURES 


Chairperson: 


Coordinators: 


Resource 
Persons: 
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Betty Pickett 
ESAA Project Director 
National Conference of Christians 


and Jews, Memphis, Tennessee 


Bertha Hudson, Consultant 
U.S. Community Relations Service 
Atlanta, Georgia 


Althea Simmons 
Director for Education Programs 
NAACP, New York, New York 


Heinda Borowski 
Program Director 
National Conference of Christians 


and Jews, Memphis, Tennessee 







James Coleman 
Associate Superintendent for 
Community Development 
Jefferson County School Systems, 
Kentucky 


Ann Co lister 
Parkdale Senior High School 
Prince George's County, Maryland 


Winifred Green, Director 
Southeastern Public Education 


Program 
American Friends Service 


Committee, Atlanta, Georgia 


James Love 
Cross lands Senior High School 
Prince George's County, Maryland 


Charles F. Ray, Headmaster 
Roxbury High School 
Roxbury, Massachusetts 


F) THE RELATIONSHIP OF THE M UL TI
LINGUAL/ MUL tJ-CUL TURAL COMMUNITY TO 
THE DESEG REGA TION PROCESS 


Chairperson: 


Coordinator: 


Resource 
Persons: 
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Carlos Saavedra 
Executive Director 
Bilingual/ Bicultural Project 
Colorado State Department of 


Education, Denver, Colorado 


Silke Hansen 
U.S Community Relations Service 
Boston, Massachusetts 


Frieda Garcia, Director 
Consultant and Education 
Boston, Massachusetts 


Richard Hiller 
Puerto Rican Legal Defense Fund 
New York, New York 







Pat Perez, Teacher Rights Division 
National Education Association 
Chicago, Illinois 


John Tsang 
Bilingual Education Project 
Boston Public Schools 
Boston, Massachusetts 


G) THE FINANCING OF THE COALITION AND 
RELATED FINANCIAL PROBLEMS 


Chairperson: 


Coordinator: 


Resource 
Persons 


Robert O. Bothwell, Director 
School Finance Reform Project 
National Urban Coalition 
Washington, D.C. 


Norman H. Vant, Chairman 
Desegregation Institute 
Rider College, Trenton, New Jersey 


Marilyn Braveman 
Director of Education 
American Jewish Committee 
New York City 


Marcia Pitcole, Director 
Coalition for Peaceful Integration 


Project, Detroit, Michigan 


H) THE ETHNIC DIMENSION OF A 
DESEGREGATION PROCESS 


Chairperson: 


Coordinator: 


Resource 
Persons: 
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Paul R. Gibson, Director 
Urban and Ethnic Education 
Illinois Office of Education 
Chicago, Illinois 


Catherine Z. Brown 
Ethnic Heritage Studies Program 
U.S. Office of Education 
Washington, D.C. 


Paul G. Barker 
Director of Education Projects 
Institute on Pluralism and Group 


Identity, New York City 







4:45- 5:00 p.m. Follow-up 


5:00 p.m. 


Remarks 
Crabtree 
Auditorium 


Conference 
Wrap-Up 


David Cohen, Coordinator 
Ethnic Materials Task Force 
American Library Association 
Flushing, New York 


Samuel B. Ethridge, Director 
NEA Ethnic Heritage Studies 


Assessment Project 
Washington, D.C. 


Elinor Hart, Project Manager 
NEA Ethnic Heritage Studies 


Assessment Project 
Washington, D.C. 


Mew-Soong Li 
Community Development Program 
Office of Economic Opportunity 
Dallas, Texas 


Donald R. Shire, Director 
National Center for Quality 


Integregated Education 


Dorothy Height 
Conference Chairperson 


A display of coalition developed materials will be available for your 
information and use at the conclusion of the conference in Crabtree 
Auditorium. In addition, a film will be previewed at that time which was 
developed and produced by the Dallas business community. The twenty 
minute film will be introduced by Rene Martinez, Dallas, Texas 
Chamber of Commerce. 


Conference Manager: Christine Kirk, National Center for Quality Integrated 
Education 


27 







APPENDIX B-TEXT OF SPEECH BY BEN HOLMAN, DIRECTOR, 
COMMUNITY RELATIONS SERVICE 


U.S. DEPARTMENT OF JUSTICE 


Four years ago, some 50,000 Latinos, Whites and Blacks took to the streets 
of Boston behind their Mayor, their Governor, and a phalanx of civic leaders. 
They marched to put an end to the beatings and the hatred that exist in that city. 
Among the marchers was a college student who is quoted as saying: "This 
should have happened two years ago. Now it may be too late." 


The tragedy of Boston, a city whose proud reputation is now in disrepute 
around the world, may well serve other cities. When conciliation specialists and 
mediators of my agency, the Community Relations Service, respond to 
communities requesting assistance to help implement a desegregation plan, 
they suggest, first of all that the community draw on the experience of other 
cities that are experiencing or have experienced the process. 


We often suggest contacting certain people in Boston, among other cities 
because much has been learned and a lot of good programming has been done 
there. However, we often get the reply: "Forget how it was done in Boston; tell 
us how it was done in Detroit." 


It seems Americans have a new rallying cry. Instead of "Remember the 
Alamo" or "Remember Pearl Harbor," it is: "Let's not have another Boston." 


Perhaps that rallying cry is what brought mimy of you tothis conference.lfit 
is, let's all say, "Thank you Boston!" 


Boston should not be made a Whipping boy; the problem should not be 
viewed in terms of heroes or villains. To read the painless and the painful 
experiences with desegregation in terms of heroes and villains is to make an 
erroneous assessment. The problem lies in the complex web of the human 
condition-the interplay of ignorance, fear, anxiety, insecurity, racism, and 
civic leadership politics. 


The seeds of turmoil are present in all cities. Whether they sprout and grow 
depends on the gardeners. 


Let us say simply that in Boston the weeds got the jump on the gardeners. The 
problem got ahead of the situation, and it's always hard to play catch-up. 
Hopefully, the solution seekers here today are ahead of the problem. Once 
ahead, it's easier to stay ahead. 


We are here today to learn by sharing experiences how community 
organizations can help their school districts desegregate without turmoil. 
Although we come from many places and possess varied backgrounds, we all 
have one or more of the following things in common: Love of community, 
concern for children, respect for law, and realism. 


We all see desegregation down the road and know that, like it ornot, it cannot 
be pushed aside or washed away. It will come with or without turmoil. The 
transition can be productive or destructive. We are here because we want to 
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learn how to accentuate the productive and minimize the destructive potential. 
Hopefully, this conference will produce, for the first time, a compilation of 


the body of knowledge contained in our collective experience. The Conference 
Report, which will record these experiences, will be published. 


Feel free to call upon the regional offices of this agency, the CRS, or the 
National Center for Quality Integregated Education-ealled QIE- for 
technical assistance. Literature about these organizations is available to you. 
We'll help you, to the limit of ourresources. Ifwe can't help, maybe we'll beable 
to refer you to someone who can. 


We're here today to find ways to prepare our communities for a smooth 
: desegregation transition by organizing coalitions to realize this goal. This is a 


job, I'm sure most of you know, which requires patience. 
In establishing a coalition we must begin with a recognition that a coalition 


can be a house of many mansions-with some of them outside the house. In 
some cities the business community will be part of the inner council; in others it 
will be doing its own thing with a partial overlap. Some civil rights 
organizations will be included, others may believe they can better serve their 
advocacy role by staying out. Somecoalitions are leagues of smaller coalitions. 


In establishing your coalition, I suggest that you strive to make your 
cooperating network as inclusive as possible. Perhaps the hardest problem 
faced will be that of reaching out to the segment that is opposed to 
desegregation. The biggest mistake you could make in trying to establish your 
coalition would be to write off this segment as the enemy. This will only serve to 
enlarge the resistance to implementation. 


Once the inevitability of desegregation is clear, it is possible to make 
common cause with some who would prefer the status quo but place top 
priority on the safety and well-being of children and respect of law. I urge that 
you make sure there is a place for them in your network. 


In reaching out to the resistant community, a natural bridge just might be 
organized labor. Today, there are some who say that labor isn't playing as 
important a role as it could in this regard. It may be due in some cities to 
reluctance on the part oflocallabor leadership; it may also be dueto insufficient 
efforts on the part of local coalition leadership to bring in local labor 
leadership. 


However, in the past year, I know that the AFL-CIO has been engaged in 
vigorous and productive efforts to encourage labor's involvement in working 
for peaceful implementation of desegregation plans. This effort has enjoyed the 
personal leadership of Mr. Meany whose special message you will hear later 
this morning. A film of his address will be available for use in your communities 
upon request. Several representatives of international unions and centrallabor 
councils are at this meeting to discuss ways to bring about a better fusion of 
effort. 


Before discussing the role of coalitions, I want to say a word hereabout your 
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franchise, which is your license to operate. 
Some coalitions are slow to form because everyone is waiting for an 


investiture. They ask: "Who am I, the ChamberofCommerce?''''Who am I, the 
League of Women Voters?" "Who am I, the Metropolitan Church Council?" 
"Education is the responsibility of the school board. Public safety is handled 
by the police. Political leadership rests with the mayor-and none of them has 
sought my help." 


All true! But not true enough! 
Your investiture must be self-determined. Your authority derives from an 


old American tradition of citizen responsibility and initiative. This self
investiture comes with the realization that desegregation in today's climate is 
too important to be left alone to the school board, the police chief, the mayor 
and the council. They need your help whether they know it or not. 


Now that poses a very delicate responsibility for a self-ordained coalition: 
How to inspire, to coax, to insist, to help; howtoavoid unwarranted intrusion; 
when to lead the official leaders; how to give them support; how to convince 
them to make good use of you. 


The appropriate role of the coalition is multifold. It requires service at many 
levels: To advocate policy in high places, and, when necessary, to provide 
volunteers as hallway and bathroom monitors. It means orchestrating 
whatever community resources can be drawn uponforwhateverjobs need to be 
done. This wiH vary with the community. 


For example, in one city, the mayor's office and the school board may have 
collaborated to establish an effective rumorcontroland information center. In 
another, the coalition may have to sell the idea, blueprint its operation, and 
provide much of the staff. 


Let me d well on this one form of coalition service to illustrate what I mean by 
orchestration of resources. 


What are the subjects on which the community needs education? 
Well, first there is the law. What does the Constitution require? Why did the 


court rule as it did? What were its findings? Is its remedy consistent with the 
rulings of appellate courts and the Supreme Court? Was the judge in error or 
would any FederaIjudge have arrived at a similar decision? 


Enlist the Bar Association to prepareastatementansweringthesequestions. 
Find a corporation to fund publication of the answers. Organize a media 
committee to gain editorial endorsement of the statement. Organizeaspeakers 
bureau to interpret it to the community. Utilize your network of churches, 
neighborhood associations, service organizations to convene city-wide and 
neighborhood meetings to discuss it. 


Do the same thing with regard to: 


• Features of the desegregation plan; 
• Police and school plans for the safety of children; 
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• The transportation plan; and 
• Plans for maintaining and upgrading the quality of education. 


Coalitions should feel free to assure themselves thatall involved agencies are 
doing whatever can be done to prepare for a smooth implementation. And you 
should seek community involvement in all appropriate aspects of that prepara
tion. 


Coalitions must ask themselves these questions: 


• Are the police and schools drawing contingency plans well in advance? 
• Are schools and police engaged injoint planning at city-wide and precinct 


levels? 
• Are both institutions offering in-service training to equip supervisors as 


well as rank-and-file for the special responsibilities and problems desegre
gation will require? 


If the answer is no to all or even one of those questions, then they had better 
get to work. 


Let's talk briefly about money. As we all know, coalitions, like most 
organizations face a problem of funding. However, they usually struggle along 
in a variety of ways-generally inadequately. 


Local corporation foundations and church organizations sometimes pro
vide seed money. Federal programs are another type of resource. ESAA funds 
from the U.S. Office of Education, unfortunately, become available too late
only after a desegregation plan has been approved. Community preparation 
for desegregation should have begun long before then. 


Within this room are experts who have learned about funding through hard 
experience. They will share that experience with you today. 


A major role of the coalition is to play politics. SmaU"p""politics."The best 
mayor in the world, the best school board member is no better than his ability to 
get elected or reelected. N one of them can afford to playa losing hand. Work to 
make sure that wise leadership which resists turmoil is recognized as a winning 
hand. 


Although many of you know how to do this much better than I, let me suggest 
just a few general approaches. Any elected official knows only two kinds of 
people: Those he or she can count and those he or she can weigh. Both are 
important. Deal with the heavyweights first-the people of influence; both 
downtown and in local neighborhoods. Reach out to them, bring them into 
your movement, encourage them to be seen and heard in support- on the 
platform, in print, behind the scenes. 


With regard to the general public, always keep in mind that the majority 
starts out on your side. Whatever their opinions on desegregation or busing, 
obeying the law is a central fiber of their self identity. 


Remember that when good men are silent, and the loudest sounds one hears 
are the trumpets of resistance and discord, a bandwagon psychology takes 
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hold. That's when the grass gets ahead of the gardener. It's important at the 
earliest opportunity that civic leaders and community organizations make 
clear to their respective constituencies and to the public at large that the ethos of 
your city-the essence of our community-is built around respect for law, 
concern for children, and practical realism in accomodating necessary change. 


Coalitions should familiarize themselves with, and utilize, whatever re
sources are available-not the least of which is the Community Relations 
Service of the Justice Department. For those of you who are not yet familiar 
with CRS, let me indicate briefly how we can be useful toyou. We were created 
by the Civil Rights Act of 1964 to help win voluntary compliance with civil 
rights law and to serve as the Nation's race-relations trouble-shooter to help 
communities deal with group conflict. Our staff of 65-mostly veteran, 
mediators and conciliators-learned their trade from our agency's experience 
at such places as Selma, Watts, Boston, and Wounded Knee. More important
ly, we have worked in literally thousands of cases affecting schools, helping 
school and community leaders solve problems-where the problem never hit 
front page headlines because the story was peace, not conflict. 


We have worked in scores of communities to bring about peaceful imple
mentation of school desegregation plans. We work with organizations, coali
tions, schools and police departments: We provide technical assistance 
through staff specialists and consultants, we facilitate exchanges of experience 
between communities, we provide training for police and school personnel, we 
help design police contingency plans and school security plans, we help in 
structuring rumor control and community information centers. 


Our services are free; they may be triggered by a single telephone call at any 
time of the day or night to any of ten regional offices scattered around the 
country. 


Some of our regional offices will be carrying a peak case load this summer 
and fall. But we'll go to overload if necessary, because helping you to solve your 
disputes and difficulties is what our work is all about. 


Thank you very much. 


May 19, 1976 


APPENDIX C- TEXT OF SPEECH BY GEORGE MEANY 
PRESIDENT, AFL-CIO 


The following is the text of the remarks by AFL-CIO President George 
Meany in a filmed message to the May 19 Washington, D.C. Conference on 
"Des~gregatio~ Without Turmoil" sponsored jointly by the Community 
RelatIOns ServIce ofthe U.S. Department of Justice and the National Center 
for Quality Integrated Education: 
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While I would like very much to be with you in person today, I cannot, for the 
AFL-CIO Executive Council meets at exactly the same time. So I greet you 
through this medium and congratulate both the sponsors and the delegates 
from all the organizations that are participating. All Americans haveastake in 
your success, and you have the best wishes and the full support of the AFL
CIa. 


The title of this conference, "Desegregation Without Turmoil," is by no 
means wishful thinking. There is an honor roll of cities that have succeeded in 
ending discrimination in the schools without public disorder. Nothing, itseems 
to me, is more important than to study their case histories, analyze their 
experience and try to apply it to other cities that are not yet in compliance with 
the Brown Decision of 1954 and the Civil Rights Act of 1964. 


Few issues in our time have generated as much heat and confusion as this 
matter of simple justice: public acknowledgement that every American child, 
regardless of race, creed or color, has an equal right to the highest standard of 
education available. There should be no doubts, no resistance, no need for 
court orders to achieve this basic, democratic goal. 


And in many cities where the justice of desegregation was recognized, there 
were good faith efforts, careful planning, fair and workable procedures
teachers, parents and children were kept informed every step of the way-and 
the forecasts of turmoil proved groundless. 


The problems not only proved surmountable, most didn't even exist, except 
in the imaginations of the fearful. 


In this area, as in the economic area, Franklin D. Roosevelt put his finger on 
a profound truth when he said, "We have nothing to fear but fear itself." 


President Roosevelt didn't tell America to whistle in the dark. He knew that 
fear is a destructive and dangerous threat to human relations and public order 
that has to be rooted out and overcome. 


Fear caused the outbreaks of violence that have characterized every 
reactionary attack on desegregation from Little Rock to Louisville and 
Boston. 


Fear of the unknown. Fear on the part of people that they are somehow in 
some way, being pushed around again. Fear that others are gaining an unfair 
advantage. Fear arising from ignorance and misunderstanding. Fearexploited 
and inflamed by those who seek power positions for themselves and who are 
willing to destroy communities as longas they end up controlling the wreckage. 


Let's think back a moment to the Little Rock crisis: It was there that the 
struggle to desegregate the schools began, and it was there that the eventual 
outcome of that struggle was decided. 


We all remember the ftims, night-after-night on television, of faces distorted 
with anger and hate, and the federal troops that were needed to implement the 
court order. 


President Eisenhower didn't shrink from his duty as chief magistrate of the 
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United States to defend the Constitution and faithfully execute the nation's 
laws. 


The turmoil ended. The schools were desegregated and the Constitution 
prevailed. And I suspect that the people and the children of Little Rock look 
back now and wonder what all the excitement was about. 


Where are the hot spots today? Certainly not in the South. All the evidence is 
that the people of the South have resolved not to let themselves and their 
children be put through more Little Rocks. They looked at the inequities in 
their own school systems and set about correcting them in a fair and orderly 
way. Therewereargumentsand debates, but those who tried to whip up discord 
were playing a losing game. The overwhelming majority of Southern people 
wanted solutions, not conflict. The process is, of course, not entirely complete, 
but all over the South solutions are being found. Desegregation of schools is 
moving ahead. And the South is setting an example the rest of the country 
should follow. 


During the Little Rock troubles and for a long time after, the rest of the 
country smugly and stupidly marked time. In the North and the border states 
too many considered racial discrimination exclusively a problem of the South. 
Many northern liberals flattered themselves that their part ofthe country was 
somehow more reasonable, more deeply committed to democratic values, that 
selfishness and exclusiveness and distrust of strangers ran less deep. 


Well, they were wrong. No region has a corner on virtue or goodwill or 
common sense. There are saints and sinners and peacemakers and mischief
makers everywhere. 


And there is discrimination in the North. And the courts have ordered it to be 
abolished in the schools because it violates the Constitution. 


And so, there has been civil disorder and hate in Boston and Louisville that is 
almost identical to that in Little Rock nearly20 years ago. Some politicians and 
candidates have ignored the issue of equal justice and quality education. 
Demagogues have vented theirspleen on busing, as ifbusingwere the real issue. 


The facts prove that busing is not the issue. 
More than 40 percent of the children of this country ride buses to school 


every day and only 3 percent do so because of court orders. 
American taxpayers spend a billion dollars a year to keep the school buses 


running. They do it because they want quality education fortheirchildren, and 
they have been consolidating schools and school districts and expanding 
busing for 50 years with that end in view. 


We~l, .it works. The big yellow bu es have improved the quality of education 
for millions, and there isn't the slightest reason to pretend, uddenly, that 
school busing is somehow, in itself, harmful or undemocratic . 
. No, busing is not the issue. The issue is quality education. The issue is the 


right of every child to have equal access to that quality education. 
Ideally that child ought to be able to get quality education in a neighborhood 
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school. But if the community refuses, if a federal judge finds the Constitution 
is being violated and orders busing as the only way to obtain that quality 
education, then there must be busing. 


I don't pretend to have any quick solution to the problems of Boston and 
Louisville. 


Thejudges had no other recourse under the law. They did their duty. It is the 
communities that failed their obligation: first, to quality education for all; and 
second, to adequately prepare the people-the parents and children-for the 
task of living up to the law of the land. 


As a result, fear-and the anger and hatred that fear begets-swept those 
cities. Opportunists and demagogues, who flourish on disorder, rushed to the 
soap boxes and we all know the results. 


But those results could have been avoided. Such tragedies can and must be 
prevented in the future, by involving the entire community in the search for 
equity. 


In every city where the courts have ordered action to desegregate the schools, 
the churches, service clubs, civic organizations, civil rights groups and, 
certainly, the unions, must be mobilized. They must accept responsibility for 
sharing in the planning of school assignments, bus routes and schedules and 
all other aspects of a workable desegregation program. They must head off any 
appearance of gerrymandering or buck-passing aimed at favoring any 
neighborhood over any other. 


Above all, they have to keep their members informed. They have to 
demonstrate at all times that the contemplated changes are being proposed in 
good faith. That the aim is to provide the best quality education for all of the 
children. And that nobody is getting more or less than a fair and just share. 


The AFL-CIO is fully committed to help build such bridges and create such 
forums in the cities where school desegregation is underway. We intend to help, 
as well, in many other cities, including those in which the courts have not acted. 
In our view, ensuring justice for school children is ajob that should be done ' 
willingly and promptly in every community, without waiting for orders. 


Union members know, through their experience at the bargaining table, that 
there are no problems that can't be solved if there is good faith on all sides and if 
all parties are looking for solutions, not for conflict. 


We in the labor movement are determined to find solutions that are just and 
fair, that meet the constitutional and moral requirements of equality. And I am 
sure that all the organizations represented in this conference share that 
determination. We have a bigjob to do, but, together, we shall overcome. 


Thank you, and good luck to you all. 


May 19, 1976 
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APPENDIX D: SELECTED INDIVIDUAL AND 
ORGANIZATIONAL RESOURCES: 


LOCAL COALITION RESOURCES 


BUFFALO, NEW YORK 14202 


Vincent Bowditch 
Buffalo Committee for Quality Integregated Education 
c/ o NCC] 
235 Statler Hilton Hotel 
(716) 853-9596 


CLEVELAND, OHIO 44115 
Greater Cleveland Project 
2330 Euclid A venue 
(216) 621-5925 


DALLAS, TEXAS 75202 
Paul Geisel 
Director, Dallas Alliance 
1507 Pacific 
Fidelity Union Tower 
3rd Floor 
(214) 745-1386 


DA YTON, OHIO 45402 


Robert Kolze 
Director, Metropolitan Churches United 
212 Belmonte Park East 
P.O. Box3 


DETROIT, MICHIGAN 48235 
Marcia Pitcole 
Coalition for Peaceful Integration 
18100 Meyers 
(313) 864-8500 
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William H. O'Brien 
(former) Co-Chairperson 
PRO Detroit 
2216 Commonwealth Building 
48226 
(313) 963-9535 


INDIANAPOLIS, INDIANA 46208 


Thomas J. Weber 
Indiana Interreligious Commission on Human Equality 
1100 W. 42nd Street 
(317) 924-4226 


KANSAS CITY, MISSOURI 64111 


Ashton Stovall 
Metropolitan Interchurch Agency 
4049 Pennsylvania 
Suite 307 
(816) 756-1422 


LOS ANGELES, CALIFORNIA 90057 


J. Michael Fay 
Director, Los Angeles Urban Project 
United Teachers of LA 
2511 West Third Street 
(213) 487-5560 


LOUISVILLE, KENTUCKY 40203 


Rev. Thomas Quigley 
Task Force for Peaceful)ntegration 
850 South Fourth 
(502) 585-4076 


MEMPHIS, TENNESSEE 38111 


Rev. James H. Holmes 
(Former) Chairman 
Project IMPACT 
400 South Highland 
(901) 454-0448 
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MILWAUKEE, WISCONSIN 53202 
Michele Goldstein 
Coalition for Peaceful Schools 
1442 Farwell Avenue, Suite 303 
(414) 276-9050 


OMAHA, NEBRASKA 63105 
Kenneth Kershaw 
National Conference of Christians & Jews 
423 The Center Building 
(402) 346-3357 


PRINCE GEORGE'S COUNTY, MARYLAND 20785 
J . Harrison Ager 
(Former) Co-Chairman 
Prince George's Coalition for School Desegregation 
8812 Sterling Street 
Landover, Maryland 
(30 I) 773-6890 


Benjamin Winters 
(Former) Co-Chairman 
Prince George's Coalition for School Desegregation 
5804 Dewey Street 
Cheverly, Maryland 
(30 I) 773-3663 


SYRACUSE, NEW YORK 13210 
Rev. Robert Rasberry 
The Ad Hoc Caucus on School Integration 
c/ o Church Women United of New York State, Inc. 
3049 Genesee Street 


Andrew Willis 
Executive Director 
The Urban League of Onondaga County, Inc. 
100 New Street 13202 
(315) 472-6955 
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WILMINGTON, DELAWARE 19801 
David Weber 
Delaware Equal Education Process (DEEP) Committee 
c/ o Urban Coalition of Metropolitan Wilmington, Inc. 
407 West 9th Street 
(302) 656-9452 


COMMUNITY RELATIONS SERVICE 
U.s. DEPARTMENT OF JUSTICE 


The Community Relations Service (CRS) helps communities to resolve 
problems related to discrimination based on race, color, or national origin. It 
seeks to make available to disputing parties methods and strategies for 
resolving their differences without having to resort either to litigation orviolent 
and disruptive tactics. 


CRS works with organizations, coalitions, schools, and police departments. 
In scores of communities CRS has ... 


· .. provided technical assistance through staff specialists and consultants. 
· .. facilitated exchanges of experience between communities 
· .. provided training for police and school personnel 
· .. helped design police contingency plans and school security plans 
· .. helped structure rumor control and community information centers 
CRS accepts requests for help from any partytoa dispute orother interested 


persons. All regional offices are on call 24 hours a day, seven days a week. 
The agency has prepared several papers related to issues and activities 


presented in this report. For instance, through its regional offices, resource 
materials are available on such subjects as afflfmative action, race relations, 
communication/ information, the role of communication in school desegrega
tion, school/community partnership, security provisions, standards and 
guidelines for rumor control centers, and student discipline codes. 


REGIONAL OFFICES: 


ATLANT A 30303 
Room 900 
75 Piedmont Avenue, NE 
(404)526-6883 


BOSTON 02114 
Room 1304 
150 Causeway Street 
(617) 223-5170 
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CHICAGO 60603 
Room 1440 
55 East Monroe Street 
(312) 353-4391 


DALLAS 75202 


Room 13B-35 
Federal Building 
1100 Commerce Street 
(214) 749-2457 


DENVER 80202 


4th Floor 
1531 Stout Street 
(303) 837-2973 


KANSAS CITY, MISSOURI 64106 


Room 121 
911 Walnut Street 
(816) 374-2022 


NEW YORK 10007 


Room 3400 
U.S. Customs and Court House 
26 Federal Plaza 
(212) 264-0700 


PHILADELPHIA 19106 


Room 309 
U.S. Customs House 
2d and Chestnut Streets 
(215) 597-2344 


SAN FRANCISCO 94105 
Room 703 
100 Mission Street 
(415) 556-2485 


SEAlTLE 98104 
Room 1898 
1915 Second Ave. 
(206) 442-4465 
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NATIONAL CENTER FOR QUALITY INTEGRATED EDUCATION 


In August of 1974, a grant from the Ford Foundation to the National 
Conference of Christians and Jews made possible the establishment of the 
National Center for Quality Integrated Education. This grant afforded an 
opportunity to set up an organization which would further new and extended 
forms of cooperation among national, state, and local organizations to achieve 
quality integrated education. The aim was to aid these organizations to 
coordinate and strengthen their programs and activities, to stimulate them to 
new and increased activities and to give guidance to local organizations in 
program development and execution. 


The goals of the National Center for Quality Integrated Education are as 
follows: 


I. A national mobilization of educational and community groups which 
will catalyze programmatic efforts and develop action strategies toward 
the achievement of quality integrated education in the 1970's. 


2. Coordination of the activities of existing organizations to increase the 
effectiveness of cooperative action for change and to minimize duplica
tion of effort. 


Since the establishment of the National Center for QIE on September I, 
1974, twenty-seven national groups have joined the Center as cooperative 
groups. They are: 


Alabama League for the Advancement of Education 
American Association of School Administrators 
American Federation of Teachers 
American Jewish Committee 
American Jewish Congress 
American Library Association 
Anti-Defamation League of B'nai B'rith 
Association for the Study of Afro-American Life & History, Inc. 
ASPIRA of America, Inc. 
Ministries in Public Education 
NAACP/ LDF 
National Association of Elementary School Principals 
National Child Labor Committee 
National Conference of Christians and Jews 
National Council for the Social Studies 
National Council of Churches of Christ in the U.S.A. 
National Council of Negro Women 
National Education Association 
National Education Task Force de la Raza 
National Scholarship Service and Fund for Negro Students 


41 







National Urban Coalition 
National Urban League 
Rural Education Association 
Southern Christian Leadership Conference 
Southern Regional Council 
Student NEA 
Young Women's Christian Association of the USA-National Board 


The office of the Natiomil Center is located at 1201 16th St. N.W., Room 
403, Washington, D.C. 20036. 


THE UNITED STATES COMMISSION ON CIVIL RIGHTS 


The United States Commission on Civil Rights is an independent,"bipartisan, 
factfinding agency established by Congress under the Civil Rights Act of 1957. 


Authority: The Commission is authorized to-


· .. Investigate complaints alleging that citizens are being deprived of their 
right to vote because of race, color, religion, sex or national origin; or, in 
the case of Federal elections, by fraudulent practices. 


• .. Study legal developments constituting a denial of equal protection ofthe 
laws under the Constitution because of race, color, religion, sex, or 
national origin, or in the administration of justice. 


· .. Appraise the laws and policies ofthe Federal Government with respect to 
denials of equal protection of the laws under the Constitution because of 
race, color, religion, sex, or national origin, or in the administration of 
justice. 


· .. Serve as a national clearinghouse for civil rights information. Submit 
reports of its activities, findings, and recommendations to the President 
and Congress. 


REGIONAL OFFICES 


Northeastern Regional Office 
U.S. Commission on Civil Rights 
26 Federal Plaza, Rm. 1639 
New York, New York 10007 
(212) 264-0400 
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Southern Regional Office 
u.s. Commission on Civil Rights 
Citizens Trust Bank Building 
75 Piedmont Ave. NE, Rm. 362 
Atlanta, Georgia 30303 
(404) 526-4391 


Mid-Atlantic Regional Office 
U.S. Commission on Civil Rights 
2120 L Street NW, Rm. 510 
Washington, D.C. 20425 
(202) 254-6717 


Central States Regional Office 
U.S. Commission on Civil Rights 
219 So. Dearborn St., Rm. 1428 
Chicago, Illinois 60604 
(312) 353-7371 


Central States Regional Office 
U.S. Commission on Civil Rights 
Old Federal Office Building 
911 Walnut Street, Rm. 3103 
Kansas City, Missouri 64106 
(816) 374-5253 


Southwestern Regional Office 
U.S. Commission on Civil Rights 
New Moore Building 
106 Broadway, Room 249 
San Antonio, Texas 78205 
(512) 225-4764 


Mountain States Regional Office 
U.S. Commission on Civil Rights 
Ross Building 
1726 Champa Street, Room 216 
Denver, Colorado 80202 
(303) 837-2211 
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Western Regional Office 
U.S. Commission on Civil Rights 
312 North Spring Street, Room lOIS 
Los Angeles, California 90012 
(213) 688-3437 


OFFICE OF EDUCA TION 
u.s. DEPARTMENTOF HEALTH, EDUCATION AND WELFARE 


The Office of Education (OE) is a part of the Department of Health, 
Education and Welfare's Education Division. Within the Office of Education 
is the Bureau of School Systems which assists local school districts with 
problems related to desegregation. The Bureau of School Systems administers 
both the Emergency School Aid Act (ESAA) and Title IV of the Civil Rights 
Act of 1964 which provides technical assistance awards for general desegrega
tion centers. 


Non-profit private agencies, institutions or organizations may apply for 
ESAA funds to carry out a program in support of the implementation of 
desegregation plans. For further information regarding eligibility for ESAA 
grants and the nearest desegregation center, write your Regional Office. 


REGIONAL OFFICES: 


Correspondence should be addressed to: 
ESAA Program Manager 
U.S. Office of Education 
Equal Educational Opportunity 


Region I: 


Connecticut, Maine, Massachusetts, New Hampshire, Rhode Island, and 
Vermont: 


John Fitzgerald Kennedy Federal Building 
Government Center 
Boston, Massachusetts 02203 


Region II: 


New York, New Jersey, Puerto Rico and Virgin Islands: 
Federal Building 
26 Federal Plaza 
New York, New York 10007 
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Region III: 
Delaware. District of Columbia. Maryland. Pennsylvania. Virginia and West 
Virginia: 


P.O. Box 13716 
Philadelphia, Pennsylvania 19101 


Region IV: 
Alabama, Florida, Georgia, Kentucky, Mississippi, North Carolina, South 
Carolina, and Tennessee: 


50 7th Street N.E. 
Atlanta, Georgia 30323 


Region V: 
llJinois, Indiana, Minnesota, Michigan, Ohio and Wisconsin: 


300 South Wacker Drive 
Chicago, Illinois 60606 


Region VI: 
Arkansas, Louisiana, New Mexico, Oklahoma, and Texas: 


1114 Commerce Street 
Dallas, Texas 75202 


Region VII: 
Iowa, Kansas, Missouri, and Nebraska: 


New Federal Office Building 
601 East 12th Street 
Kansas City, Missouri 64]06 


Region VIII: 
Colorado, Montana, North Dakota, South Dakota, Utah, and Wyoming: 


1961 Stout Street 
Denver, Colorado 80203 


Region IX: 
Arizona, California, Hawaii and Nevada: 


50 Fulton Street, Room 359 
San Francisco, Caliiornia 94102 


Region X: 
Alaska, Idaho, Oregon and Washington: 


Arcade Plaza Building-MIS 1509 
1321 Second Avenue 
Seattle, Washington 98101 
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CRS IS THE ARM OF THE U.S. DEPARTMENT OF JUSTICE which helps 
people to settle their differences at the conference table 
rather than in the courts or the streets. Created in the 
Civil Rights Act of 1964, it is the only agency to which 
Congress has assigned the specific and distinct task of helping 
communities to resolve " ... disputes, disagreements or difficulties 
relating to discriminatory practices based on race, color, 
or national origin •.• n CRS assists communities upon request 
of State or local officials or of local citizens or organizations. 
It may also assist on its own motion when it suspects that 
peaceful relations among citizens are threatened. 


CRS' BASIC RESOURCE IS ITS DEDICATED STAFF of women and men, 
all knowledgeable and experienced in the application of the 
techniques and processes comprising the emerging field of 
racial and ethnic dispute settlement. The tri-racial, bi-lingual 
staff works individually or in teams, but always as an objective 
third-party. CRS professionals aren't restricted by the 
bureaucratic maze of red tape; they can respond to a major 
dispute anywhere in the nation or its territories or provinces 
within hours from 10 regional offices scattered across the 
country. Their flexible approach is designed to cope with 
specific disputes and issues which stem from a variety of 
challenging and changing patterns of racial and ethnic problems. 
The focus is always on helping local communities to solve their 
own problems in a way that is equitable to all. There is no 
direct cost to communities for CRS services. 


CONCILIATION, MEDIATION, AND TECHNICAL ASSISTANCE are the 
essential services provided • 


• Conciliation is the act of easing tension, opening 
communication channels among those in disagreement, and taking 
other steps informally to help them to reach accord. Techniques 
applied are influenced by the dimension of the problem, 
but generally they include (1) presenting the facts and 
their interpretation, ( 2) suggesting alternatives and 
solutions, and (3) serving as liaison between and among 
the adversaries and other relevant parties • 


• Mediation is a formal negotiation process which, unlike 
conciliation, is attempted only if both parties elect to 
pursue it. A CRS mediator brings the disputing groups to 
the negotiation table to work out what actions will be taken 
to address alleged discriminatory practices raised by racial 
or ethnic groups. The process usually takes place when a 
controversy is brewing or after it has abated. 
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One objective of mediation is to g:t a bindi~g agreement. 
Another is to create a self-enforclng mechanlsm to assure timely 
implementation of its provisions • 


• Technical Assistance embraces those services CRS provides 
directly to public and private agencies and organizations to 
help them to better alleviate or correct problems which cau~e 
friction between and among racial and ethnic groups. Technlcal 
assistance can range from conducting training in conflict 
management for an organization to providing resource materials 
and program tools and models indicating how other agencies o~ 
community groups dealt effectively with similar problems or lssues. 


DISPUTES IN WHICH CRS GETS INVOLVED MAKE UP A LONG LIST, touching 
on practically every aspect of community life. They range 
from community proble~s arising from educational issues, police
minority disputes, housing, and health and welfare services to 
those associated with the rapidly-expanding Hispanic population, 
American Indians' claims to land, fishing and hunting rights, 
the illegal aliens issue, and changes in the culture of native 
Alaskans prompted by the exploration for new sources of energy. 


CRS SERVICES ARE UTILIZED BY PUBLIC AND PRIVATE AGENCIES AND 
ORGANIZATIONS AND GROUPS IN NUMEROUS WAYS. For example: 


• Federal judges, to oversee implementation of school 
desegregation orders and provide feedback and advice on 
community relations aspects of school desegregation, and 
to mediate as an alternative to litigation of suits brought 
by prison inmate groups alleging denial of their civil rights; 


• Prison administrators, to concilate and mediate 
inmate civil rights grievances before they result in court 
suits, to provide training in conflict management, or to help 
settle prison uprisings; 


.,Private agencies and community groups, to conciliate 
or medlate a host of problems stemming from alleged or 
actual racial or ethnic discrimination; 


, : Law enforcement agencies, to mediate disputes with 
mInorIty groups and for numerous other services including 
train~ng in conflict m~nagement, conducting ass;ssments of 
recruItment and upg~adlng programs, establishing guidelines 
relate~ to use ~f flrearms, establishing or evaluating police/ 
commun~ty r:l~tlons programs, and identifying models for 
effectlve cltlzen- participation mechanisms; 
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· School officials, to mediate disputes with parents 
organizations; to train school security personnel, teachers, 
and other relevant personnel in preparation for school deseg
regation; and generally to provide technical assistance in 
support of planning and implementing the desegregation 
process; 


· Business and industry leaders, to settle disputes 
occurring in the work place which have the potential for violence 
or for halting or impeding business operations; and 


· Federal, State and local agencies, to provide training for 
relevant officials and to conciliate disputes with minorities 
concerning the implementation of various programs for which 
they are responsible. 


A SAMPLE, CATEGORICAL LISTING OF PUBLIC AND PRIVATE AGENCIES 
AND ORGANIZATIONS who are now or have recently utilized CRS 
services follows --


U.S. DISTRICT JUDGES 


Chief Judge Frank J. Battisti, sixth Circuit -- school 
desegregation, Cleveland, Ohio 


Chief Judge John W. Curtin, Second Circuit -- school 
desegregation, Buffalo, New York 


Chief Judge W. Arthur Garrity, Jr., First Circuit -
school desegregation, Boston, Massachusetts 


Chief Judge William M. Taylor, Jr., Fifth Circuit -
school desegregation, Dallas, Texas 


Senior Judge James F. Gordon, Sixth Circuit -- school 
desegregation, Louisville, Kentucky 


Judge Thomas D. Lambros, sixth Circuit -- conciliation, 
Kent State, Ohio, controversy 


Judge John W. Oliver, Eighth Circuit -- technical 
assistance, Jackson County, Missouri, Jail 


Judge Carl B. Rubin, Sixth Circuit -- school desegregation, 
Dayton, Ohio 


Judge E. Gordon West, Fifth Circuit -- prison mediation 
of inmate grievances, Louisiana State Penitentiary, Angola 


Judge Harlington Wood, Jr., Seventh Circuit -- school 
desegregation, Springfield, Illinois 
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PRISON ADMINISTRATORS: 


Kansas State Penitentiary for Men, Lansing -- mediation of 
inmate grievances 


Minnesota State Reformatory For Men, St. Cloud -- mediation 
of inmate grievances 


Washington State Penitentiary, Walla Walla -- mediation 
of inmate grievances . 


Utah State Prison at Draper -- mediation of inmate grIevances 
San Francisco County Juvenile Probation Facility, La Honda 


California - mediation of juvenile grievances 
Colorado Women's Correctional Institution, Canon City -


mediation of inmate grievances 
Nevada State Prison, Carson City -- mediation of inmate 


grievances 
Carson City, Nevada, Prison -- mediation of inmate 


grievances 
Purdy Prison, Tacoma, Washington -- conciliation and technical 


assistance 
California Department of Corrections -- conflict management 


training 


LAW ENFORCEMENT OFFICIALS AND COMMUNITY ORGANIZATIONS: 


Plains, Georgia, Police Department -- training in conflict 
management 


Salt Lake City, Utah, Police Department and the Chicano 
Community Minority Task Force -- mediation, police
minority problems 


Houston, Texas, Police Department and the Coalition For 
Responsible Law Enforcement -- mediation, police restraint 


Belcourt, North Dakota, Turtle Mountain Reservation Police -
training in human relations 


Lincoln, Nebraska, Police Department and the Association of 
Black Citizens -- mediation, administrative procedures 
and policies 


St. Croix, Virgin Islands Police Department technical 
assistance in anti-crime efforts 


Harrisburg, Pennsylvania, Police Department technical 
assistance, establishment of a-crime prevention unit 


Dale City, ~alifornia, Police Department and Filipino 
CommunIty Leaders -- conciliation ---


Springfield, Massachusetts, Police Department and the Citizens 
. Coa~it~on for J~stice -- mediation, police-conduct 


FlInt, Mlchlgan~ PolIce Department and representatives of th~ 
NAACP, NatIonal Urban League, Spanish-speaking InformatIon 
Center, Concerned Pastors For Social Action and Michigan 
Civ~I.Rights Commission -- mediation, and p~lice inservice 
traInIng and examinations 


, 
• 







-- - - ~- - -------- -- ----- - - -----~--~ 
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SCHOOLS ADMINISTRATORS: (non-desegregation related assistance) 


Oberlin, Ohio, school system and the Committee to Improve 
Community Relations -- mediation, affirmative action 


Juneau, Alaska, School System and Black Community Leaders 
technical assistance and conciliation 


Santa Rosa, California, School System -- technical assistance 
Eastern Washington State College at Cheney and the Black Students 


Program -- mediation, affirmative action 
Rapid City, South Dakota State College -- technical assistance 
Ferndale, Washington, School System and the Lummi Indian 


Tribal Council -- mediation, inservice training for teachers 
Danbury, Connecticut, School System -- conciliation and 


technical assistance 
National Indian Education Association -- technical assistance 
Colegio Cesar Chavez, Mt. Angel, Oregon -- conciliation 
Medford, Massachusetts, School System -- conciliation and 


technical assistance 


MUNICIPAL OFFICALS AND ORGANIZATION LEADERS: 


Marion, Ohio, City officials and the NAACP Branch Chapter -
mediation, revenue sharing and affirmative action 


Central Iowa Regional Association of Local Governments and 
representatives of the Inner Urban Alcoholism Center, and 
Gateway Opportunity Center, and American Indian Development 
Center and Spanish-speaking Peoples Association -
mediation, jobs 


Los Angeles, California, County Bar Association -- technical 
assistance and training 


Washington State Department of Fisheries -- technical 
assistance and conciliation 


Independent Truckers, and Pennsylvania Department of 
Transportation or Chester Township officials and Concerned 
Citizens of Chester Township -- mediation, access ramp 
to freeway 


San Jose, California, city officials and Holiday Inns of 
America, Inc. representatives and the Northwest Indian 
Cemetary Protective Association -- mediation, Ohlone 
Indian artifacts 


Nebraska National Guard -- technical assistance and training 
New York City Housing Authority and the Williamsburg Fair 


Housing Committee, and the Division Avenue Tenants Association 
and Los Sures Management Company -- mediation, housing 







6 


Texarkana, Arkansas, city officials and the Arkansas-side 
Council of Presidents -- mediation, revenue sharing, 
affirmative action 


Pleasantville, New Jersey, city officials and the NAACP Branch 
Chapter -- mediation, police promotion procedures, 
affirmative action 


NATIONAL ORGANIZATIONS (THAT CRS WORKS WITH) 


NAACP 
U.S. Chamber of Commerce 
American G.I. Forum 
National Urban League 
Anti Defamation League 
National Education Association 
National Black Police Association 
Mexican American Legal Defense and Education Fund 
AFL-CIO 
Americans for Indian Opportunity 


INFORMATION ABOUT CRS AND ITS ACTIVITIES MAY BE OBTAINED 
by writing, visiting, or calling the offices listed below. 


NEW ENGLAND 
100 Summer Street, Room 1920 
Boston, MA 02110 
(617) 223-5170 


NORTHEAST 
Room 3402 
26 Federal Plaza 
New York, New York 10007 
(212) 264-0700 


MID-ATLANTIC 
Room 309 
2nd & Chestnut Street 
Philadelphia, PA 19106 
(215) 597-2344 


SOUTHEAST 
Room 900 
75 Piedmont Avenue N.E. 
Atlanta, GA 30303 
(404) 526-6883 


MIDWEST 
Room 1113 
175 West Jackson Street 
Chicago, IL 60603 
(312) 353-4391 


SOUTHWEST 
Room l3-B 35 
1100 Commerce Stret 
Dallas, TX 75202 
(214) 749-1525 


CENTRAL 
Room 2411 
911 Walnut Street 
Kansas City, MO 64106 
(816) 374-2022 


ROCKY MOUNTAIN 
1531 Stout Street, 4th Floor 
Denver, CO 80202 
(303) 837-2973 







- - - -~-~--~--- - - - ------ - -


WESTERN 
Room 703 
100 Mission Street 
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NORTHWEST 
Room 1898 


San Francisco, CA 94104 
(415) 556-2485 


915 Second Avenue 
Seattle, WA 98104 
(206) 442-4465 


HEADQUARTERS 
Room 640 
550 11th Street, N. W. 
Washington, D. C. 20530 
(202) 739-4011 


* u.s. GOVERNMENT PRIIIT1NG OFFlCE , 1171 o-26Cr99 1 
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ben holman 


Since school desegregation is presently the subject of 
much discussion, I'd like to address myself specifically 
to some of the real or imagined problems associated 
with the implementation of desegregation plans and 
offer some suggestions which perhaps might help to 
eliminate them, or at least ease their impact. 


The Civil Rights Act of 1964 gave birth to the 
Community Relations Service of the U. S. Department 
of Ju tice. The CRS is an agency created by Congress 
to help communities to resolve problems rooted in 
discriminatory practices which affect American 
Indians, blacks, Mexican Americans, Puerto Ricans, 
and other minorities. The authority to intercede in a 
racial difficulty is very broad. The law permits CRS 
to become involved whenever, in its judgment, 
" .. . peaceful relations among citizens of the 
community involved are threatened ... " 


Fir t, let me point out that our work in school 
desegregation is quite extensive. CRS records show 
that in 1965, one year after the agency was created, we 
responded to seventy-seven requests for assistance in 
resolving problems associated with school deegregation. 
Of this number, fifty-two came from the south, twelve 
from border states, seven from the northeast, five from 
the midwest, and one from the west. 


Our greatest effort to help resolve problems associated 
with school desegregation took place in a six-month 
period between August, 1970 and February, 1971. 
During the spring of 1970, the administration 
requested that we extend extra assistance in helping 
southern school districts to desegregate. To accomplish 
this, we developed a special project, which involved 
assigning forty-seven professionals to help school 
officials in Alabama. Arkansas, Florida, Georgia, 
Louisiana, Mississippi, North and South Carolina, and 
Texas to move in a smooth and orderly way from dual 
to unitary systems. The project's objectives included: 


I . Conducting activities that would ease 
community tensions and avoid violence 
that could arise from desegregation. 


2. Helping to create and promote programs and 
activities to deal positively with problems 


incidental to desegregation - thus enhancing 
the chances for peaceful and orderly 


desegregation. 
3. Functioning as liaison between all federal 


agencies and offices with litigative responsibilities 
regarding desegregation and the involved 
school districts. 


During the course of the project in nine states we 
helped 492 school districts in 409 counties. By and 
large the schools did desegregate peacefully, and the 
feedback from most of the districts we helped was that 
agency assistance contributed significantly to this 
smooth transition. 


We believe that many of the problems associated with 
the implementation of desegregation plans can be 
avoided through proper advance planning. Although 
the conditions underlying desegregation of northern, 
midwestern, and western school systems are not 
identical to those of the south, we feel that there is a 
common thread running through all of them. This 
thread is the stress and high passion which frequently 
accompany desegregation - and the common solutions 
that apply to many of the problems. 


One basic problem that occurs in practically every 
community that must desegregate its schools is the 
failure of the school administration to thoroughly 
inform parents of what is to take place. 


This failure is truly amazing, especially in these days of 
instantaneous worldwide communication. There is 
usually a minimum of information disseminated to the 
total community about what is to take place, what the 
school system is doing, and what the procedures for 
implementation of the plan are. Frequently it appears 
that the plans were drawn up in an information 
vacuum. The school administrators seem to feel that 
release of this information will have a detrimental 
effect. But where information vacuums exist, we find 
that administrators, teachers, parents, students, and 
the community as a whole generally are plagued with 
rumors, fears, false statements, and speculative plans _ 
all of which further exacerbate matters of 
legitimate concern. 


----~--------------------~ 







One approach «. this ~:t Jatioil is to develop a rumor 
control or citii·e .• n£ormation center. This type of 
center is aWl'';".. .lvertised telephonic service which 
citizens can cal! t{l get factual information or to verify 
unconfirmed reports during periods of high tension or 
crisis. All matters of importance could be widely 
disseminated through the center, as well as through the 
print and electronic news media, rather than remaining 
hidden in some official's desk or files. 


The community should have thorough knowledge as to 
whether desegregation stems from a court order, an 
administrative order, or a voluntary plan. It must have 
specific inful li.allon on what students will go where, 
and how they will get there. It must know about the 
curricular and extracurricular activities at the new 
school. And it must be assured regarding the security 
of students en route to the new school, in the new 
school, and from the new school. 


All these are important issues not to be taken lightly. 
They touch parents closely because it is in the homes 
of the students and -parents involved that the issue 
ceases to be abstract and becomes very real. A 
thorough understanding is vital, I think, for 
peaceful desegregation. 


Another problem is inadequate orientation for those 
directly involved in the desegregation process. 


Many school districts fail to prepare teachers and 
students adequately for the change and for the new 
experiences they will have. If school personnel are not 
prepared to recognize and eliminate inflammatory 
racial symbols and terminology, and to be aware and 
accepting of cultural differences, the level of interracial 
tension will increase. 


We think that in-service training for all school 
administrators, teachers, bus drivers, counselors, and 
kitchen personnel affected 'by the change is the most 
practical solution to this problem. 


S~curity is another problem which should be dealt 
with forthrightly. 


Parents will always be concerned about the safety of 
their children as they move from one school to 
another. This is especially true in the movement of 
primary grade students. 


One way to cope with the problem is to explain the 
movement process to the parents as soon as possible. 
Coupled with the explanation should be a plan which 
relates to the fears of parents for the safety of their 
children on the buses, at various transfer points, and at 
the new school. Some ways of allaying parental oonoern 
:md overcoming fears which might arise. would be to 
allow a representative group of parents to ride the 
buses for a while, to utilize biracial monitoring teams 
:tt transit stops, and to incorporate parents with the 
'ecuritv personnel. One city is toying with the idea of 
esablishing monitoring committees .to accompany the 
children to the buses, from the b1\ses to the schools, 
And to serve as teacher aides while in school. 


Another aspect of security which should be planned 
for and coordinated is the relationship between the 
police and the school security guards. Proper 
coordination will often forestall minor fights and 
having to call the police in, escalating otbe problem 


by their presence. 


StiJdents who are transferred to new schools face a 
numbY of peculiar problems which often are not 
dealt with properly. 


These problems include unfamiliar surroundings, 
making new friends, being exposed to new 
organizations, losing their positions on athletic teams. 
How well ·the transferred students are treated and how 
well they adjust to student life at the new school will 
set the human tone for the entire school 
desegregation process. 


We believe that all those involved in the desegregation 
prooess at the new or receiving school should develop 
methods for resolving problems the new students are 
likely to face. Coming to grips with these problems will 
set the tone for resolving other problems that might 
arise. Two ways of meeting such problems 
constructively are to develop a student rights code or 
a buddy system. With the buddy system, new students 
and faculty would be paired with students and faculty 
from the receiving school to help familiarize them 
with the new surroundings. 


A further refinement of the buddy system is to bring 
together parents, teachers, and students from both the 
receiving and sending schools to meet, discuss, and 
develop procedures and policies at the new school. 


The quality of education at the new school is always 
a question. 


Parents are legitimately concerned about the nature 
and quality of education their children will receive at 
the new school. We have found that many districts are 
moving to allay this concern. Some are beginning to 
involve parents in in-service education through a series 
of workshops and seminars so that they will know 
the qualifications of teachers, the extracurricular 
activities, the differences in reading programs, and 
changes or readjustments their children will have to 
make at the new schooL We think this an excellent 
approach to resolving this problem. 


A nother problem is the reactions 0/ blacks to too 
much one-way busing. 


Ahhough there is widespread disagreement among 
blacks regarding desegregation, I think that most will 
agree that if busing is to take place, there should be 
equity in the hardships imposed by it. 


The only way to deal justly with this concern is to 
assure that there is busing in both directions, that 
there is total desegregation of the schools' staffs, that 
all the schools are equal in the quality of education 
offered, and that formerly all-black schools will be 
utilized without changing their names or destroying 
their historical achievements. 


Lock OJ use by some school districts 0/ all the federal 
resources available for desegregation is another 
problem. 


Emergency School Aid Act (ESAA) funds. 
for example, can be used for a number of innovative 
efforts, such as monitoring committees and the 
employment of parents as teacher aides. Title I funds 
can be tapped for instructional purposes during the 







desegregation process, and Title IV desegregation 
centers can be used to provide technical assistance to 
committees fa¢ed with desegregation. Human relations 
and remedial programs can also get federal assistanoe. 
School systems should fully utilize these resources. 


School desegregation is an emotional and volatile issue 
but the ten years of ()RS experience have demonstrated 
that many of the problems which arise during the 
process can be resolved when city and school officials, 
civic leaders, and minority leaders sit down and make 
plans for coming to grips with the issue. 


How did some of the southern communities -
obviously not all - make desegregation work so well? 


In my opinion, many made it work through intensive 
planning, community preparation, and meticulous 
implementation of plans that had community input. In 
those communities, the total leadership, including 
chambers of commerce, was brought together to 
identify and head off problems before they reached 
an alarming stage. 


They usually did not defend desegregation or busing 
but they did defend abiding by the law and preserving 
the public school system. 


The news media played a significant role by presenting 
factual, non-inflammatory coverage of conflicting 
activities and view on both sides of the issue. In one 
city, one of the most effective advertisements was a 
picture of the city's biggest high school with a "for 
sale" sign in front of it. The ad said in part: "This is 
what can happen to our entire public school system 
if we don't get together and work things out." 


The role of the city police, in each instance, was 
crucial. Advance planning was necessary and although 
the police were mobilized and ready, they wer:e in the 
background - not on the buses nor in the schools. 


Within the school system itself, boards of education 
and school administrators contributed significantly and 
consistently to the efforts to bring about smooth 
implementation. They worked closely with the 
community, cooperated with the press, took numerous 
steps on their own to keep accurate information 
flowing, and invested considerable time and money in 
the preparation of teachers and administrators for 
their new assignments. 


What are some of the things northern school systems 
facing desegregation should do? 


Whether facing desegregation because of a federal 
court ruling or action from some other enforcing 
agency, a community tends to polarize quickly. One 
basic thing that should be done is to change the climate 
from one of hostility and potential conflict to one 
with at least a minimal level of tolerance. We at CRS 


have found that the best method for effecting this 
change is to rally the community at large around the 
common denominator of avoiding violence. 


In the North - as contrasted to the South where 
feelings have been more open and in some ways much 
easier to deal with - a great amount of hypocrisy 
exists. We believe it is important to develop 
constructive alternatives before tension builds to a 
high level and the community further polarizes. 


Essential to this effort is the announcement by 
community groups, businessmen, chambers of 
commerce, and other leaders, and editorials in the 
news media stating Ithat whatever the disagreements 
regarding the merits of the desegregation plan, ;the 
entire <X>IIlIDunity must avoid actions that could 
compound the problem and further divide the 
community. 


Another step the northern communities could take, 
which proved successful in some southern 
communities, is to create a community-wide task force 
composed of representatives of all groups and 
institutions involved in the desegregation process. This 
would include the school system, parent groups, 
students, local government, police, private 
organizations, human relations commissions, the 
total community. 


The major purposes of the task force would be : 


I. Serving as a coordinating body to deal with 
contingencies and coordination, and 


2. Serving as a focus for widespread community 
involvement. 


A strong schoolwide human relations program which 
addresses itself to in-service traimng of staff for the 
total school system may prove very effective. 
Management teams can be selected and trained at each 
school to be alert to potential problems and to work out 
solutions on an ongoing basis. 


A problem which often arises, especially when school 
districts are merged, is the need for dealing 
fairly with promotions and demotions of teachers and 
administrators. 


We recommend that an affirmative action plan to deal 
with this problem be developed cooperatively by school 
board members, administrator, and teacher . 


Over the past four years we at CRS have devoted 
thirty-six percent of our resources each year to 
resolving disputes associated with racial conflicts and 
tension in education systems. Our goal with regard to 
public school desegregation in the North, Midwest, 
and West is the same as our goal in the South. That 
goal is solid, peaceful, and orderly implementation 
of desegregation plans. 
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July Z. 1964 - 1.7 Pub. Law 88-351. 
78 STAT. 267. 


count of race, color, religion, or national ori~J the Attorney General 
for or in the name of the United States may interve.ne in such action 
upon timely application if the Attorney Ge.neral certifies that the case 
is of general public importance.. In such action the United States 
shall be entitled to the same relief as if it had instituted the action. 


TITLE X-ESTABLISHMENT OF COMMUNITY 
RELA.TIONS. SERVICE ' 


SEc. 1001. Ca) There is hereby estAblished in And as a pArt of the 
Department of Commerce • Community Relations. Service (herein· 
after referred to as tlle "Service") which~a1J be heaaed by a Direc
tor _who shall be appointed by the'President'l'l"ith the advice and con· 
sent of the Senate for a tenn of four years. ·The ·DireCtor is· author
iucrto appoint, subject to the civil service laws and re$Ulations, such 
other pex:sonnelAS m"J be n~ry to enable.the Servlce to carry out 
its fund.ions and duties, and, to fix . their··CoJ.llpensa.tion in accordance 
'It'ith the·Classification Act of ]949, 1lS amended • .' The Director is fur- 63 Stat. 954. 
ther authorized to procure serviceS AS authoriud bl. sect.ion 15 of the 76 St.at. 843. 
Act. of August 2, ]946 (60 Stat. 810 j 5 U.s,C- 55 (~) ) J b~t at rates jor 5 usc lon 
individualsnotinexcessof$75perdlem. :. - . . ', - . no't_. 
, (b) Section l06(a) of the Federal ExeCutive Pay Act of ]956, as · '. ' . 
amended (5 U.s,C. 2205(a», is further amended by adding the 70 Stat. 737. 
followingc1ause thereto: '. : . . ' " . ' .' ' 


"(52) Director, Community Relations Service." . 
SEC.. Iotr2 It shA)) be the . fu~ction of the Service to provide assist- Funet.1ons. 


IIncetocommunities and persons therein in resohing disputes, disagree
ments, or difficulties relating to discriminatory practices based on nce, 
color, or national origin 'l'l"hich impair the rights of persons in such 
comlTumities under the Constitution or laws of the United States ot 
which affect-or mlly "ffeet interst.ate commerce.. The Service may offer 
its services in cases of such disputes, d isagreements. or difficulties 
""henever, in its judgment, peaceful relations among the citizens of 
the community im'oh'ed Are threatened thereby, and . .it may offer 
its services eitller upon its own motion or upon the request of an appro
pnateStateor.10Clll official ol'Other-interesfed-person.- - . 


SEC.. 1003. (a) The Se.rrice-snali, 'l'l"heneverpossible, in perfonning 
its functions, Seek and utilize the cooperation of appropriate State or 
local, public, or private agencies. -.. -. '. 


(b) The Ilcth;tieS of .11 officers and employees of the Service in' pro
Tiding conC11illtion Lc:sistance shall be conducted in confidence and 
without .publicitYl and the Service...shalLhold . .confidential any infor~~ .: . 
malion at.q!lired m. the regular ~formance of its duties upon the 
understandmg that. Jt would be so held. No officer or employee of the 


, . Servit!e shall engage in the performance of investigative or prosecut
ing functions of any department or Agency many lit,igation arising 
ont of a. dispute in 'l'l"hich he lId ed on beh.,,}f of the Service. Any officer 
or other employee of the Service, ""ho shall make l>ublic in any man
ner ,",htever any infonnAtion in violAtion of thlS subsection. shall 
be dr;emed guilty of a m~sdemeanor and, upon conTict.ion thereof, shall 
be fined not more than $1,000 or imprisoned not more than one year. 


SEC. 1004.. Subject. to the provlsions of sections 205 and IOO3(b), Report 'to 
the Director shall, on or before January 31 cif each year, submit to ' Conueu. 
th, Congress a. report of the aetiTities of the Service during the 
preceding fiscal year. . 
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THE EXPERIENCE OF EQUALITY: WHAT WORKS 
IN PROMOTING INTEGRATION IN THE CLASSROOM* 


BY: WILLIAM BRIGGS 


In 1960 when I first began working as an intergroup educator pro
moting integration techniques, I read a book by Gertrude Noar 
which was distributed by the Anti-Defamation League. It's title: 
Infor1l!.ation Is ... Not; Enou..9.h. That book confirmed my own findings. 
I never believed--as some persons apparently did--that by merely 
assigning children to desegregated schools and informing them 
about one another, that stereotypes would evaporate, hostility 
would disappear and racial and ethnic isolation would become a 
thing of the past. Nor did I think that merely by reading about 
equality, stUdents somehow would be transformed miraculously into 
more democratic and caring personalities. 


Now 20 years late.r I think there are some sound answers to the 
question: How do you do it? Although the research has no con
clusive finding, there are strong indications of what works. 
N. H. St. John's School Desegregation: Outcomes for Children 
(1975) included a look at 40 studies over a 20-year period ending 
in 1974. E. G. Cohen's ·The Effects of Desegregation on Race 
Relations· (1975) and M. W. Carither's on racial cleavage in 1970 
did similar reviews and reached exactly the same conclusion: 
Sometimes good things happen~ sometimes they don't. In 1977 
Robert E. Slavin and Nancy C. Madden at the Center for Social 
Organization of Schools, The Johns Hopkins University, turned 
their attention--not to the effects of desegregation--but to 
learning what factors determine positive and negative results. 
Their review of relevant studies revealed: 


(1) "a significant relationship between positive 
race relations outcomes and positive attitudes 
toward race or emphasis on social goals (as 
opposed to purely academic goals) by teachers 
and principals. 


(2) "interracial contact in the classroom •.• as a 
part of teaching patterns structured to increase 
interaction or through integration of seating 
assignments may be a critical factor.** 


.Workshop presentation 
In-service Conference: 
November 4, 1980. The 
and do not necessarily 
Service, United States 


for Fresno Unified School District Teachers' 
Blueprint for the 80's: Fresno, California, 


views expressed are those of the author's 
represent those of the Community Relations 
Department of Justice 


**See ·Suggested Readings·: Slavin. Madden, School Practices 
That Improve Race Relations. 
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The Slavin-Madden research analysis found that "the practices that 
most consistently affect interracial attitudes and behavior are those 
that directly involve students, as opposed to teachers, and more 
specifically structure black-white interaction. " The Slavin-Madden 
findings are based on an analysis collected by Educational Testing 
Service in 1974 involving 96 elementary and 72 high schools. Multi
cultural texts, teacher workshops and interracial advisory committees, 
it was found, do not affect student interaction: nor do student dis
cussions of race relations and minority history measurably produce 
positive effects on racial attitides. 


In the 1980 summer Review of Educational Research, Slavin reports 
in 28 studies involving 6628 students in grades 2-12 from urban, 
suburban and rural schools in the east, west, midwest and southwest, 
that cooperative learning techniques have shown very promising results. 
While these techniques are "significantly better- for academic 
achievement in most cases and "no worse than traditional", more com
petitive methods, they -have strong and consistent positive effects 
on relationships between black, white and Mexican-American students.-


Actual interaction among students then, has the strongest influence 
on interracial behavior and attitudes. The assignment to multi
racial, cooperative learning teams has a more positive influence on 
students liking one another regardless of race or ethnicity than 
the traditional classroom situation. In addition students did better 
academically, liked school more, and attendance was improved. Elliott 
Aronson of UC Santa Cruz in his book, The Jigsaw Classroom, (Sage 
Publications 1978) and in his 1975 PSYChOl~y Today article (-The 
Jigsaw Route to Learning and Liking-) outl nes one such method and 
reports excellent results. David L. De Vries and others report 
similar findings in The Journal of Educational Psychology (1978) in 
an article entitled, "Bi-racial Learning Teams and Race Relations in 
The Classroom: Four Field Experiments Using Teams-Games-Tournament.-


I certainly am not ready to suggest--and I don't think the research 
would support it--giving up on black and ethnic studies or human 
relations training for teachers. In fact Dr. Gloria Powell of UCLA 
has found in her review of the literature that the classroom teacher 
is the key factor in promoting positive self-esteem among minority 
students and in providing a positive integration experience. Other 
studies identify the principal as a key factor. 


Since none of us function in an ideal context for nuturing positive 
student interracial and interethnic experiences in the classroom, it 
is best that we have a whole -knapsack- full of tricks like Billy 
Bunny, the character of my childhood storybook, who when he was 
faced with a problem always seemed to have something in his knapsack 
that got him back on a safe track and to his chosen goal. A careful 
look at student interaction, I think, is justified by the latest 
findings as I have noted: and I think the creative principal and 
classroom teacher will co e up with even more ways of providing 
students with such opportunities once they beco.e familiar with the 
methods of Noar, Slavin, Aronson, DeVries, and others. My own 
experience tells me that once teachers identify a useful tool or 


2 







practice, they quickly find numerous ways of applying it , ways 
of which the originator never dreamed. And when students are 
involved in this process and the decision-making behind it--t hey 
really go with it. It was students who came up with interracial/ 
interethnic bowling, swimming, and skating parties the summer 
before the high schools desegregated in Stockton, Ca. It was the 
"grownups" who were promoting workshops, discussion groups and 
the like. I know the Stockton kids hadn't read Slavin and Madden-
the report hadn't been published--but the kids were right on 
target anyway. 


All of this reminds me of a visit I made to a desegregated ele
mentary school. As I entered the building looking for the office, 
I encountered a first grader carrying the latrine key on chain 
and board--6" x l6"--rather large and appearing even larger in the 
tiny hand of the little girl carrying it. She immediately saw my 
interest in the board and very knowingly said, "I bet you're 
wondering about this piece of wood." -Yes,- I said, -it seems 
pretty big." "Yes," she said, "and Mrs. Oliver says that every 
time we lose it, we get a bigger one.- ~ell," she continUed in a 
conspiratorial whisper, ·we decided we're going to see just how bi~ 
it'll get." "You mean," I said, "you lose it on purpose?" ·Uh 
huh" she nodded. "Won't someone tell?- I asked. -No, we're all 
in on it." 


Well, I followed that little girl back to her classroom and looked 
in. It was thoroughly integrated. If a whole class can work 
together in a conspiracy to fool the teacher, integration certainly 
has come of age. - The mischievousness of childhood--at least in 
that school--found no barriers in race, color or national origin. 


The problems of society--prejudice, poverty, crime, ideological 
differences and the like--often disrupt the schools' efforts to 
educate our children. In what follows, I plan to focus on the mis
understanding of a racial or ethnic nature about which the school 
can do something preventive and constructive. In other words, 
I plan to limit my discussion to what school districts can do to 
promote racial and ethnic understanding on their campuses. 


Obviously they can demonstrate a greater commitment to using the 
techniques for promoting intergroup understanding and the kind of 
attitudes that help young people begin to respect themselves and 
one another more. In addition to cooperative learning techniques, 
one way of doing this is through the development of a curriculum and 
school program that helps students cope with problem-solving, con
troversy, alternatives to violence and ideological differences. 
Students need to develop confidence in human relations and in 
dealing openly with racism. Los Angeles City Schools developed 
a guide, Let's Stop Violence, Some Suggested Learning EXperiences, 
to assist school staffs planning programs at the elementary and 
junior high levels. It is an excellent aid in the right direction. 
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They need to be more 
involved in working with news media, business community, and 
other civic and religious groups to build a positive climate 
throughout their communities. 


Schools need to become more aggressive at building working 
relationships with outside public and private agencies serving 
youths and their families. They need to remind other institu
tions throughout the community of their share in this important 
responsibility for the promotion of a good racial climate. 


Boards, teachers and administrators, with help from parents and 
students, need to be clearer about student discipline so that 
everyone in the school community is in greater agreement about 
what student behavior is considered acceptable. This is one 
place where parent participation can be vital, but schools need 
to become more sxilled overall at giving parents a sense of 
involvement and ownership in schools and the education of their 
children. 


As schools become more experienced with a needs assessment, pro
blem-solvinq approach that involves minority leadership, parents, 
students, certified and classified staff (security, health, food 
services, etc.) in both assessment and implementation of recom
mended solutions, they will obtain a clearer picture of what needs 
to be done locally. One successful project of this nature was 
conducted by the Community Relations Service in Syracuse, New York, 
and is highlighted in their publication, Human Relations: A Guide 
for Leadership Traininq in Public Schools. The result of such an 
effort might be a better affirmative action program or an improved 
racial and ethnic studies curriculum. It might be learning that 
their students need to be more involved in the creation and main
tenance of a positive school eli ate. It might be making the 
extracurricular activities and student government free of discrim
ination and more accessible to all students. It might be the 
creation of a rumor control and communication program to counter or 
prevent rumors. More responsible and informed contingency planning 
and staff training about what it means is often needed. Both old 
and newly-hired staff periodically need to be updated on existing 
contingency plans and policies. 


Especially important is a co itment by educators to continual 
self-education and qrowth, acco panied by a desire to ake the 
maxi u use possible of· in-house experts. Most districts have 
teachers and administrators who--because of their background, 
experience or special training--understand certain students and 
problems better than some of their associates. Giving thea an 
opportunity to share that expertise in a structured and eaningful 
way can give any school district an added sense of pride and 
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success in coping with change. The Sequoia Union High School 
District in Redwood City, California, has highlighted in a hand
book, the variety of approaches used by teachers in their sec
ondary schools to promote integration. The handbook is entitled 
Teaching Strategies for Integrating the "Secondary Classroom. 


Many schools are doing many of the things that I have recommended. 
Indeed, "school people across this country have taught me much of 
what I have learned about this subject. For example, I'm sure 
that by now most of you have heard of the Eastside Union High 
School District of San Jose's Title III Project of Yerba Buena 
High School, The Crisis Counselor Project. The Yerba Buena Proj
ect was built on: interagency support teams at the local school; 
treating student, family, and neighborhood as a whole; involving 
the team through the school in upgrading the neighborhood. Since 
that program was started in 1975, the staff has learned what local 
resources are responsive as well as where to look for those 
resources. Unfortunately Proposition 13 has made outside agencies 
less able to respond. On the other hand their parent involvement 
program continues as a valuable outcome and ongoing supportive 
resource to the school and the students. 


Other valuable programs for promoting integration and a good school 
climate use what is sometimes called communicators, student con
flict management, student information centers or rumor control. 
Actually these concepts are different, but there is similarity. 
Sacramento Unified School District, under the leadership of 
Mr. Robert Trofoya, has had considerable success with student 
conflict management where selected students and staff are trained 
in conflict prevention. With administrative support they take a 
problem-solving approach to identifying potential conflicts early 
and then bringing local resources to bear on resolving the problems 
before they escalate into violence. 


In Stockton records show that 66 students were suspended from Fre
mont Middle School in February 1980, co pared to 158 in February 
1979 and 118 in January 1980. This is a dramatic result Which 
teachers and administrators attribute to their conflict management 
program and the trained student facilitators at Fremont. This 
year another Stockton school is trying it. My agency was instru
mental in informing local agenices and school leadership about 
such programs, but it was concerned local leaders. students and 
teachers who made it work. Bonnie Partch, Guidance Chairperson, 
who was involved in the program reported that their trips to 
Sacramento gave them the background they needed and their workshops 
provided the basis for their success in Stockton. 


Rumor control is another approach. Since numerous incidents occur 
in reaction to imagined or rumored events, establishing a rumor 
control program or communications system is another way of helping 
to maintain a peaceful climate where integration can become meaningful. 
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Dr. David Reiss, California State, Dominguez Hills. and Open Road 
have a number of programs based on student involvement being tried 
in high schools in Los Angeles. Duarte, Compton. Santa Barbara. 
Oakland. Lemon Grove. and more planned for New York City and San 
Francisco. The Open Road and Dr. Reiss concept is that over a 
period of time schools obtain improved student behavior where 
students are involved meaningfully in such concerns as reducing 
vandalism. improved communications. behavior codes. peer-counseling. 
grievance procedures. curriculum and integration planning. To 
accomplish meaningful student involvement. Reiss has developed 
a comprehensive training and preparation design which rests 
on the principal and a coordinator assisting a concerned student 
organization which is composed of natural student leaders identified 
with help from faculty. administrators. and students. The key 
is training the coordinator and students in developing problem
solving skills. Students seldom have such skills and without them 
cannot function to their own advantage in such programs. 


An important component to promoting integration in schools is a 
teaching staff that understands the importance of good classroom 
skills. Student misperceptions of self and others often are 
caused by teachers who fail to recognize the interests or abilities 
of some students by not calling on them in class. who only ask 
certain students low level questions. who avoid physical contact 
with some, who show little personal interest in others, who use a 
more derogatory semantic in disciplining minority and low achieving 
students than when correcting the same fault in others, who regularly 
do not give adequate praise, reinforcement or explanation to specific 
students. While it is only one approach, the Los Angeles County 
Superintendent's Office's Equal Opportunity in the classrooa is 
a well-documented in-service training program that helps teachers 
become more aware of their classroom skills and how to improve 
them. If it is not implemented as the county suggests, however. 
the results are not as reliable. 


Awarded ESEA Title III Demonstration Grants fro 1971 to 1973, 
National validation in 1974, National Pacesetter Award in 1974. 
and the ESEA Title IV-c Dissemination Grant from 1974 to 1976, 
this program has been carefully evaluated and shows acadeaic gains 
for students of teachers involved in the ~ogram. In 1974 the 
mean gain in reading scores of fifth grade target students was 
13.9 months as opposed to a gain of 6.8 aonths for the control 
students. Teachers, with whom I have talked and who have taken 
the program, report a decrease in behavior problema and an increased 
sense of their own ability. In the classroom of a teacher trained 
in this program, it is often difficult to identify the low and 
high achievers since more of the students seem to be actively 
participating in the classroom activities than often is the case. 
In fact in one recently observed instance. the most involved student 
turned out to be one of the low achievers, turned on to learning 
by EOC techniques. 
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Orcutt Union School District in California has developed a handbook 
and training concept, Project S.E.L.F. (Securing Every Learner's 
F Lot Ire). The handbook designed ,for elementary teachers and COIn
selors is entitled, Improving Classroom Social Climate. -A 
Supplementary G dde for Secondary Schools·, which is based on the 
Orcutt elementary ~oject, has been developed by the Staff Develo~ 
ment Branch of the Los Angeles Unified School District. Teachers 
familar with Richard and Patricia Schmuck's Group Processes in the 
Classroom (1975) will ap~eciate this excellent. translatIon and 
field-tested ap~oach of that work into lessons for teachers and 
counselors who desire to apply strategies for actually creating 
a positive classroom climate. In this year-long program for fourth , 
fifth and sixth grade classes, teachers have a tested series of 
weekly one-hour lessons and day-to-day classroom management 
techniques to use with stlrlents to improve classroom group pro
cesses and, thus, classroom climate. Like most programs, it can 
be improved--but you'll find few packages that address this problem 
in as organized and structured a manner. Think of it as a supplement 
to yo ur present efforts. My purpose here is to make yo u aware of 
it as a resource. The Los Angeles staff development people report 
having a very positive response to it by their teachers and, as I 
noted, have adopted it for secondary use. 


Most st trlies also refer to the building, its layo~ and condition 
as another important factor in creating a positive environment. 
The observations in this area range from the obvious problems of 
overcrowding and poor maintenance to traffic patterns and availability 
of space to meet stlrlent needs. Nooks and jog areas can be used 
constructively for stlrlents assigned and scheduled to be alone, 
think, read, or work: or they can become breeding places for drug 
sales or just hiding out and wasting val uable school time. 


Finally, without contingency planning or emergency action plans, a 
school cannot respond well either prior to or after the occurrence 
of any kind of disruption, racial or otherwise. Unfortlnately some 
school and police authorities prefer to continue without a con
tingency plan for school emergencies working day after day fearful 
that if you talk about preparing for violence you might cause it. 
According to that approach, fire drills are what cause fire. But 
contingency planning is no la ughing matter. At one California 
high school, a tanker truck of highly explosive material became 
trapped between two school buses full of stlrlents being sent home 
because of disruption. The tanker just happened to be paSSing 
the school as police blocked off the area, unintentionally creating 
a dangerous situation. With contingency planning, the stlrlents 
might not have been sent home in the first place. And perhaps, 
the police never would have been needed. 


There. are tools ,:,vailab~e to us, if we want to use them--st trlent 
learn1ng teams, 1n-serV1ce programs, special curricul un and com
munity involvement. There is much that remains to be done but 
many of the problems in our schools would be with US even if 
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integration were more of a reality. Many of our problems have their 
roots in the state of the art of education, in what our citizens' 
priorities are and in the many unsolved problems, such as unemployment 
and housing, facing our major urban areas. 


To those who ask how well has integration in schools worked nationally, 
I usually ask them: How well have segregated schools worked? Ask 
the many dropouts, the unemployed white and minority citizens, the 
victims of discrimination, the minority veterans who returned to 
face life as second-class citizens. The answer is obvious: America 
is poorer for its racism. Its economic costs are only overshadowed 
by the spiritual waste and personal tragedy endured by those persons 
victimized by it. Schools are not our only segregated institution-
indeed, they are probably less segregated than many others; but they 
are a public institution and the courts have made it clear that school 
districts have a constitutional obligation to prepare and implement 
-reasonable and feasible- desegregation plans. Desegregation has 
been court-ordered. Integration remains the moral and education 
responsibility that must be met if we are to succeed. We are in the 
process of making ourselves whole. Classroom teachers need all the 
help that is available: and most of all, they need to know what works. 
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MOVING FROM ISOLATION TO INTEGRATION 
BUILDING AN EXPERIENCE OF EQUALITY 


IN THE CLASSROOM * 
By William Briggs, Concil iator 


Community Relations Service, U. S. Department of Justice 


A common early response of school personnel when their district 
faces desegregation goes something like this: "Ilm an educator. I never 
was a racist. Therefore, on the first day of the implementation of our 
desegregation plan, I wonlt be doing anything differently from the way 
live been doing it for years." If the speaker is a teacher, the response 
often continues along these lines: "Every child who comes into my class 
is important and, if he or she does the work and has the ability then 
that child will get what is offered in the classroom. I' If it's a prin
cipal who is speaking, the response sometimes continues: III Ive been in 
schools for many years and I know how to run a school. We run a good 
school here and frankly I donlt think we need to do anything unusual. 


Therels enough truth in these statements that one easily could be 
misled into agreeing with them. We certainly are not going to get any
where charging teachers or administrators with being racists; and nobody 
wants to be given in-service in what they have been doing professionally 
for years. So what is the answer to those who just don't see what one 
can do differently in a newly desegregated school? 


First we have to remind ourselves that the U. S. Supreme Courtls 
famous Brown Decision came down 24 years ago today, and that the Los 
Angeles school desegregation case has been in the courts since Mary Ellen 
Crawford first filed suit in 1963. If it takes that many years of 
struggle and financial sacrifice to make it possible for children of 
different racial and ethnic backgrounds to attend school together, then 
when it finally happens it is fool ish to ignore the years of resistance 
and the emotions that have flared on all sides. The dramatic media 
coverage of civil rights efforts, dogs and hoses in Birmingham, angry 
white parents spitting on black children in Little Rock and New Orleans, 
buses in flames or with windows broken in Dearborn and elsewhere, all 
have helped create a climate of violence over the years which makes the 
first day of school desegregation something which must be approached with 
a deep sense of moral and professional responsibility. A positive effort 
to overcome years of negativism and distorted media coverage must be 
attempted. We remember the violence around three high schools in Boston 
and most of that by adults in the streets. We need to be reminded of the 
16 other high schools in that city where desegregation was peaceful and 
educationally sound. 


* A key-note address presented at a city-wide conference, Successful 
Local Sechool Integration, May 17, 1978, in Los Angeles, California. 
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Put yourself in the shoes of a child going to a new school and ask 
yourself what can be done at the building site to make that child feel 
safe, welcome -- yes, even wanted! 


Before I attempt to answer this question, I wish to emphasize that 
much needs to be done by any school district and community once its 
desegregation plan finally is court approved. City political, business, 
minority, labor, religious and civic leadership need to create a climate 
of understanding for a peaceful implementation and this is best done by 
works, not just words. The news media also have a responsibility to 
report the news with a sensitivity to how it can contribute to either 
confusion or clarity. A credible city-wide rumor control or citizens 
information center needs to be established. The school board and central 
administration should promote this climate by taking steps to help assure 
the safety and health of students. For example, there should be reason
able uniformity on contingency plans, security measures and policies on 
student discipline and behavior. We can't assume that anybody really 
knows what to do. Not being a law enforcement person, one might tend to 
leave that area to the police. After you've seen police in some of our 
major cities fail to do such elementary things as set up blockades to 
keep protesters back from entr~nces as children get off buses'to go into 
school buildings, you stop assuming and start working to find out what's 
being done and whether or not its being done far enough in advance. 
Principals have to be supported so that they can be candid about their 
needs without appearing incompetent or unresourceful. Too often having 
problems is seen as the failure of the administrator; the real failure 
is not admitting to having problems that need solutions if this important 
task is to be accomplished with a meaningful degree of success. 


Clearly, then, the school site and classroom cannot and do not 
function in a vacuum. But even if the broader city and area responsibil
ities are not met, there remains the job of running a school building and 
providing classroom experiences that make all the past struggles for 
integration socially and educationally meaningful for the children and 
their parents. Finally let no one make the mistake of thinking I am 
only talking about preparing formerly "white schools" for the newly 
assigned minority students; formerly racially and ethnically isolated 
minority schools will also have to prepare for Anglo students and the 
challenge to do that well is equally important. 


I remember years ago, about 1962, going into an all-black junior 
high school in Cleveland, Ohio, upon request of the principal to assist 
in improving the school climate and student attitudes. As my assistant 
and I entered the building we noticed a career day theme was dominant 
everywhere -- in display cases, on posters, on streamers across the 
halls and in classrooms. Except for the students and school staff, there 
were no black faces anywhere. No one on the black staff had thought to 
use examples of blacks who had achieved to inspire, encourage and motivate 
students. AU the little dolls in nurses uniforms, etc. in the display 
cases were white; no one even had thought to cut up old copies of Ebony 
or contact the local Urban League for similar resources. Teachers and 
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principals need to be sensitive to the cl imate that themes, posters and 
displays create throughout a building. Most teachers and principals 
take pride in school spirit and there are things to do to help establish 
it. 


An integrated school has common goals; and like American society it 
will feel the tension between the plurality of its students and the 
singularity of its educational goals. The challenge is to obtain a 
unity of purpose that not only respects differences, but rejoices in 
them as riches to be treasured and appreciated. 


The climate of the school building is affected by the sense of 
involvement and ownership which its occupants have about it. Parent 
participation is easy to list as a goal, but often difficult to achieve 
where _there are "socio-economic differences and various other obstacles 
to it. In Los Angeles (a city as large as Cleveland, Detroit, Boston, 
Denver, Philadelphia, Milwaukee, Providence, R. I., and Washington, D.C. 
combined) achieving parent participation will be a real challenge 
because of the distances involved. In an early experimental phase (1969) 
of desegregation in San Francisco, I recall parents, who were having 
elementary students transferred to Dudley Stone, were fearful that being 
located at 1151 Haight Street, the school would be in the midst of 
"h i pp i es" and "dopers" -- a bad env ironment. Parents vi sits turned that 
view around dramatically; and the principal and school were seen as so 
special that parents who were once fearful became advocates of Dudley 
Schoo 1. 


Periodic opportunit)es for parents to get together are especially 
important. Recently I visited Grisley Peak Elementary School in Berkeley 
where Dr. Kathryn Favors is principal. Formerly Director of Curriculum 
and Human Relations, which department even Berkeley no longer funds due 
to budget cutbacks, Dr. Favors pointed to potluck dinners, attended by 
both parents and children, as very helpful in maintaining parent involve
ment. She reported a real " fami ly feel ing about the school. A recent 
potJuck dinner had nearlY ' IOO% attendance, although many of the parents 
were of bused pupils from South Berkeley. 


Mrs. Fanny McElroy with the San Francisco Unified School District 
also urges that schools spend time, through picnics and potluck dinners, 
getting to know one another and creating a family feeling. Mrs. McElroy 
points out that while lots of good things happen spontaneously, a good 
leader will help things along by orienting staff who serve as parent 
counselors to attend the event, stimulate discussion, feel parents out 
about their problems or concerns and even provide time for the airing 
of issues on the agenda. 


The principal does much to establish the climate of the school. 
He must, of course, provide leadership in goal setting, planning and 
evaluating, and problem solving as pointed out in HEW's A Handbook For 
Integrated Schooling; but he also must assist in the process or role 
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clarification. In the early days of desegregation, teachers need the 
reassurance that comes from knowing that the principal has done his or 
her homework. For example, if the principal happens to be out of the 
building, who's in charge? And does that person know what to do in an 
emergency? A positive climate is helped by a sense of efficiency, 
know-how, leadership and professionalism. 


The climate of the school is affected by how well teachers and 
administrators know and agree on what is good, acceptable student 
behavior and what is not; on how consistent teachers are in the appli
cation of discipline and how fair and equitable they are in all things. 
In schools where teachers disagree or are misinformed about discipline 
procedures, their legal rights and responsibil ities, student rights and 
responsibilities and due process -- the result is student confusion, 
anger, hostility and alienation. Often students interpret teachers 
different applications of discipline as racism when in fact the teachers 
are just at odds with one another. Naturally, there is the added hazard 
of racism -- conscious or unconscious -- in the application of discipline. 
Sometimes, minority teachers themselves are harder on minority students 
in their efforts to have minority students succeed. Often white teachers 
expect minority children to misbehave and unwittingly promote that mis
behavior by overlooking bad behavior either out of fear or a misplaced 
desire to be liked. In some instances, white teachers fear protective 
responses from the NAACP or local minority leaders whenever minority 
students are disciplined. In any case, the result is never good for the 
school climate. 


Another building climate factor is the textbook and curriculum 
content. I won't spend much time on that here, but I recommend a thorough 
diagnosis of textbooks and curriculum materials to avoid stereotypes 
(Mexicans in sombreros and serapes), the absence of minority characters 
in books and the over-simplification of the role of American minorities 
in American and world history. I remember majoring in philosophy at 
Columbia University -- in a most prestigious department -- and not being 
able to study Eastern, African or Native American concepts of mind, 
ethics, metaphysics, aesthetics or religion. 


Extracurricular activities also must be reviewed with an eye to 
their impact on integration; even out-of-school programs often can be 
adjusted to help students build and maintain friendships initiated at 
school. In Sacramento one elementary principal made special arrange
ments for the boys in his school to stay together in Cub Scout activities 
rather than to return to segregated neighborhoods and separate Cub Scout 
groups. He provided the leadership to make that unique adjustment 
possible, but by doing it, he also communicated to parents and boys alike 
that the school wasn't just into integration for some technical or 
abstract judicial reason; it was because those friendships were important 
enough to work at, because the school (meaning its people) really cared. 
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The climate of a building is made by inaction as well as action. 
The teacher or other staff person who hesitates to discourage racial 
slurs is encouraging them and ultimately the possible violen~e they can 
engender .• Indeed, -the integrated school is no place for anyone to allow 
himsel~ the lu~ury of indul~ing in private prejudices before students. 
Teachers have a great responsibility to the young minds entrusted to 
them not ·to foster prejudice. I know of instances where teachers who 
have no right in the classroom have stood before a class and uttered 
racistprofani-ties and gotten away with it; but I know about such cases _ 
because those schools ultimately became battlegrounds fostered in 
part by such irresponsibility -- and my agency had to be called in to 
help re-establ ish order. 


No _school should allow turf to develop, but many have: that's the 
black latrine; that's the Anglo section of the quadrangle; - that's where 
the Chicanas smoke. While it's impossible and unreasonable to discourage 
all grouping, certain areas belong to all the students, not just some. 
Yet there have been schools in Cal ifornia for example where both boys and 
girls from various racial and ethnic groups have had -to run home at lunch 
or to a nearby gas station because they were barred from toilet facilities 
in their public school~ This has happened to Anglo students as well as 
minorities. 


Paraprofessionals, hall aides, parents and volunteers in the building 
also help create a climate. Creative use of school volunteers can 
indirectly make a very significant contribution to establishing that a 
school is a no-nonsense p'lace where persons of every race, sex, age, 
ethnic or other distinctions have something to contribute and something 
to gain. Dallas and Detroit are cities where the school districts have 
made a good use of volunteers. I have had extensive discussions with the 
Director of Volunteer and Tutorial Programs in the Los Angeles Unified 
School District and she not only is aware of most programs around the 
country, -but could provide excellent leadership in utilizing volunteers 
to facilitate the integration program locally. -~ Especially during the 
first month of desegregation it is helpful for bused students to see 
familiar faces at the new site. Parents, clergy, and others from the 
sending school can be part of the welcoming program at the receiving one 
and should be involved in the planning of such activities as well. 


The school counselors and psychologists need to be included in the 
planning and receiving of in-service training. Educators need to be 
made more aware of the problems and issues that relate to testing and 
counseling minority pupils. We have to be rem i nded of how cultural 
conditioning affects performance and of the importance of understanding 
how to interpret test results. We can all benefit from Ernest Haggard's 
study twenty-four years ago where by only three hours of special train
ing lew socio-economic students had their IQ scores markedly improved. 
As Frank Riessman observed in his 1962 book (The Culturally Deprived 
Child), Haggard's study certainly demonstrated that "childhood exper
iences cannot have been so limitinq or irreversible." WorkinQ with 
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minority students in Ohio in the sixties, I found many counselors were 
ignorant of the numerous sources of financial aid available because of 
racial or ethnic ancestry -- a sure source of motivation and hope greatly 
neglected today. 


Classified employees -- cafeteria workers, bus drivers, security 
agents, custodians, school nurses, secretaries, etc. -- all are part of 
the school building family. Often these persons meet parents and students 
before the principal or teacher does. To neglect their being oriented to 
the significant role they play is a serious mistake. If Spanish speaking 
parents calling the sthool by phone encounter courtes~ and someone wh6 
speaks Spanish their sense of relationship is deepened; but if they 
encounter someone who acts annoyed with them or who is unable to get 
assistance from a Spanish speaking staff person or aide, then the school 
becomes an unfriendly and alien place. 


In one city which had spent much time and money preparing for deseg
regation, including two-way radios on the buses, the failure to train bus 
drivers helped create bad feelings that still are spilling over into 
black/white student conflict two years later. The bus driver used his 
expensive, new two-way radio, but what did he say? "I got ten niggers 
down here and no more room! What 111 I te 11 I em?" 


We1ve only touched on the high points of community and building site 
climate factors that promote integration. 


You can see how the classroom can be neglected -- even in a speech 
with that as one of its primary concerns. We sometimes are so over
whelmed with logistics, planning, security, city-wide d imate and issues, 
that the one place where the life of most students and educators finally 
focus on that goal of quality integrated education is the last to be 
addressed. While it is true that much needs to be done outside to support 
positive integration inside the classroom, there also is much that happens 
in the classroom that can spillover into the community. It can carry 
eitheroa message that is positive or one that is negative -- even detri
mental to the whole idea of school integration. 


But it will be in the classroom and through that delicate process 
called education -- involving school, home and student -- that integration 
ulti mately will fail- or succeed. And like so many good things, it is up 
to us to do what is needed or it will fail. Like a new-born baby, it is 
full of potential; yet what it will become is a responsibility we can 
neglect and which many believe such will seriously threaten the survival 
of the nation. 


The teacher and his or her attitude is a key to what happens in the 
classroom. 
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It's not easy for any of us to re-evaluate our own perceptions, but 
it's extremely important if teacher attitudes or expectations are going 
to be dealt with. One of my favorite stories comes from.the Banneker 
School District, one of the poorest housing areas in the country. located 
in St. Louis. It was there that Assistant Superintendent, Dr. Samuel 
Shephard. reported in the early sixties an informative incident where the 
teachers in one class confused the students' locker numbers with their 
I.Q. s. What happened. of course, was that the students with the low I.Q.s 
and the high locker numbers couldn't get the teacher off their backs. 
"Come on. Johnny. we· know you can do it." urged . the teacher. Finally, 
Johnny, either by cheating or actually doing the work began to produce 
for this teacher who expected him to perform better. Meanwhile the 
student with the high I.Q. and the low locker number was not getting 
that kind of encouragement, got bored and his attention even began to 
drift until finally he was staring out the window. "Freddy, what is the 
answer?" asked the teacher to draw h i s attention back into the room. 
"Huh?" said Freddy, locker number 85 and the I.Q. number 122, who now 
looked like I.Q. number 85. What happened? The pupils with the high 
locker numbers and the low I.Q.s raised their I.Q.s that year; the 
children with the high I.Q.s and low locker numbers -- well, they developed 
behavior problems an.d their grades reflected teacher expectat ions -- not 
the students' abilities. 


Teacher attitude is important and one way to deal with it is for 
teachers from the paired schools to meet to discuss the newly assigned 
pupils. Teachers from sending schools, by departments if at the middle 
and high school levels, have much solid information to share with teachers 
in the receiving school. In this way teachers can adjust their methods 
and their attitudes on a professional level with peers rather than on the 
basis of rumors and myths about minorities, areas or neighborhoods. 


To promote integration in the classroom a school district could 
provide a mandate requiring a K through 12 multicultural curriculum and 
by funding a special department to assist teachers in its implementation. 
The tragic reality is that even districts like Berkeley have eliminated 
their human relations departments because of budget cutbacks and changing 
local political pressures. In Berkeley, however, the impact of the i r 
efforts in human relations curriculum has survived the department that 
developed them. Multicultural goals, materials and experiences have now 
become second nature for many of Berkeley's ' teachers. That would be the 
only condition under which I personally could accept the demise of mult i 
cultural curriculum programs in the public schools -- when they have 
worked themselves out of a job. But I frankly think every district needs 
a permanent, on-going department to provide resources, assist with in
service training, keep the district's materials up to date and identify 
new ways to accomplish the district's goals of quality, integrated 
education. 
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Dr. Kathryn Favors and Dr. John Favors of Oakland, California, in 
their multicultural program 'called "Project LIVE" -- Living in Various 
Environments -- have stated better than anyone else whom I know inter
discip~inary, multicultural curriculum goals for K through 12. As a 
supplement to 'any distr.ict's present curriculum, a program similar to 
Project "lIVE'\ could promote integration through multicultural curric
ulum and through an interdisciplinary academic main thread which ties 
it all together with academic content designed to provide enrichment and 
remedial help as well. My belief has always been -- and Drs. Favors 
have proven it possible -- that the best multicultural program would 
be an integral part of the very curriculum that teaches the academic 
disciplines, that a child can learn intergroup feeling and understanding 
through reading and language arts, science, social studies and wathmatics. 


Stealing, with their permission, from Drs. Favors materials, such 
a curriculum: 


(1) must be taught from a diversity of perspectives 
(2) must take into serious consideration the uniqueness and importance 


of each individual 
(3) must seek to maintain and improve intergroup relations 
(4) must seek to improve the level of ·information. 
(5) must work with cultural groups to help all students appreciate 


and maintain their uniqueness. 
Like Drs. Favors, I see academic and multicultural learning as supporting 
each other. As children develop research skills, learn how to translate 
ideas into skills and practices, understand new concepts and see the 
relationship between the written word and reality -- the multicultural 
curriculum truly educates them to living in a world with many different 
and exciting environments. These experiences can be the force behind the 
child's enthusiasm for the world. I've seen a child's eyes light up and 
colors flow from her . little fingers as her inspiration and art told the 
story of her growth. 


I recently visited a school where students drew themselves in Septem
ber and then again in April. It was incredible! The growth in selfhood 
and expression. In September a Japanese child's eyes were drawn by him as 
circles and in April as almond-shaped and clear. One child colored her
self with a brown crayon in April, whereas in September she'd been color
less. The experience of equality and respect for differences is being 
taught by professionals; it requires a professional approach. It is too 
important to be approached any other way. 


Many things that happen in the school have relevance to integration: 
seating of new students in the classroom; how the teacher refers to 
students in the presence of others; physical contact; semantics; method 
of reward; grading; vocabulary of children; how work groups are estab
lished; teacher awareness of the chit~'s home situation; how a child is 
returned to class after an absence; gestures; audio-visual materials; 
textbooks; how student participation is encouraged; how the teacher 
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relates to other adults from different groups; field trips; extra
curricular activities; dramatics; sports. All those aspects of the 
classroom and the school program have elements to them that can either 
promote integration or reinforce old ideas, feel ings and practices 
rooted in segregated institutions, housing patterns, employment practices 
and everyday living. It will require more than physically bringing 
students together to help them do what many of their elders so far have 
failed to do themselves. 


The attitude with which we face the reality of court ordered deseg
regation will affect our approach to it. In two paired elementary schools 
in one mid-west city, teachers encouraged students to exchange letters. 
They told in their own words about their teachers, the school building 
and neighborhood and expressed their hope that the new students would 
like their new teachers as much as they did. It helped those students 
to learn that the school about which they were anxious was the same one 
that someone else was going to miss as much as they felt they would miss 
theirs. 


George Garcia, about two years ago in Integrated Education, wrote 
that it is imperative that Latinos and other minorities be included in 
the development of curriculum and in the curriculum outcomes. Criti
cizing what he believed to be a black-white emphasis in multicultural 
curriculum and teacher in-service programs nationally, he raised an 


. important aspect of what a number of minority leaders feel is a neglect 
of the problems of Chicanos, Asians, Native American Indians and others 
whose special cultural and linguistic backgrounds need to be taken into 
account if our methods and materials are to meet their educational needs. 


What many find hard to accept is that whites are often more ignorant 
of their heritage than many minorities. And one area that is neglected 
is the contributions of whites to intergroup understanding. We need to 
know the contributions of John Quincy Adams; Susan B. Anthony; Levi 
Coffin -- father of the underground railroad; Prudence Crandell, a white 
teacher who was jailed for teaching blacks in Connecticut; William Lloyd 
Garrison, whose eloquence was a weapon against slavery; Father Jim Groppi 
-- a soldier for open housing in Milwaukee; Fanny Kemble, nineteenth 
century actress, whose divorce was part of her decision to fight slavery 
at any price; 01 iver LaFarge, Anglo advocate for Indian rights; and many 
other whites who believed in equality. Teaching about such persons can 
do much to change a distorted image of all whites as oppressors and to 
give white children heroes of whom they can be proud. The sense of shame 
and guilt for the atrocities inflicted by some whites upon minorities 
needs to be tempered with knowledge of the good deeds of those whites 
whose bravery and commitment to democracy have given them an honored place 
in history. 


You have in your folders an excellent, comprehensive list of human 
relations activities developed by the San Diego Unified School District. 
Any creative teacher can find ways to use these ideas to teach not just 
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human relations, but communication skills, computation, study habits, 
use of the library, social studies or art. For example, what more 
dramatic combination of content could you find than the inspiring but 
tragic story.of Dr. Charles Drew -- the man whose work in blood plasma 
and its preservation helped save thousands of American lives during 
World War I I -- and who died after a serious auto accident in the South 
where he could not receive adequate medical treatment -- because he was 
a black man. Dr. Drew bled to death. 


Every principal and teaching staff needs to assess their school's 
level of preparedness for desegregation and integration. In curriculum 
along there are many questions that could be asked. For example, does 
grouping, class scheduling and student assignment pol icies inhibit multi
racial and multi-ethnic interaction? What does the curriculum do to make 
students aware of alternatives to violence? Have special needs of newly 
assigned students been anticipated? Have staff, resource materials, 
assessment instruments and other needs been identified and requested for 
September? Have the usual problems of many newly desegregated schools 
been studied in reference to this school? How to avoid excessive use of 
expulsion, for example, by in-service training for staff on alternatives 
to expulsion. Has there been a review of how the extra-curricular program 
can be utilized to assure that all students have access to those activities 
and feel welcome? Has the principal identified staff whose attitude 
signals they might be a negative influence and have steps to correct such 
problems been developed? Have food services shown respect for the food 
choices of the multi-ethnic make-up of the school? 


Have you anticipated the financial barriers to some children's full 
participation in extra-curricular or other programs; and have measures 
been adopted to assure no student is denied participation because of 
financial disability? Have you provided students with an opportunity to 
participate in the preparation of desegregation, to be open about their 
anxieties? There are many other similar questions. In Syracuse, New 
York, the Community Relations Service worked with the school district 
for four special in-service weekends to assist teachers and principals 
with the process necessary to identify their individual school's needs 
and to develop programs to respond to them. Our role was primarily 
assisting with in-service and assessment. In addition to curriculum and 
school environment, schools need to assess school-community relations 
and staff preparedness. 


There is much that remains to be done, but many of the problems in 
our schools will be with us long after desegregation is initiated. Many 
of these problems have roots in the state of the art of education, in 
what our citizens' priorities are and in the many unsolved problems 
facing our major urban areas. Finally, to those who might ask how well 
has integration in schools worked nationally, I would ask them: How 
well have segregated schools worked? Ask the many drop- outs, the 
unemployed white and minority citizens, the victims of discrimination, 
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the minority veterans who returned to face life as second-class citizens. 
The answer is obvious: American is poorer for its racism. Itls economic 
costs are only overshadowed by the spiritual waste and personal tragedy 
endured by those persons victimized by it. It is true schools are not 
the only segregated institution -- indeed, they are probably less segre
gated than many others, but they are a public institution and the courts 
have made it clear that school districts have a constitutional obligation 
to prepare and implement "reasonable and feasible" desegregation plans. 
Desegregation has been court-ordered. Integration now remains the moral 
and education responsibility that must be met if we are to succeed in 
the nationls most noble experiment. We are both doctor and patient. We 
are in the process of making ourselves whole. I see the spirit of 
integration in Edward Markhamls poem which I quote from memory: 


"He drew a circle which left me out 
Heretic, rebel, a thing to flout 
But love and I had the wit to win 
We drew a circle that took him in." 
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Teacher Expectations 
And Student Achieyell1ent 


by Sam Kerman 


Mr. Kerman Iws perfected techniques in a long-term Los Angeles 
project that may have important implications for teachers everywhere. 


M r. Smith, eighth-grade social 
studies teacher, has just posed a 


question to his class: "What advantages 
did the North have over the South during 
the Civil War?" 


Following a reasonable pause, Mr. 
Smith calls upon Betty to answer. Betty 
stares at Mr. Smith incredulously and 
asks, "Why did you call on me? I didn't 
have my hand up!" 


Betty's response is familiar to all ex
perienced teachers. And it didn't surprise 
Mr. Smith. All of her teachers perceive 
Betty as a low achiever; she rarely answers 
questions when called upon. So teachers 
call on her less frequently than other 
students. Why bother? It's a waste of 
valuable class time. Moreover, calling on 
an unprepared student embarrasses that 
student in front of his peers, according to 
the conventional wisdom. 


What Mr. Smith may not be aware of 
is the fact that Betty, as early as kinder
garten, learned that she's not called upon 
as frequently as other students in class; 
over the years she has progressively 
"tuned out." We can now raise a very im
portant question: Was Betty unable to an
swer because she was incapable of follow
ing the class discussion, or because she 
wasn ' t listening and didn't hear the ques
tion? 


Extensive research shows that teacher 
interac. on with students perceived as low 
achievers is less motivating and less sup
portive than interaction with students 
perceived as high achievers. Research also 
tells us that high achievers receive more 
response opportunities and are given more 
time to respond to questions. When high 
achievers do have difficulty, teachers tend 
to delve, give clues, or rephrase the ques
tion more frequently than with low 
achievers. This fact should not be con
strued as an indictment of teachers, since 
the biases demonstrated in teacher/stu
dent interactions are, in most cases, un
conscious. Discriminatory interactions 
can as easily be identified between parents 
and their children, principals and their 
teachers, and corporate executives and 
their administrative staffs. 


Calling on students to answer ques
tions, express ideas, or give opinions con
stitutes one method of involving students 
in class activity. As we learned in that lirst 
teacher prep course, giving students op
portunities to respond is a useful teaching 
strategy. Yet researchers Thomas L. Good 
and Jere R. Brophy discovered as long 
ago as 1969 that students perceived as high 
achievers were being given response op
portunities three to four times more fre
quently than those perceived as low 
achievers. 


During inservice training, more than 
2,000 teachers in California, Penn
sylvania, Ohio, and Oregon were asked 
why they believed high achievers might be 
called upon more frequently than lows. 
Overwhelmingly, the responses were: "It 
might embarrass my low achievers"; 
"The whole class benefits from a good 
response"; "It is important to cover the 
curriculum content, which leaves little 
time for calling on those who are un
prepared, slow, or confused. " 


Is it any wonder that low achievers 
who have tuned out of classroom discus
sions over a period of years react with a 
blank stare when called upon? The stare 
only reinforces the teacher's perception of 
the student's low status. 


Part of the remedy should be obvjou~. 
Teachers must start calling on perceived 
lows as frequently as they call upon other 
students in class. Not that the lows will 
suddenly come forth with brilliant re
sponses. They won't. But we have proven, 
over the course of a seven-year project, 
that they will, within a relatively short 
time, begin "tuning in." They become 
conscious of being called upon more fre
quently, and they begin to adapt to the 
new situation. 


Normally, one defines low achievers as 
those students functioning below grade
level expectancy; high achievers function 
above grade level. However. a teacher 
must realize that the terms "low 
achiever" and "high achiever" are above 
all else relative. As an example, consider a 
National Merit finalist enrolled in a 
freshman physiCS class at MIT. He may 
very well function at a level below most of 
the other students in his class. In the eyes 


of his professor, such a student is a low 
achiever. A student in a fourth-grade 
remedial class, on the other hand, may be 
perceived as a high achiever, the one 
selected to carry notes to the office, assist 
in distributing materials, or lead the 
Pledge of Allegiance. The point is that all 
classrooms, regardless of number en
rolled, curriculum content, grouping 
strategies, etc., will, in the eyes of the 
teacher, have low and high achievers. And 
how they are perceived will predictably 
determine how they are taught from day 
to day. 


I n 1970 consultant Mary Martin of the 
L. A. County Schools Office ap


proached me with an idea for developing 
an inservice training program based on 
comparatively new research dealing with 
the effects of teacher expectations on stu
dent achievement. She asked if I would be 
interested in collaborating in such an 
enterprise, and I accepted with delight. 


The next year, with funds made avail
able through an ESEA Title III grant, we 
embarked on a three-year study to find 
out whether, if teachers practiced specific 
motivating and supportive interactions 
more frequently with low achievers, statis
tically significant academic growth would 
result. The project, titled Equal Oppor
tunity in the Classroom (EOC), was con
ducted under the auspices of the Office of 
the Los Angeles County Superintendent 
of Schools. 


Fifteen separate interactions were iden
tified that educators would recognize as 
being supportive and motivating. Re
search was cited proving that these in
teractions were practiced in classrooms 
with high achievers more frequently than 
with lows. An interaction model was de
veloped for the presentation of these 
specifics. The interactions were grouped 
in three major strands, five interactions in 
each strand. (See the accompanying 
chart.) 


During the three-year study a total of 
742 teachers from more than 30 school 
districts in Los Angeles County volun
teered to participate. There wa~ equal 
representation of element&.ry, middle 
school, and secondary teacher!>. The 







teachers were divided into ex~rimental 
and control groups. In order to test the 
hypothesis that teachers unconsciously in
teract more favorably with high achievers. 
a statistically significant number from 
each group were observed interacting with 
their students prior to initiating inservice 
training for our program. As the teachers 
practiced the interactions we were to in
troduce in training, a tally mark was 
placed opposite the name of the student 
recipie.nl. The teachers were observed on 
two occasions approximately one week 
apart. The collected observation data 
clearly substantiated the hypothesis. All 
teachers in both groups, without excep
tion, practiced the identified 1 S interac
tions more frequently with high achievers. 
Once we had established this baseline 
data, we began inservice training. 


The implementation design consists of 
scheduling five workshops approximately 
one month apart. Each workshop is three 
hours in length. Three interactions, one 
from each of the major strands, are in
troduced. With each of the specific in
teractions, we cite literature and research. 
participants discuss techniques. and all 
concerned offer illustrations. demonstra
tions. and role-playing activities. Most im
portant, since a majority of the techniques 
are well known to teachers as "good 
teaching strategies," the training focuses 
on identifying all possible reasons why 
these techniques are not being practiced as 
frequently with "lows" as with "highs . .. 


Following each workshop. during a 
period of approximately three weeks. par
ticipants observe each other a minimum 
of four timeli, each observation of 30 
minutes' duration. A teacher is observed 
no more than twice a week and (prefer
ably) not on two consecutive days. While 
being observed, teachers consciou.~ly at
tempt to practice the interactions covered 
during the workshop with 01/ students in 
an equitable manner. The observer simply 
records" the frequency of the interactions 
occurring with target students. The obser
vation data are always left with the 
teacher, who may, at his leisure, examine 
them and draw his own conclusions. In 
order to alleviate possible anxieties about 
being observed. much emphasis is placed 
during workshops on explaining that this 
is not an evaluative procedure; rather, it is 
a reporting instrument. 


A t the conclusion of the three-year 
study, approximately 2.000 identi


fied low achievers in experimental classes 
showed statistically significant academic 
gains over their counterparts in the con
trol classes. Not only were academic gains 
noted; also, there was a significant reduc
tion in absenteeism and a significant re
duction in discipline referrals. Althpugh 
project emphasis was directed to per-


Equal Opportunity in the Classroom 
Interaction Model 


Monthly Snnd A Strand B Strand C 
Workshops 


Workshop .1 
Workshop 1#2 
Workshop .3 


R.spon .. Opportunities Feedback Personal Regard 
1. Equitable distribution 1. Affirm/correct 1. Proximity 
2. Individual help 2. Praise 2. Courtesy 
3. Latency 3. Reasons for 3. Personal interest 


and compliments praise 
Workshop.4 4. Delving 4. Listening 4. Touching 


S. Desist Workshop'S S. Higher-level questions S. Accepting 
feelings 


ceived low achievers. all students in the 
experimental classes, not just the lows, 
showed statistically significant pins over 
those in the control classes. 


One of the most valuable and signifi
cant program spinoffs srew out of the 
observation/cooing component. Since the 
program is not directly related to anyone 
curriculum area or grade level, teachers of 
various disciplines and grade levels are 
observing each other. This has resulted in 
improved communication and under
standing between teachers, kindergarten 
through twelfth grade; awareness and ap
preciation of the accomplishments of 
those in other subject areas; observing 
good teaching strategies that can often be 
replicated. regardless of the subject area. 


In 1974 the EOC project won over 
1,800 Title IV-C projects as one of the 
most outstanding in the nation and was 
awarded an Educational Pacesetter 
Award by the National Advisory Council 
on Supplementary Centers and Services. 


From 1974 through 1m EOC received 
three consecutive dissemination grants 
from the California State Department of 
Education. Durina the dissemination 
years project staff members were in
strumental in instailinl the program in 
more than 100 school districts, experienc
ing the same success that met the pilot 
program. 


Also in 1974, it became apparent that 
the number of project staff members was 
inadequate to meet all district requests for 
implementation services. It was then that 
a new component was added to the pro
gram, the "!rainin, trainers." Project 
Coordinator Trainin, Seminars were ini
tiated in December, 1974. School districts 
desirous of implementin, the proaram 
were instructed to send one or more of 
their staff to be trained as prOlfUD coor
dinators and implemenlers. Those iden
tified for trainin, were to possess ex
perience and skills in the area of staff in
service !raininl or show potential for suc
cess in tbb area. 


EOC project coordinator candidates 
attend a t.hree-day seminar conducted by 
the EOC staff from the OffICe of the Los 
Angeles County Superintendent of 
Schools. The project concept is simple 
enoulh so that within these limited time 


periods the munlOl will prepare one to 
supervise the five-month inservice pro
Iram for teachers. In the past five years 
1.200 educators representing 480 educa
tional alencies have attended these 
seminars. Numerous comments by edu
cators attest to the success of the pro
Iram. Here are typical comments: 


Marvin L. Marshall, director of secon
dary education, Baldwin Park Unified 
School District - "The Equal Opportuni
ty in the Classroom project is. in my 
estimation. one of the best staff prepara
tion prolrams available to classroom 
teachers ... 


Clifford Low, area administrator. 
Portland Public Schools - "The results 
of this prOlram have been positive beyond 
our hiahest expectations. I am highly im
pressed by the fact that our phenomenal 
success with this program was built on a 
mere three-day leadership training ex
perience." 


M. A. Nottin,hlzm. proftssor of 
educational adminimatiop. University of 
Southern California - "My observation 
of the prOlram over the past three years 
convinces me that it should become a part 
of university teacher training programs." 


Jam~s .~. C/~m~",~,. principal. 
Redondo Beach CitY Schools - "It is the 
finest teacher inservice education prosram 
J have ever seen." 


The Equal Opportunity in the Class
room Project is not a simple program to 
be mastered in one readin, of a manual. It 
is, on the contrary, a five-month ex
perience built around H tcachinl prac
tices that must be intemali.zed by the 
teacher and incorporated into the 
classroom experiences of the student. 


Students are 1I0t all alike physically 
and mentally, but they art all alike in hav
in, the rilht to an equal opportunity to 
learn. 


SAM IC£RMAN (MOIUII 54n A"tonio 
ClttJp(6) is dim:IOI" of 1M £qIUI1 Opportllnily 
ill tlw CltlSSTOOIft Proj«t, Officr of tlu! Los 
All,. COfUfry SlI~rin{o?nJenf of Schools in 
CtIli/ontkl. RNdn-s wisJlin, to leam man 
IIbouI 1M proj«t dncriHd Iwrr may wrill to 
XlnNlfl tit thl Los Anlllft Cowrty Education 
Cllttfr. 9300 E. ImperillJ Hl,hway, II. 146, 
DoWM!. CA 90141. 
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This project resulted from a conference sponsored 
by the Community Relations Service and the Law 
Enforcement Assistance Administration of the U.S. 
Department of Justice. The conference and this 
brochure were supported by a grant from the National 
Institute of Education. U.S. Department of Health. 
Education and Welfare. 


Points of view or opinions stated in this document 
are those of the participants. coordinator. and 
consultants. and do not necessarily represent the 
official position or policy of the sponsoring agencies. 


HOW TO USE TIDS BROCHURE 


This brochure has two sections: Preventing 
Disruptions and Responding to Disruptions. After a 
few introductory remarks. each section is divided 
into two parts: What the Schools Should Do and 
What the Police Should Do. 


The brochure outlines a minimum number of 
basic steps school and police officials should take in 
developing a joint approach to problems of school 
disruption . It may also be used as a resource book 
of checklists in preparing a memorandum of agree
ment relating to school disruption _ 
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INTRODUCTION 


As public-sanctioned school and police officials, you 
share an awesome responsibility for preventing- as 
well as dealing with - possible school disruption . This 
brochure was designed with your particular needs in 


mind. 


In recent years, more and more school systems have 
experienced serious problems, both in and outside the 
classroom. And it seems the nature of this school 
conflict continues to grow more complicated with each 
new case that arises. 


Concern over this rapid rise in school-centered 
disruption, along with an increasing awareness among 
officials that a coordinated police/ school response is 
needed , prompted CRS and LEAA to sponsor a two
day action conference at the Massachusetts State 
Police Academy. The conference, attended by many 
of New England's top school and police officials, 
consisted of a series of police/ school response 


workshops. 


The goals of these workshops were: (1) to learn 
about present relationships existing between t.he 
schools and police departments from the collective 
experience of the participants; and (2) to distill basic 
materials and guidelines which could be used 
nationally to help administrators work m~re 
cooperatively in preventing or peacefully setthng 


school disruptions. 


While only New England school and police people 
attended the conference, the task force which 
prepared this brochure believes that the suggest~ons 
provided here will be useful throughout the Uruted 


States. 
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PREVE TI G DI R PTIO 


Preventing di ruption i the rponsibilit of both 
school and police official : YO . 


While school authorities bear the m t immediate 
responsibilit for identif in potential in- hool 
problems, only throu h cooperative plannin and 
communication efforts can all the conditions that 
breed school disruption be analyzed. 


This cooperative effort hould reflect one clear 
purpose: keeping the proc of education going. This 
must remain the primary purpose , even when 
inflammatory conditions prevail. 


Too often, officials facing school problems feel 
there is nothing they can immediately do to resolve the 
situation. In many cases, school closings are ordered 
unnecessarily - when good planning would have kept 
them open. 


Effective planning begins with a reali tic assessment 
of your needs. You must be prepared to deal with 
more than just the school' narrowly defined security 
problems. Community concerns and issues also affect 
the school's situation. 


Needs assessment is a two-way treet. Both the 
schools and police must conduct studies and hare 
their results. After these initial ste~ are completed. a 
better understanding of what the real problems are 
and who hould take the nece5Sary action under 
specific circurnstanc will r ult. 


On the following pag are common elements for 
developing a joint approach to preventin disrupu n. 
Thi section ha ' three parts: Conducting a eeds 


ment, Developing Joint Prev ntive 1easures. 
and Planning for a Oi ruption. 







CONDUCTING A 


WHA T SCHOO LS SHO ULD DO 


Collect Data: 


o 
o 
o 


Conduct special surveys: examine faculty staffing 
patterns; review school policies; etc. 


Review school security incident reports. 


Evaluate curriculum and social issues affecting 
the student body: review student involvement in 
developing policies and programs; exami~e 
student opportunities for participating m 


activities; etc. 


O Share security information with police. If. a 
school security program exists, it should provlde 


the principal liaison with police. 


Identify Problems: 


o 
o 
o 


What are your most serious problems? Have the 
real causes been identified or addressed? 


Of these serious problems, which demand your 


immediate attention? 


Are the problems school-centered, community
centered, or of some distinctive combination? 


Identify Needs and Set Goals: 
o Request police opinion of what your needs are to 


prevent disruption. 
. d · needs and set o Based on available data , eterrDme 


goals. 


o Put goals into priorities. 
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. . 
NEEDS ASSESSMENT 


WHAT POLICE SHOULD DO 


Collect Data: 


o 
o 
o 
o 


Analyze school-related crime information. 


Review police/ school incident reports. 


Analyze school! community problems and 
incidents which may spark disruption. 


Make appropriate case and intelligence 
information available to school authorities. 


Identify Problems: 


o 


o 


What problems are likely to require immediate 
police response? What liaison with school is 
needed? 


What problems require police participation III 


long-range solutions? 


o What is the proper police role in dealing with 
school-centered and community-centered 
problems which may lead to school disruption? 


Identify Needs and Set Goals: 


o Request school opinion of what you should do to 
help them prevent disruption . 


D 


o 


Based on available data , determine needs and set 


goals. 


Put goals into priorities. 
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WHAT SCHOOLS SHOULD DO 


Develop and .Implement Solutions to 
Meet Goals: 
D Do you have adequate resoutces within the 


school? 


D Are you making full use of community re:ources; 
has a community advisory counCIl been 
established? 


D Have timetables been established for solutions? 


D Have responsibility and ~uthority for developIng 
solutions been clearly defIned or delegated? 


D Have responsibility and au~hority for school
police cooperation been defIned and accept~ 
within the administration and between the pobce 
and the administration? 


Re-evaluation: 
D Re-evaluate p~oblems. and goals 


appropriate penod of tIme. 


D Modify existing solutions if necessary. 


D Develop new solutions if appropriate. 
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after an 


WHAT POLICE SHOULD DO 


Develop and Implement Solutions to 
Meet Goals: 


D What police resources are available for use on 
school problems? 


D What police resources are appropriate for use on 
school problems? 


D What special demands on police manpower and 
budgeting will cooperation with schools create? 


(How can these demands be met?) 


D Have timetables been established to guide a joint 
police-school effon? 


D Have responsibility and authority for police· 
school cooperation been defined and accepted 
within the department and between the school 
and the department? 


Re-evaluation: 


D Re·evaluate problems and goals 
appropriate period of time. 


D Modify existing sol utions if necessary . 


D Develop new solutions if appropriate. 
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D EVELOPING JOINT PREVENTIVE MEASURES 


WHAT SCHOOLS SHOULD DO 


o Assure that your preventive measures reflect your 
real needs. Are you addressing the problems or 
the symptoms? 


o 


o 


o 


Develop a fair code of discipline and a Student 
Bill of Rights. Involve students, parents, and staff 
in the development process. 


Develop a realistic grievance procedure. Again, 
involve students, parents, and staH in the 
development process. 


Review staHing patterns so that they reflect the 
community and student body. 


o Review your curriculum to see that it reflects ~ot 
only educational standards, but also commumty, 
ethnic, and student concerns. 


o Assure yourself that the staH of the security ~t, 
should one exist, is capable of recogruzIng 
potential problems and is able to deal with 
students without causing undue antagonism. 


o Develop open lines of communication with ~e 
police and community groups. If a schoo! sec~ty 
oHice exists, it should take the lead In police 
relations. However, final responsibility always 
rests with the school system superintendent. 


o Consider the creation of a school security unit for 
defined needs and purposes if your school has no 


internal security team. 
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W H A T POLIC E SH O ULD DO 


D 


D 


o 


D 


o 
D 


Assure that preventive measures reflect your real 
needs. Are you addressing the problems or the 
symptoms? 


Develop a School Liaison Resource Officer 
Program in schools where no security unit exists. 
The head of this program should be actively 
involved in teaching and curriculum 
development, as well as student counseling. 


Use officer assignments to develop rapport with 
students. Consult with school officials to use 
police experts as panelists and speakers in school 
seminars. 


Key patrol patterns to critical times and locations 
relating to schools. 


Develop formal policies and 
supponing school security. 


processes for 


Develop open lines of communication with 
schools and community groups. 


D Clarify legal issues relating to police participation 
in normal school processes. 
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PLANNING FO~ A DISRUPTION 


WHA T SCHOOLS SHOULD DO WHA T POLICE SHOULD DO 


D Identify potential problem sites. 


D 


D 


o 


Internal: exits, restrooms, gyms, cafeteria , shop , 


boiler rooms, etc. 


External: bus zones, commons, parking areas. 


adjacent property, athletic grounds, etc. 


List available resource people who could quickly 


respond to the above sites. 


Include: school security, teaching and non· 


teaching staff, traditional and non-traditional 
student leadership, parents, community, and 


police. 


Specify tasks for each resource person and 
develop a communication network to the central 


command post. 


• Clearly define chain oE command for both 


school and police officials. 


• 
. 'tical 


Initiate a program oE presentJDg. ~n 
information to school and police oEElClals. 


Other considerations: 


d DC in ·service 


• 


• 


• 


Provide separate an JOI I 
. d hool personne on 


training to polIce an sc . h I 
• I d l'ng WIth sc 00 


skills and techniques lor ea 1 


disruption. 


Give school 
staff clear operational 


instructions. 
/. nnoUDcing an 


Establish a signal syste~ 0: a 
d · t nrunatlOn. emergency an Its e 
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D Identify potential problem sites and times. 


D 


D 


• 


• 


Sites: bus routes, transfer points, youth 
hangouts. parking lots, etc. 


Times: beginning of school . lunch-time. 
end of classes. 


Outline available police resources. 


• 


• 
• 


• 


• 


Establish patrol patterns to coincide with 
problem sites and times. 


Plan for traffic and crowd control. 


Clearly define chain of command for police 
and school people. 


Not.ify back-up and neighboring police 
stattons/ departments of your location and 
situation. 


Initiate a program of presenting critical 
information to police and school offic' I la s. 


Other considerations: 


• 


• 


• 


• 


~velop a plan for phased intervention and 
WIthdrawal. 


Identify a school liaison officer or assign 
school resource officer. a 


Establish a coordinated press relations 
policy with the school. 


Familiarize liaison personnel with school 
command post and. if possible, rehearse 
procedures for handling emergency tactical 
problems. 
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WHAT SCHOOLS SHOULD DO 


D Other considerations (cont.): 


D 


• 


• 
• 
• 


• 


Have an emergency list of telephone 
numbers available. 


Establish a central command post. 


Develop a way of assisting injured people. 


Develop a method of isolating and removing 
disruptive students from school premises. 


Develop ways of communicating quickly 
with parents and community groups. 


• Establish a written reporting process to be 
used in disruptive situations. 


• Develop a coordinated press relations policy 
in cooperation with police. 


• Advise police of any special problem for 
schools created by the police plan . 


Review, update, and reissue school/ police plan. 
Develop a procedure requiring annual review and 
update of all the foregoing. Reissue revised plans 
to all involved personnel. 


10 


WHAT POLICE SHOULD DO 


D Other considerations (cont.): 


• Provide separate and joint , in-service 
training to police and school personnel on 
skills and techniques for dealing with school 
disruption. 


Review, update , and reissue school/police plan. 
Develop a procedure requiring annual review and 
update of all the foregoing. Reissue revised plans to all 
involved personnel. 
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NOTES 
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RESPONDING TO 
DISRUPTION 


Prevention may fail. Disruption may occur. In that 
event your first responsibility is to protect life and 
return to a normal educational setting as soon as 
possible. This responsibility is equally shared by both 
the police and schools. 


The best way to assure an orderly, effective response 
to disruption is through cooperative pre-planning. 
Police and school people are dependent upon each 
other in this process. Each should know what to expect 
from the other. 


You can best establish this positive relationship by 
designing a contingency plan spelled out in a 
memorandum of agreement or understanding. There 
should be no surprises when you respond to a 
disruption . 


Whether or not such formal arrangements exist, 
there are certain minimum steps that must be 
considered when you respond to school disruption. 
The following pages outline these steps. 


This section has three parts: Using School and 
Community Resources ; Requesting Pol ice 
Intervention; and Managing Police Intervention. 
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USING SCHOOL AND COMMUNITY RESOURCES 


WHAT SCHOOLS SHOULD DO 


D l!espo~d to a disruption according to its level of 
IntensIty. Generally, there are three levels: 


• Level 1 - When disruption is confined to 


one area and there is no threat to students or 
staH. 


You are better oH dealing with this yourself. 
Avoid the implications that may arise with 
the massive use of outside resources. 


If you have a school security program, 
involve it immediately. If necessary, bring in 
supplementary school professionals to help 
stabilize the school and manage the short
term overload of demands on school 
administration . 


The overall policy in these situations should 
be containment and removal, with 
minimum interruption of educa~ional 


processes. 
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WHA T POLICE SHOULD DO 


D Respond to disruption according to its level of 
intensity. Generally, there are three levels: 


• Levell - When disruption is confined to 
one area and there is no threat to students 
and staff. 


In these situations, the immediate police 
commander should be thoroughly briefed 
on what is happening. Where a school 
security program exists, the best liaison is 
usually between the police intelligence unit 
and a designated school security officer . 


You should design appropriate internal 
alert procedures to deal with the crisis if it 
intensifies. 


The overall policy in these situations is 
containment and removal , with minimum 
interruption of educational processes. 
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WHAT SCHOOLS SHOULD DO 


• 


• 


Level 2 - When disruptive forces are 
mobile and/ or pose a direct threat to 
members of the school community. 


If you have school security officers with 
appropriate legal status, they should 
apprehend disruptees and end disruption. 
In the absence of such security officers, you 
should request police assistance to control 
and remove. 


If necessary, bring in supplementary school 
professionals to help manage school 
administration during the difficulties. Also 
bring in selected community representatives 
to assist in the stabilization effort. 


Finally, activate your school's community 
advisory council if one exists. 


Above all, keep the school open. 


Level 3 - When disruption is general, 
educational processes have ended for most 
students, and there are serious threats to 


students and staff. In short, the situation is 
out of control. 


You should immediately request police 
assistance according to pre·existing plans. 
Generally, the school should be closed. 
Insofar as legal violations must be 
suppressed, authority to end disruption 
should shift from the school administrator 
to the police officer in charge. 


However, responsibility for the school 
should remain in the hands of the school 
administrator. You should cooperate with 
the police in a phased plan for restoring 
nonnal school operations. 
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WHAT POLICE SHOULD DO 


• 


• 


Level 2 - When disruptive forces are 
mobile and/ or pose a direct threat to 
members of the school community. 


Institute a level 2 alert for the school. You 
should prepare a designated response unit to 
assist the school if necessary. 


If assistance is requested, you should 
respond with the minimum nwnber of 
police required. 


In collaboration with school authorities, 
apprehend disruptees and assist school 
people in filing appropriate charges. 


Get out of the school as soon as possible. 


Level 3 - When disruption is general, 
educational processes have ended for most 
students, and there are serious threats to 
students and staff. In short, the situation is 
out of control. 


You should institute a level 3 alert for the 
school and respond according to plans for 
dealing with a major disruption. 


Apprehend disruptees , end disruption, and 
remain at the school as long as needed to 
provide deterrence and security. 


Return all nonnal security functions to 
school personnel as quickly as possible. 
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• 


REQUESTING POLICE 


WHAT SCHOOLS SHOULD DO 


D Who calls the police? 


• Only one or two individuals in the school 
should have this authority. If a school 
security office exists, its director and the 
school principal should be the only 
authorized callers. 


• Provide a "call back" number so that the 
police can verily the call as legitimate. 


D Who will be in charge? 


• The principal or his authorized designee 
remain in charge of school premises and 


personnel. 


• The police will have primary responsibility 
for the enforcement of the law and will insist 
on making the final decision on all matters 
involving their sworn obligations. (School 
officials retain a responsibility to support the 
police as appropriate.) 
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INTERVENTION 


WHAT POLICE SHOULD DO 


o To whom do you respond? 


o 


• Identify one place, person, or office to 
receive official calls from the schools. 


• 


• 


Only respond to previously identified 
individuals . 


Verify the call as legitimate via the "call 
back" number. 


Who will be in charge? 


• 


• 


The senior officer on the scene is normally in 
charge of police. 


The officer in charge should immediately 
establish personal contact with the 
individual in charge of the school. 
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MAN AGING POLICE 


WHA T SCHOOLS SHOULD DO 


D Establish and maintain two-way communica
tions; work together. 


• Those in charge must know what their 
counterparts in the police department are 
doing and why. 


D Response should be controlled and pre-defined. 


D 


D 


• There should be a phased sequence of 
actions following the written memorandum 
of agreement. 


Assure that levels of police response are dictated 
by the level of school disruption. 


• As the school's top official, you must 
determine the seriousness of the school's 
problem with input from police officials. 
You must also insure that the schools are 
prepared to assist and provide input to the 


police in each level. 


Provide police withdrawal assistance. 


• When to withdraw requires the cooperative 
agreement of both police and school 


officials. 


• There may be pressures to leave the police in 
tOO long or take them out coo soon. 
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INTERVENTION 


WHA T POLICE SHOU LD DO 


D ~tablish and maintain two-way communica
tIons; work together. 


• Those in charge must know what their 
counterparts in the schools are doing and 
why. 


D Response should be controlled and pre-defined. 


D 


D 


• Th~re should be a phased sequence of 
actIons following the written memorandum 
of agreement. 


Levels of police response should be dictated b 
the level of school disruption. y 


• With assistance and guidance from 
pol.ice, the principal will determine 
senousness of the school's problem. 


the 
the 


Phases of police response: 


• 
• 
• 


• 


• 
• 
• 
• 


Police are requested. 


Police verify request and assess situatI' on. 


Determination of appropriate amount of 
force and necessary time elements. 


If necessary, first police squads are dis
patched. 


Main force arrives at staging area. 


Supportive units arrive on site. 


Intervention by force if necessary. 


Police should be prepared to . hd . . wlt raw at 
any tlme If further intervention is unnec _ 
sary. es 
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WHAT POLICE SHOULD DO 


o Assure timely police withdrawal. 


• When to withdraw requires careful judg
ment made cooperatively by both police and 
school officials. 


• There may be pressures to leave the police in 
too long or take them out too soon. However 
the decision is reached, withdrawal must be 
consistent with the safety of students and 
staff. 


• The final decision to withdraw is the 
responsibility of the police officer in charge. 
He should consider at least the following: 


Has the crisis peaked? 


What is the school's estimate of the 
situation? 


Is the disruption affecting the 
surrounding community? 


What are the minimum force levels 
which may be needed to keep the 
school open? 


In what condition are the police 
officers? 


Are there other police forces involved? 
What is their condition? 


Are police officers seriously needed 
elsewhere? 
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FEDERAL COf.i1·1UNITY RELATIONS SERVICE: HELPING SCHOOL 
CO:-1l>1UNITIES PREVENT AND RESOLVE RACIAL AND ETHNIC CONFLICT 


with no regulations to enforce and no granting authority, the Com
munity Relations Service (CRS) is a Federal agency that emphasizes 
and delivers service . Created by Title X of the 1964 Civil Rights 
Act, CRS has 18 years of experience helping communities resolve 
disputes, disagreements and difficulties related to problems based 
on race, color and national origin. Conciliators, mediators, and 
consultants who also provide technical assistance, CRS staff has 
dealt with racial and ethnic problems in many fields, but their 
record assisting school districts is unique. 


No community is too small. A few years ago CRS helped Coalinga 
Unified School District mediate with local Mexican-Americans dif
ferences which had kept that small community disrupted for months . 
CRS helped Mountain View/Los Altos Union High School District with 
the closing of a school involving reassignment of minority students . 
And CRS has assisted most cities across the country where school 
desegregation has been either ordered or adopted voluntarily. In 
California CRS assisted the following communities with a variety 
of school/minority problems: Newport, Costa Mesa, Los Angeles, 
Hawthorne, Long Beach, Modesto, Tracy, Taft, Cutler, Orosi, Salinas, 
San Diego, Santa Rosa, Stockton, Sunnyvale, Yuba City, Fresno, Oro
ville, San Bernardino, San Francisco, Duarte, San Carlos, Butte 
County, Los Angeles County, Rialto, Sacramento, El Centro, San Jose, 
Pomona, Oakland, Santa Ana, Watsonville, Pontana and Oak Grove. 


In school closures and pupil reassignments, desegregation or changing 
student populations and demographics, CRS is ready to help . CRS 
assists communities and boards cope with change peacefully by shar
ing a nationwide experience in community relations'and conflict 
management . Its staff assist with in-service training, provide 
technical assistance in rumor control, contingency planning for 
student unrest or incidents, conflict prevention, community involve
ment and general preparation for changing student populations at all 
levels. 


CRS provides community groups and districts with conciliators and 
mediators to help prevent or resolve local disputes involving racial 
and ethnic issues . Authorized to accept referrals of cases by courts 
for good-faith efforts at settlement. CRS conducts mediation under 
strict ground rules; nothing that transpires may be used in any sub
sequent litigation, should the mediation fail. In other disputes such 
as boycotts, walkouts or threats of same by students or staff over 
racial of ethnic concerns, CRS helps the parties build on their mutual 
concerns to avoid escalation . When boycotting students return or stay 
in school once the issues are being resolved, CRS saves taxpayers funds 
lost by students absences . Working in strictest confidence and pro
hibited by law from performing "investigative or prosecuting functions, 
CRS has highly trained and experienced professionals to assist in 
prevention as well as resolution of conflict. 


Finally, all these services are free and available on a 24-hour basis. 
In California CRS can be reached by calling Area Code 415/556-2485. 
They are located at Suite 1050, 1275 Market Street, San Francisco, CA 
94103 . 








from isolation to 
integration in the 
classroom· 


william briggs 


A common eady response of school personnel when 
their district faces desegregation goes something like 
this: ''I'm an educator. I never was a racist. Therefore, 
on the first day of the implementation of our 
desegregation plan, I won't be doing anything 
differently from the way I've been doing it for years." 
If the speaker is a teacher, the response often 
continues along these lines: "Every child who comes 
into my class is important and if he or she does the 
work and has the ability then that child will get what 
is offered in the classroom." If it's a principal who is 
speaking, the response sometimes continues: "I've 
been in schools for many years and I know how to 
run a school. We run a good school here and frankly 
I don't think we need to do anything unusual." 


• A key-note address presented at a city-wide conference, 
Successful Local School Integration, May 17, 1978, in 
Los Angeles, California. 
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There's enough truth in these statements that one 
easily could be misled into agreeing with them. We 
certainly are not going to get anywhere charging 
teachers or administrators with being racists; and 
nobody wants to be given in-service in what they have 
been doing professionally for years. So what is the 
answer to those who just don't see what one can do 
differently in a newly-desegregated school? 


First, we have to remind ourselves that the U. S. 
Supreme Court's Brown decision came down 24 years 
ago, and that the Los Angeles school desegregation 
case has been in the courts since Mary Ellen Crawford 
first filed suit in 1963. If it takes that many years of 
struggle and financial sacrifice to make it possible for 
children of different racial and ethnic backgrounds to 
attend school together, then when it finally happens 
it is foolish to ignore the years of resistance and the 
emotions that have flared on all sides. The dramatic 







media coverage of civil rights efforts, dogs and hoses 
in Birmingham, angry white parents spitting on black 
children in Little Rock and New Orleans, buses in 
flames or with windows broken in Pontiac and 
elsewhere. -all have helped create a climate of violence 
over the years which makes the first day of school 
desegregation something which must be approached 
with a deep sense of moral and professional 
responsibility. A positive effort to overcome years of 
negativism and distorted media coverage must be 
attempted. We remember the violence around three 
high schools in Boston and most of that by adults in 
the streets. We need to be reminded of the 16 other 
high schools in that city where desegregation was 
peaceful and educationally sound. 


Put yourself in the shoes of a child going to a new 
school and ask yourself what can be done at the 
building site to make that child feel safe, welcome -
yes, even wanted! 


Before I attempt to answer this question, I wish to 
emphasize that much needs to be done by any school 
district and community once its desegregation plan 
finally is court approved. City political, business, 
minority, labor, religious and civic leadership need to 
create a climate of understanding for peaceful 
implementation and this is best done by works, not 
just words. The news media also have a responsibility 
to report the news with a sensitivity as to how it can 
contribute to either confusion or clarity. A credible 
city-wide rumor control or citizens information center 
needs to be established. The school board and central 
administration should promote this climate by taking 
steps to help assure the safety and health of students. 
For example, there should be reasonable uniformity 
on contingency plans, security measures, and policies 
on student discipline and behavior. We can't assume 
that anybody really knows what to do. Not being a 
law enforcement person, one might tend to leave that 
area to the police. After you've seen police in some 
of our major cities fail to do such elementary things 
as set up blockades to keep protesters back from 
entrances as children get off buses to go into school 
buildings, you stop assuming and start working to find 
out what's being done and whether or not it's being 
done far enough in advance. Principals have to be 
supported so that they can be candid about their needs 
without appearing incompetent or unresourceful. Too 
often having problems is seen as the failure of the 
administrator; the real failure is not admitting to 
having problems that need solutions if this important 
task is to be accomplished with a meaningful degree 
of success. 


Clearly, then, the school site and classroom cannot 
and do not function in a vacuum. But even if the 
broader city and area responsibilities are not met, 
there remains the job of running a school building and 
providing classroom experiences that make all the past 
struggles for integration socially and educationally 
meaningful for the children and their parents. Finally, 
let no one make the mistake of thinking I am only 
talking about preparing formerly "white schools" for 
the newly-assigned minority students; formerly racially 
and ethnically isolated minority schools will also 
have to prepare for Anglo students and the challenge 
to do that well is equally important. 


I remember years ago, about 1962. going into an 


all-black junior high school in Cleveland, Ohio, upon 
request of the principal to assist in improving the school 
climate and student attitudes. As my assistant and I 
entered the building we noticed a career-day theme 
was dominant everywhere - in display cases, on 
posters, on streamers across the halls and in 
classrooms. Except for the students and school staff, 
there were no black face anywhere. No one on the 
black staff had thought to use examples of blacks who 
had achieved to inspire, encourage, and motivate 
students. All the little dolls in nurses uniforms, in the 
display cases were white; no one even had thought to 
cut up old copies of Ebony or contact the local Urban 
League for similar resources. Teachers and principals 
need to be sensitive to the climate that themes, posters, 
and displays create throughout a building. Most 
teachers and principals take pride in school spirit and 
there are things to do to help establish it. 


An integrated school has common goals; and like 
American society it will feel the tension between the 
plurality of its students and the singularity of its 
educational goals. The challenge is to obtain a unity 
of purpose that not only respects differences, but 
rejoices in them as riches to be treasured and 
appreciated. 


The climate of the school building is affected by the 
sense of involvement and ownership which its 
occupants have about it. Parent participation is easy 
to list as a goal, but often difficult to achieve where 
there are socio-economic differences and various other 
obstacles to it. In Los Angeles (a city as large as 
Cleveland, Detroit, Boston, Denver, Philadelphia, 
Milwaukee, Providence, R.I., and Washington, D.C. 
combined) achieving parent participation will be a 
real challenge because of the distances involved. In 
an early experimental phase (1969) of desegregation 
in San Francisco, I recall parents, who were having 
elementary students transferred to Dudley Stone, were 
fearful that being located at 1351 Haight Street, the 
school would be in the midst of "hippies" and "dopers" 
- a bad environment. Parents visits turned that view 
around dramatically; and the principal and school were 
seen as so special that parents who were once fearful 
became advocates of Dudley School. 


Periodic opportunities for parents to get together are 
especially important. Recently, I visited Grisley Peak 
Elementary School in Berkeley where Dr. Kathryn 
Favors is principal. Formerly Director of Curriculum 
and Human Relations, which department even 
Berkeley no longer funds due to budget cutbacks, 
Dr. Favors pointed to potluck dinners, attended by 
both parents and children, as very helpful in 
maintaining parent involvement. She reported a real 
family feeling about the school. A recent potluck 
dinner had nearly 100 percent attendance, although 
many of the parents were of bused pupils from South 
Berkeley. 


Mrs. Fanny McElroy with the San Francisco Unified 
School District also urges that schools spend time, 
through picnics and potluck dinners, getting to know 
one another and creating a family feeling. Mrs. 
McElroy points out that while lots of good things 
happen spontaneously, a good leader will help things 
along by orienting staff who serve as parent counselors 
to attend the event., stimulate discussion, feel parents 
out about their problems or concerns, and even provide 
time for the airing of issues on the agenda. 
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The principal does much to establish the climate of 
the school. He must, of course, provide leadership in 
goal setting, planning and evaluating, and problem 
solving as pointed out in HEW's A Handbook For 
Integrated Schooling; but he also must assist in the 
process or role clarification. In the early days of 
desegregation, teachers need the reassurance that 
comes from knowing that the principal has done his 
or her homework. For example, if the principal happens 
to be out of the building, who's in charge? And does 
that person know what to do in an emergency? A 
positive climate is helped by a sense of efficiency, 
know-how, leadership, and professionalism. 


The climate of the school is affected by how well 
teachers and administrators know and agree on what 
is good, acceptable student behavior and what is not; 
on how consistent teachers are in the application of 
discipline and how fair and equitable they are in all 
things. In schools where teachers disagree or are 
misinformed about discipline procedures, their legal 
rights and responsibilities, student rights and 
responsibilities and due process - the result is student 
confusion, anger, hostility and alienation. Often 
students interpret teachers' different applications of 
discipline as racism when in fact the teachers are just 
at odds with one another. Naturally, there is the added 
hazard of racism - conscious or unconscious - in 
the application of discipline. Sometimes, minority 
teachers themselves are harder on minority students in 
their efforts to have minority students succeed. Often, 
white teachers expect minority children to misbehave 
and unwittingly promote that misbehavior by 
overlooking bad behavior either out of fear or a 
misplaced desire to be liked. In some instances, white 
teachers fear protective responses from the NAACP 
or local minority leaders whenever minority students 
are disciplined. In any case, the result is never good 
for the school climate. 


Another building-climate factor is the textbook and 
curriculum content. I won't spend much time on that 
here, but I recommend a thorough diagnosis of 
textbooks and curriculum materials to avoid 
stereotypes (Mexicans in sombreros and serapes) , the 
absence of minority characters in books, and 
over-simplification of the role of American minorities 
in American and world history. I remember majoring 
in philosophy at Columbia University - in a most 
prestigious department - and not being able to study 
Eastern, African or Native American concepts of 
mind, ethics, metaphysics, aesthetics, or religion. 


Extracurricular activities also must be reviewed with 
an eye to their impact on integration; even out-of
school programs often can be adjusted to help students 
build and maintain friendships initiated at school. In 
Sacramento one elementary principal made special 
arrangements for the boys in his school to stay 
together in Cub Scout activities rather than return to 
segregated neighborhoods and separate Cub Scout 
groups. He provided the leadership to make that uniqu~ 
adjustment possible, but by doing it, he also 
communicated to parents and boys alike that the 
school wasn't just into integration for some technical 
or abstract judicial reason; it was because those 
friendships were important enough to work at, because 
the school (meaning its people) really cared. 


The climate of a building is made by inaction as well 
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as action. The teacher or other staff person who 
hesitates to discourage racial slurs is en,couraging them 
and ultimately the possible violence they can engender. 
Indeed, the integrated school is no place for anyone 
to allow himself the luxury of indulging in private 
prejudices before students. Teachers have a great 
responsibility to the young minds entrusted to them 
not to foster prejudice. I know of instances where 
teachers who have no right in the classroom have 
stood before a class and uttered racist profanitiJ;:s and 
gotten aw.ay' .,with it; but I know about such cases 
because those schools ultimately became battlegrounds 
- fostered in part by such irresponsibility - and my 
agency had to be called in to help re-establish order. 


No school should allow turf to develop, but many 
have : that's the black latrine; that's the Anglo section 
of the quadrangle; that's where the Chicanas smoke. 
While it's impossible and unreasonable to discourage 
all grouping, certain areas belong to all the students, 
not just some. Yet, there have been schools in 
California for example where both boys and girls from 
various racial and ethnic groups have had to run home 
at lunch or to a nearby gas station because they were 
barred from toilet facilities in their public school. 
This has happened to Anglo students as well as 
minorities. 


Paraprofessionals, hall aides, parents, and volunteers 
in the building also help create a climate. Creative use 
of school volunteers can indirectly make a very 
significant contribution to establishing that a school is 
a no-nonsense place where persons of every race, sex, 
age, ethnic, or other distinction have something to 
contribute and something to gain. Dallas and Detroit 
are cities where the school districts have made a good 
use of volunteers. I have had extensive discussions with 
the Director of Volunteer and Tutorial Programs in 
the Los Angeles Unified School District and she not 
only is aware of most programs around the country 
but could provide excellent leadership in utilizing 
volunteers to facilitate the integration program locally. 
Especially during the first month of desegregation it is 
helpful for bused students to see familiar faces at the . 
new site. Parents, clergy, and others from the sending 
school can be part of the welcoming program at the 
receiving one and should be involved in the planning 
of such activities as well. 


The school counselors and psychologists need to be 
included in the planning and receiving of in-service 
training. Educators need to be made more aware of 
the problems and issues that relate to testing and 
counseling minority pupils. We have to be reminded of 
how cultural conditioning affects performance and of 
the importance of understanding how to interpret test 
results. We can all benefit from Ernest Haggard's 
study twenty-four years ago where by only three bours 
of special training low socio-economic students had 
their IQ scores markedly improved. As Frank 
Riessman observed in his 1962 book (The Culturally 
Deprived Child) , Haggard's study certainly 
demonstrated that "childhood experiences cannot have 
been so limiting or irreversible." Working with 
minority students in Ohio in the sixties, I found many 
counselors were ignorant of the numerous sources of 
financial aid available because of racial or ethnic 
ancestry - a sure source of motivation and hope 
greatly neglected today_ 


Classified employees - cafeteria workers, bus drivers, 







security agents, custodians, school nurses, secretaries, 
- all are part of the school building family. Often 
these persons meet parents and students before the 
principal or teacher does. To neglect their being 
oriented to the significant role they play is a serious 
mistake. If Spanish-speaking parents calling the school 
by phone encounter courtesy and someone who speaks 
Spanish, their sense of relationship is deepened; but if 
they encounter someone who acts annoyed with them 
or who is unable to get assistance from a Spanish
speaking staff person or aide, then the school becomes 
an unfriendly and alien place. 


In one city which had spent much time and money 
preparing for desegregation, including two-way radiqs 
on the buses, the failure to train bus drivers helped 
create bad feelings that still are spilling over into 
black/ white student conflict two years later. The bus 
driver used his expensive, new two-way radio, but 
what did he say? "I got ten niggers down here and no 
more room! What'U I tell 'em?" 


We've only touched on the high points of community 
and building site climate factors that promote 
integration. 


You can see how the classroom can be neglected -
even in a speech with that as one of its primary 
concerns. We sometimes are so overwhelmed with 
logistics, planning, security, city-wide climate and 
issues, that the one place where the life of most 
students and educators finally focus on that goal of 
quality integrated education is the last to be addressed. 
While it is true that much needs to be done outside to 
support positive integration inside the classroom, there 
also is much that happens in the classroom that can 
spill over into the community. It can carry either a 
message that is positive or one that is negative - even 
detrimental to the whole idea of school integration. 


But it will be in the classroom and through that 
delicate process called education - involving school, 
home, and student - that integration ultimately will 
fail or succeed. And like so many good things, it is up 
to us to do what is needed or it will fail. Like a 
new-born baby, it is full of potential; yet, what it 
will become is a responsibility we can neglect and 
which many believe such will seriously threaten the 
survival of the nation. 


The teacher and his or her attitude is a key to what 
happens in the classroom. 


It's not easy for any of us to re-evaluate our own 
perceptions, but it's extremely important if teacher 
attitudes or expectations are going to be dealt with. 
One of my favorite stories comes from the Banneker 
School District, one of the poorest housing areas in the 
country, located in St. Louis. It was there that 
Assistant Superintendent, Dr. Samuel Shephard, 
reported in the early sixties an informative incident 
where the teachers in one class confused the students' 
locker numbers with their LQ.s. What happened, of 
course, was that the students with the low LQ.s and 
the high locker numbers couldn't get the teacher off 
their backs. "Come on, Johnny, we know you can 
do it." urged the teacher. Finally, Johnny, either by 
cheating or actually doing the work began to produce 
for this teacher who expected him to perform better. 
Meanwhile the student with the high I.Q. and the low 


locker number was not getting that kind of 
encouragement, got bored and his attention even began 
to drift until finally he was staring out the window. 
"Freddy, what is the answer?" asked the teacher to 
draw his attention back into the room. "Huh" said 
Freddy, locker number 85 and the LO. number 122, 
who now looked like LQ. number 85. What happened? 
The pupils with the high locker numbers and the low 
LQ.s raised their LQ.s that year; the children with 
the high LO.s and low locker numbers - well, they 
developed behavior problems and their grades 
reflected teacher expectations - not the students' 
abilities. 


Teacher attitude is important and one way to deal with 
it is for teachers from the paired schools to meet to 
discuss the newly assigned pupils. Teachers from 
sending schools, by departments if at the middle and 
high school levels, have much solid information to 
share with teachers in the receiving school. In this 
way teachers can adjust their methods and their 
attitudes on a professional level with peers rather than 
on the basis of rumors and myths about minorities, 
areas, or neighborhoods. 


To promote integration in the classroom a school 
district could provide a mandate requiring a K through 
12 multicultural curriculum and by funding a special 
department to assist teachers in its implementation. The 
tragic reality is that even districts like Berkeley have 
eliminated their human relations departments because 
of budget cutbacks and changing local political 
pressures. In Berkeley, however, the impact of their 
efforts in human relations curriculum has survived the 
department that developed them. Multicultural goals, 
materials, and experiences have now become second 
nature for many of Berkeley's teachers. That would 
be the only condition under which I personally could 
accept the demise of multicultural curriculum programs 
in the public schools - when they have worked 
themselves out of a job. But I frankly think every 
district needs a permanent, on-going department to 
provide resources, assist with in-service training, keep 
the district's materials up to date and identify new 
ways to accomplish the district's goals of quality, 
integrated education. 


Dr. Kathryn Favors and Dr. John Favors of Oakland, 
California, in their multicultural program called 
" Project LIVE" - Living in Various Environments -
have stated better than anyone else whom I know 
interdisciplinary, multicultural curriculum goals for 
K through 12. As a supplement to any district's present 
curriculum, a program similar to Project "LIVE", 
could promote integration through multicultural 
curriculum and through an interdisciplinary academic 
main thread which ties it all together with academic 
content designed to provide enrichment and remedial 
help as well. My belief has always been - and Drs. 
Favors have proven it possible - that the best 
multicultural program would be an integral part of 
the very curriculum that teaches the academic 
disciplines, that a child can learn intergroup feeling 
and understanding through reading and language arts, 
science, social studies and mathematics. 


Stealing, with their permission, from Drs. Favors 
materials, such a curriculum: 


( 1) must be taught from a diversity of perspectives 
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(2) must take into serious consideration the 
uniqueness and importance of each individual 


(3) must seek to maintain and improve intergroup 
relations 


( 4) must seek to improve the level of information 
(5) must work with cultural groups to help all 


students appreciate and maintain their 
uniqueness. 


Like Drs. Favors, I see academic and multicultural 
learning as supporting each other. As children develop 
research skills, learn how to translate ideas into skills 
and practices, understand new concepts and see the 
relationship between the written word and reality -
the multicultural curriculum truly educates them to 
living in a world with many different and exciting 
environments. These experiences can be the force 
behind the child's enthusiasm for the world. I've seen 
a child's eyes light up and colors flow from her little 
fingers as her inspiration and art told the story of 
her growth. 


I recently visited a school where students drew 
themselves in September and then again in April. It 
was incredible! The growth in selfhood and expression. 
In September a Japanese child's eyes were drawn by 
him as circles and in April as almond-shaped and 
clear. One child colored herself with a brown crayon 
in April, whereas in September she's been colorless. 
The experience of equality and respect for differences 
is being taught by professionals; it requires a 
professional approach. It is too important to be 
approached any other way. 


Many things that happen in the school have relevance 
to integration: seating of new students in the 
classroom; how the teacher refers to students in the 
presence of others; physical contact; semantics; method 
of reward; grading; vocabulary of children; how work 
groups are established; teacher awareness of the child's 
home situation; how a child is returned to class after 
an absence; gestures; audio-visual materials; textbooks; 
how student participation is encouraged; how the 
teacher relates to other adults from different groups; 
field trips; extra-<:urricular activities; dramatics; sports. 
All those aspects of the classroom and the school 
program have elements to them that can either promote 
integration or reinforce old ideas, feelings and 
practices rooted in segregated institutions, housing 
patterns, employment practices and everyday living. 
It will require more than physically bringing students 
together to help them do what many of their elders 
so far have failed to do themselves. 


The attitude with which we face the reality of 
court-ordered desegregation will affect our approach 
to it. In two paired elementary schools in one mid-west 
city, teachers encouraged students to exchange letters. 
They told in their own words about their teachers, 
the. school building. and neighborhood and expressed 
their hope that the new students would like their new 
teachers as much as they did. It helped those students 
to learn that the school about which they were anxious 
was the same one that someone else was going to miss 
as much as they felt they would miss theirs. 


George Garcia, in a recent issue of 
Integrated Education. wrote that it is imperative that 
Latinos and other minorities be included in the 
development of curriculum and in the curriculum 
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outcomes. Criticizing what he believed to be a 
black-white emphasis in multicultural curriculum and 
teacher in-service programs nationally, he raised an 
important aspect of what a number of minority 
leaders feel is a neglect of the problems of Chicanos, 
Asians, Native Americans, and others whose special 
cultural and linguistic backgrounds need to be taken 
into account if our methods and materials are to meet 
their educational needs. 


What many find hard to accept is that whites are often 
more ignorant of their heritage than many minorities. 
And one area that is neglected is the contribution of 
whites to intergroup understanding. We need to know 
the contributions of John Quincy Adams; Susan B. 
Anthony; Levi Coffin - father of the underground 
railroad; Prudence Crandall, a white teacher who was 
jailed for teaching blacks in Connecticut; William 
Lloyd Garrison, whose eloquence was a weapon 
against slavery; Father Jim Groppi - a soldier for 
open housing in Milwaukee; Fanny Kemble, nineteenth 
century actress, whose divorce was part of her decision 
to fight slavery at any price; Oliver LaFarge, Anglo 
advocate for Indian rights; and many other whites who 
believed in equality. Teaching about such persons can 
do much to change a distorted image of all whites as 
oppressors and to give white children heroes of 
whom they can be proud. The sense of shame and 
guilt for the atrocities inflicted by some whites upon 
minorities needs to be tempered with knowledge of 
the deeds of those whites whose bravery and 
commitment to democracy have given them an 
honored place in history. 


You have in your folders an excellent, comprehensive 
list of human relations activities developed by the 
San Diego Unified School District. Any creative teacher 
can find ways to use these ideas to teach not just 
human relations, but communication skills, 
computation, study habits. use of the library, social 
studies, or art. For example. what more dramatic 
combination of content could you find than the 
inspiring but tragic story of Dr. Charles Drew - the 
man whose work in blood plasma and its preservation 
helped save thousands of American lives during World 
War II - and who died after a serious auto accident 
in the South where he could not receive adequate 
medical treatment - because he was a black man? 
Dr. Drew bled to death. 


Every principal and teaching staff need to assess their 
school's level of preparedness for desegregation and 
integration. In curriculum alone there are many 
questions that could be asked. For example, do 
grouping. class scheduling. and student assignment 
policies inhibit multi-racial and multi-ethnic 
interaction? What does the curriculum do to make 
students aware of alternatives to violence? Have special 
needs of newly assigned students been anticipated? 
Have staff, resource materials, assessment instruments 
and other needs been identified and requested for 
September? Have the usual problems of many 
newly-desegregated schools been studied in reference 
to this school? How to a oid excessive use of expulsion, 
for example, by in-service training for staff on 
alternatives to expulsion. Has there been a review of 
how the extra-curricular program can be utilized to 
assure that all students have access to those activitie 
and feel ~elcom~? Has the principal identified staff 
~hose attttude signals they might be a negative 
mfluence and have steps to correct such problems 
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been developed? Have food services shown respect 
for the food ohoices of the multi-ethnic make-up of 
the school? 


Have you anticipated the financial barriers to some 
children's full participation in extra-curricular or 
other programs; and have measures been adopted to 
assure no student is denied participation because of 
financial disability? Have you provided students with 
an opportunity to participate in the preparation of 
desegregation, to be open about their anxieties? There 
are many other similar questions. In Syracuse, New 
York, the Community Relations Service worked with 
the school district for four special in-service weekends 
to assist teachers and principals with the process 
necessary to identify their individual school's needs 
and to develop programs to respond to them. Our 
role was primarily assisting with in-service and 
assessment. In addition to curriculum and school 
environment, schools need to assess school
community relations and staff preparedness. 


There is much that remains to be done, but many of 
the problems in our schools will be with us long after 
desegregation is initiated. Many of these problems have 
roots in the state of the art of education, in what our 
citizens' priorities are and in the many unsolved 
problems facing our major urban areas. Finally, to 


those who might ask how well has integration in 
schools worked nationally. I would ask them: How 
well have segregated schools worked? Ask the many 
drop-outs, the unemployed white and minority 
citizens, the victims of discrimination, the minority 
veterans who returned to face life as second-class 
citizens. The answer is obvious:. America is poorer for 
its racism. Its economic costs are only overshadowed 
by the spiritual waste and personal tragedy endured 
by those persons victimized by it. It is ~rue schools 
are not the only segregated institution - indeed, they 
are probably less segregated than many others, but 
they are a public institution and the courts have made 
it clear that school districts have a constitutional 
obligation to prepare and implement "reasonable and 
feasible" desegregation plans. Desegregation has been 
court-ordered. Integration now remains the moral and 
educational responsibility that must be met if we are 
to succeed in the nation's most noble experiment. 
We are both doctor and patient. We are in the process 
of making ourselves whole. I see the spirit of 
integration in Edward Markham's poem which I 
quote from memory: 


"He drew a circle which left me out 
Heretic, rebel, a thing to flout 
But love and I had the wit to win 
We drew a circle that took him in." 
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Synthesis of Research on Cooperative Learning 


W hy have human beings been 
so successful as a specie ? 
We're not strong like tigers, 


big like elephants, protectively col
ored like lizards, or swift like ga
zelles. We're intelligent-but an in
telligent man or woman alone in the 
jungle or forest would not survive 
for long. What has really made hu
mans such successful animals is our 
ability to apply our intelligence to 
cooperation with others to accom
plish group goals. 


Our society is composed of co
operative groups-families, neigh
borhoods, work groups, political 
parties, clubs, teams. Of course, these 
groups also have competitive ele
ments, but in all of them, if the in
dividuals cannot cooperate to achieve 
a common goal, all lose out. 


Since schools socialize children to 
assume adult roles, we might expect 
them to emphasize cooperative ac
tivity. Yet schools are among the in
stitutions in our society least charac
terized by cooperative activity. For 
many teaching itself is one of the 
loneliest jobs in the world. Students 
experience cooperative activity in 
laboratory groups, project groups, 
and so on, but these occupy a small 
portion of a student's schooling. Most 
of the time, students work independ
ently, but they are constantly com
pared with one another for grades, 
for praise, and for recognition. This 
competitive situation does not have 
the positive features of a competition 
between well-matched competitors. 
In the classroom the winner and 
losers can be predicted fairly reliably 
the day they first come into class: 
those who have succeeded in the past 
will probably succeed, and those who 
have failed will probably fail. For 
many low-performing students, no 
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amoun t of effort will put them at the 
top of the class hecause they have 
already missed so much in past years. 
Because they have such a small 
chance of success, low performers 
may give up or try to disrupt the 
activity. High achievers may not do 
their best because they know they 
will be near the top anyway. The 
competition for grades and recogni
tion may set up a pecking order in 
the classroom, with high performing 
students at the top. This further 
alienates low performing students, 
who may eventually turn to de
linquency or withdrawal as a means 
of maintaming positive self-esteem in 
what they perceive as a hostile en
vironment. 


The problems of the competitive 
c1:\ssroom have been discussed for 
years, but while there have been 
many complaints, there have been 
few practical solutions. Many teach
ers express frustration with the 
competitive classroom system, par
ticularly because of what it means 
for low achieving students, but they 
have felt constrained by a lack of 
alternatives. Some educators have 
suggested that if competition is not 
the answer, cooperation must be. 
What would happen if we allowed 
students to work on academic ma
terials in small, cooperative groups? 
It would probably be fun and reduce 
the isolation that many tudents feel 
in school. It might solve the problem 
of inevitable failure for many stu
dents. 


Cooperation has its own problems. 
What would keep the cooperative 
groups from turning out like those 
laboratory groups in which one or 
two students often end up doing most 
of the work? Why should students 
help each other learn-why should 
they care how their classmates are 
doing? What would keep the more 
able students from belittling the con
tributions of their lower-performing 
peer? How in fact could low achiev
ers contribute anything important to 
their groups? 


It is not enough to tell children to 


cooperate. A program based on co
operative act ivity has to he "engi
neered" to answer these questions 
and to meet the practical exigencies 
of classroom life. 


Cooperative Learning Methods 


While research on cooperation goes 
back to the early 1900s (Johnson and 
Johnson, 1974; Slavin, 1977a), re
search on practical classroom appli
cations of cooperative principles be
gan in the 1970s, when several 
independent groups of researchers 
almost simultaneously developed co
operative instructional methods. All 
of the methods involve having the 
teQ~her assign students to four- to 
six-member learning groups in which 
there are high, average, and low 
achieving students. These groups 
typically have boys and girls, and 
Blacks, Anglos, Hispanics, and mem
bers of other ethnic groups in ap
proximately the same proportion as 
they are represented in the whole 
class. In almost every other respect 
the methods differ markedly from 
each other. 


Student Team Learning. The most 
extensively researched and widely 
used cooperative learning methods 
were developed by David DeVries, 
Keith Edwards, Robert Slavin, and 
their colleagues at Johns Hopkins 
University (Slavin, 1980a) . These 
methods include Student Teams
Achievement Divisions (STAD), 
Teams-Garnes-Tournament (TGT), 
and Jigsaw Il. in addition to many 
modifications and special purpose co
operative methods. In ST AD, the 
teacher fir t presents a lesson. The 
students then meet in four- to five
member teams to attempt to master a 
et of worksheets on the lesson. Then 


the students take individual quizzes 
on the material. The scores the stu
dents contribute to their teams are 
based on the degree to which they 
represent an improvement over the 
tudent's own past average. The 


teams with the highest scores are 
recognized in a weekly class news
letter. In TGT students represent 
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their teams in academic games. Stu
dents compete with others of similar 
past performance so that, as in 
STAD, any student who prepares well 
can be successful. Jigsaw II is a modi
fication of Aronson's (1978) Jigsaw 
method. 


Jigsaw. In Jigsaw, each student in 
a five- to six-member group is given 
a unique piece of information on a 
topic the whole group is studying. 
After they have read their sections, 
the students meet in "expert groups" 
with their counterparts from other 
groups to discuss their information. 
Then the students return to their 
groups and teach their groupmates 
what they have learned. The entire 
class may then take a test for in
dividual grades. 


Jigsaw II (Slavin, 1980a) is a 
modification of Jigsaw designed to 
integrate this method with the other 
Sf udent team learning methods and 
to simplify the teacher preparation re
quired to use the method. In Jigsaw 
II, students are assigned to four- or 
five-member teams. They read narra
tive materials, such as social studies 
chapters, short stories, or biographies, 
and each team member is given a 
special topic on which to become an 
expert. The students discuss their 
topics in "expert groups," and then 
return to teach their teammates what 
they have learned. Finally, the stu
dents take a quiz on the material, 
and the quiz s ores are used as in 
ST AD to form individual and team 
scores. 


Learning Together. The coopera
tive learning method closest to pure 
cooperation is that designed by John
son and Johnson (1975). Students 
work in small groups to complete a 
single worksheet. for which the group 
receives praise and recognition. 


Group-Investigation. The Group
Investigation model (Sharan and 
Sharan, 1976) is the most complex of 
the cooperative learning methods. 
Students in small group take sub
stantial responsibility for deciding 
what they will learn, how they will 
organize themselves to learn it, and 
how they will communicate what they 
have learned to their classmates. 


Cooperative learning methods vary 
con. iderably, but their differences are 
primarily alternative ways to deal 
with the same problems inherent in 
cooperation. For example, most of 
the methods make it impo sible for 
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one student to do most of the group's 
work. In STAD and Jigsaw II stu
dents take individual quizzes without 
the help of their teammates to add 
points to their team scores; each stu
dent must know the materia\. In 
TGT, students play academic games 
with members of other teams to add 
points to their team scores; again, 
each student must know the material 
in order to contrihute a high score. 
The Jigsaw, Jigsaw II, and Group
Investigation methods make it impos
sible for the group's work to be un
evenly distributed by having each 
student become an expert on some 
part of the group task. 


An inherent danger of the use of 
heterogeneous learning teams is that 
low achieving students will have little 
to contribute to the group's efforts, 
and that high achieving students will 
resent this or belittle the contribu
tions of the low achievers. This 
danger is averted in ST AD and Jig
saw IT by having each student's con
tribution to the team score represent 
the degree to which the quiz score 
exceeds the student's own past aver
age. In TGT, students compete 
against equals to add points to their 
team scores, which gives low achiev
ing and high achieving students equal 
chances to contribute to the team 
score. Jigsaw, Jigsaw II, and Group
Inve tigation ensure that each student 
has something of value to contribute 
by giving students their own areas 
of expertise. 


Making students value group suc
cess is vital to cooperative techniques 
because without a reason to cooper
ate, many students will refuse to do 
so. In STAD, TGT, and Jigsaw II, 
students receive recognition in a class 
newsletter if they are on high scoring 
teams. In the Johnsons' Learning To
gether methods, students often re
ceive grades based on their group's 
performance. Jigsaw uses individual 
tests on which students must learn 
from their groupmates to do well, 
and in Group-Investigation, both 
class and teacher evaluations of group 
products motivate the groups to pull 
together. 


The different methods vary in ap
plications as well as in operational 
features. Group-Investigation, Jigsaw. 
and Jigsaw II are all used almost 
exclusively in ocial studies, while 
ST AD. TGT, and Learning Together 
are used in all subjects. Jigsaw, 
Group-Investigation, and Learning 


Together have been used primarily in 
elementary schools; ST AD, TGT, and 
Jigsaw II are used in secondary as 
well as elementary schools. 


Cooperative Learning: The Research 


What happens when we change from 
a traditional classroom organization 
to cooperative methods? A reason
able person would prohably look for 
effects in two principlll areas: student 
achievement and student social re
lationships. It would be logical to 
expect improved achievement be
cause in a cooperative group, students 
a:-e likely to encourage and help one 
another to learn. Positive effects on 
social relationships, such as race rela
tions, are also logical outcomes to 
expect, because cooperative learning 
is, after all, a social intervention. Re
searchers studying cooperative learn
ing have looked at a wide range of 
academic and social outcomes. This 
research has been reviewed recently 
by Sharan (1980) and Slavin (l980b), 
whose major conclusions are sum
marized here. 


Academic Achievement. Anyone 
who has seen students working in 
cooperative groups can see that they 
enjoy doing so, that working coopera
tively makes school work social and 
exciting. But what are the effects of 
working cooperatively on student 
achievement? 


Twenty-seven studies have investi
gated the effects of cooperative learn
ing programs on student learning, 
comparing the cooperative programs 
to traditional control groups in ex
periments lasting at least two weeks. 
but more often running for 8 to 16 
weeks. A significant positive effect on 
student achievement was found in 19 
of these studies, no differences in 
seven. and in one study there was a 
significant difference favoring the con
trol group. The most successful meth
ods for improving student achieve
ment appear to be the Student Team 
Learning techniques; nine of ten TGT 
studies (DeVries and Slavin, 1978), 
four of six ST AD studies (Slavin, 
1978), one Jigsaw II study (Ziegler, 
in press) and one study of a com
bination of TGT, STAD, and Jigsaw 
II (Slavin and Karweit, 1979) all 
found significantly positive effects on 
student achievement (Slavin, 1980b). 
Three of the 18 Student Team Learn
ing studies found no experimental
control differences in achievement. 
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One of the original Jigsaw studies 
found positive effects of this method 
on achievement (Lucker and others, 
1976), and one found no differences 
(Blaney and others, 1977). The one 
Group-Investigation study to measure 
student achievement (Sharan and 
others, 1980) found positive effects 
of this method on what the authors 
call "hi/!h cognitive-level" skills, such 
as analysis, evaluation, and inter
prctation, but not on basic skills. 


The pattern of results of the many 
cooperative learning studies indicates 
the importance of designing coopera
tive methods to resolve the problems 
inherent in cooperation. The Learn
ing Together model is the closest of 
the cooperative learning models to 
pure cooperation; the students work 
in small groups to complete a single 
worksheet and receive praise for do
ing so. This model does not explicitly 
tlIake it necessary for every group 
member to contribute to the group's 
work. Also, the informal group re
ward does not give group members 
a clear reason to help one another 
or to encourage their groupmates to 
learn. The Learning Together model 
was found in one study to be equal 
to the control group in achievement 
effects (Johnson and others, 1976), 
and lower than the control group in 
another (Johnson and others, 1978), 
the only negative finding for a co
operative learning method. Peterson 
and Janicki (1979) simply allowed 
students to work on their worksheets 
in small groups but gave no explicit 
group rewards for doing so. They 
also failed to find any differences in 
achievement between their small 
group method and a whole class con
trol group. 


The positive effects of cooperative 
learning methods on student achieve
ment appear equally frequently in 
elementary and secondary schools, in 
urban, suburban, and rural schools, 
and in subjects as diverse as mathe
matic , language arts, social studies, 
and reading. There is a tendency for 
Blacks to gain outstandingly in 
achievement as a result of working 
cooperatively (Lucker and others, 
1976; Slavin. 1977a; Slavin and 
Oickle, 1980), although Whites also 
achieve more as an outcome of co
operative learning. Most studie show 
high. average, and low achievers 
gaining equally from the cooperative 
experience. A few have shown some
what greater gains for low achievers 
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(DeVries and others, 1975; Edwards, 
DeVries, and Snyder, 1972; Peterson 
and Janicki, 1979; Slavin and Oickle, 
1980), but a few others have shown 
the greatest gains for high a"hievers 
(Edwards and DeVries, 1972; Hulten 
and DeVries, 1976). Wheeler (1977) 
found that students who preferred 
to cooperate le:lrned best in a co
operative rrogram, while students 
who preferred to compete did best 
in a competitive program . 


Sharan (I 9RO) and Slavin (I 980h) 
have hypothesized that the mar..: 
tightly structured cooperative meth
ods, such as ST AD and TGT. will 
have the largest effects on basic skills, 
but higher-order cognitive skills may 
be best increased by more open-ended 
methods such as Group-Investigation. 
The evidence for this is only sug
gestive at present , but it may be that 
a mix of cooperative learning methods 
is needed to improve different kinds 
of learning. For example, ST AD or 
TGT could be used to teach such 
subiects as mathematics, language 
mechanics, science concepts. foreign 
language, and geography; Jigsaw or 
Jigsaw II to teach subjects like his
tory; and Group-Investigation to 
teach such subiects as science labs 
and social studies concepts. 


Intergroup Relations. The effect of 
cooperative learning strategies on 
relationships between Black, White, 
and Hispanic students in desegre
gated schools is an outstanding case 
of social psychology in action. While 
we've gotten students of different 
ethnicities into the same school build
ings, we have a long way to go in 
having them form friendships and in
teract on an equal and amicable 
basis. Numerous studies of friendship 
between students of different ethnic 
groups (Gerard and Miller, 1975) 
have confirmed this observation; stu
dents make few friendship choices 
outside of their own racial or ethnic 
groups, and this situation does not 
improve over time of its own accord. 


Cooperative learning techniques 
place students of different races or 
ethnicities into cooperative groups 
where each group member is given 
an equal role in helping the group 
achieve its goals. These are the con
ditions of the most widely accepted 
theory of positive intergroup rela
tions: Allport's Contact Theory of 
Interracial Relations (1954). All
port's theory holds that if individuals 
of different races are to develop posi-


I tive relationships, they must engage 
in frequent cooperative activity on an 
equal footing. Put another way, if we 
assign students to work together on 
a common task toward a common 
goal, where each individual can con
tribute substantially to the mutually 
desired goal, the students will learn 
to like and respect one another. 


The results of the cooperative 
learning studies support this expecta
tion. Most of the intergroup relations 
research has been done with the Stu
dent Team Learning methods. Four 
studies of STAD (Slavin. 1977b; 
Slavin, 1979; Slavin and Oickle, 
1980; Tackaberry, 1980), three of 
TGT (DeVries, Edwards, and Slavin, 
]978), and two of Jigsaw II (Gon
zales, 1979; Ziegler, in press) all 
found positive effects of the Student 
Team Learning methods on improv
ing relationships between students of 
different ethnicities. Most of the 
ST AD and TGT studies involved re
lationships between Blacks and 
Whites in the East, but the subjects 
in one STAD study (Tackaberry, 
1980) were mostly Puerto Rican, 
Cuban, and Anglo. Those in one 
Jigsaw II study (Gonzales, 1979) 
were Mexican-American and Anglo, 
while the subjects in another Jigsaw 
II study (Ziegler, in press) were pri
marily recent European immigrants 
and Anglo-Canadians in Toronto. 


Two of these studies (Slavin 1979; 
Ziegler, in press) included follow
ups of interethnic attitudes. Both 
found that several months after the 
students experienced Student Team 
Learning, they stilI had significantly 
more friends outside of their own 
ethnic groups than did students who 
had been in traditional classes. 


The research on Student Team 
Learning and intergroup relations 
has been so consistently successful 
that many school districts are cur
rently using these methods to im
prove relationships between Black, 
White, and Hispanic students with the 
added advantage of improving stu
dent achievement. 


Mainstreaming. The barriers to 
friendship and positive interaction 
presented by ethnic differences are 
serious, but they are small compared 
to the gap between mainstreamed 
academically handicapped students 
and their nonmainstreamed class
mates. However, this is another area 
in which cooperation may overcome 
substantial differences. Several re-


651 







searchers have found that cooperative 
learning improves relationships be
tween mainstreamed and non main
streamed students. In a recent study, 
Madden and Slavin (1980) found 
that Student Team Learning helped 
nonmainstreamed students accept 
their mainstreamed classmates while 
also improving the class's achieve
ment and self-esteem. Ballard and 
others (1977) introduced coopera
tion between educable mentally re
tarded students and their non retarded 
classmates, and found a marked in
crease in friendship between the 
EMR and non-EMR students. Arm
strong and others (1977) and 
Cooper and others ( I 980) found 
positive effects of the Learning To
gether model on acceptance of main
streamed learning disabled children. 


Self-Esteem. Several of the co
operative learning studies have in
cluded measures of student self
esteem. Self-esteem has been antici
pated as an outcome of cooperative 
learning both because students in co
operative groups feel more liked by 
their classmates (which they usually 
are) and because they are likely to 
feel more successful academically 
(which they also usually are). 


The technique whose structure is 
most directly targeted to improving 
student self-esteem is Jigsaw, in 
which students are each given special 
r.formation that makes them in
(iispen able to their groups. Positive 
effects on self-esteem have been 
found in two studies of Jigsaw 
(Blaney and others, 1977; Geffner, 
1978), but not in a third (Gonzales, 
1979). 


TGT and ST AD have each docu
mented effects on student self-esteem 
(DeVries and others, 1979: Oickle, 
]980) . Also, a tudy that combined 
the three Student Learning methods 
( lavin and Karweit, 1979) showed 
po itive effects on self-esteem. 


Other Effects of Cooperative 
Learning. The positive outcomes dis
cussed earlier on student learning, 
intergroup relations, mainstreaming, 
and self-esteem have been studied 
most extensively in the cooperative 
learning research because they are 
highly important outcomes of chool
ing. However, there is a wide range 
of other outcomes that have also been 
studied in this research (Slavin, in 
press). 


ot surprisingly, most evaluations 
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of cooperative learning have found 
that students who work together like 
school more than those who are not 
allowed to do so. They also like 
other students more. Students who 
have worked cooperatively are more 
likely to be altnlistic and to believe 
that cooperation is good. They are 
also likely to say they want their 
classmates to do well in school and 
that they feel their classmates want 
them to do well . 


One study (Slavin, 1977e) found 
that emotionally disturbed adoles
cents who experienced cooperative 
learning were more likely than tradi
tionally taught students to interact 
appropriately with other students; 
this effect was sustained five months 
after the end of the project. Another 
study (Bridgeman, 1977) found that 
students who worked cooperatively 
were better able than other students 
to understand someone else's point 
of view. 


Use of Cooperative Learning 


Applications of cooperative learning 
methods in classrooms have increased 
dramatically over the past three years 
and continue to increase at a rapid 
rate. The most widely used methods 
by far are the Student Team Learn
ing methods, ST AD, TGT, and Jig
saw II. At the end of the 1979-80 
school year, more than 3,000 teach
ers located throughout the United 
States were estimated to be using 
these methods, and that number was 
expected to double during this school 
year, especially as a result of several 
large-city adoptions of the program. 
The Johnsons' Learning Together 
model is also used in many schools, 
as are the original form of Jigsaw 
and Group-Investigation, which is 
widely used in Israel. 


Although there are unanswered 
questions in the research, it is possi
ble to say that the principal coopera
tive learning methods are effective 
on a wide range of outcomes. They 
have proven to be practical and 
widely acceptable to teachers. The 
research has clearly shown that 
changing from a traditional competi
tive clas room to a cooperative one 
does not diminish student achieve
ment: often it significantly improves 
achievement. The research over
whelmingly supports the usefulness 
of cooperative learning for improving 
the social outcomes of schooling, 
such as intergroup relations, attitudes 


toward mainstreamed students, and 
general positive relations between 
students. Cooperative learning also 
seems to make students feel better 
about themselves. 


Cooperative learning methods can 
be used by teachers to achieve social 
and academic goals at the same time, 
without sacrificing one for the other. 
The ultimate significance of the re
search on cooperative learning might 
be in the development of classroom 
instructional models in which peer 
motivation is used to focus students 
on academic excellence and lead 
them to learn because it is valued by 
the peer group rather than reject it 
because it is imposed by adults. If 
we can make students true partners 
in the learning enterprise instead of 
simply consumers, we may be able 
to achieve educational outcomes far 
beyond those now considered pos
sible .• 
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Highlights From 
Research on 
Cooperative Learning 


('ooIX'ratin' kallllll~ 1l1l'lhmb afl' ainwd al H:ducill/! '11Il1l-1I1 i,olallllll and p ... r 
leivct! 11O\tik clillwtn that ex"t ill highly COI1lPCtlltvC classroollls. alit! at Im:reasmg 
~tudcnts' ahility III Inleract and work with other students to\\ard common goal, 


The most widely used cooperative learning methods Includc: 
• Student Tealm-Achievement Divisions (STAD)-Students assemble in teams 


01 four or five member to master worksheet n material covered in a le~ ... ()n 
just presented by the teacher. Subsequently, they mdividually take a quiz on 
that material. The team's overall score is determined by the extent to which 
each student improl'£'d over his or her past performance. The team demonstrat
ing the greatest improvement is recognized in a weekly class newsletter. 


• Teams-Garnes-Tournament (TGT)-The procedure in TGT is the same as that 
used in STAD. but instead of taking quizzes. the students play academic games 
with other members in the class whose past performance was similar to their 
o\\n . The team score is also based on individual improvement. 


• Jigsaw-Students meet in five- or six-member teams . The teacher gives each 
student an item of information which the student must "teach" to the team. 
Students are then individually tested for their mastery of the material. jig aw II 
is the same, except that students obtain their infonnation from textbooks, nar
rative material. short stories, or biographies. The cia s is then quizzed for 
individual and team scores. 


• Learning Together-After the teacher has presented a lesson, students work 
together in small groups on a single worksheet. The team as a whole receive 
praise and recognition for mastering the worksheet. 


• Group-Investigation-This is a more complex method, requiring :;tudents to 
accept greater responsibility for deciding what they will learn. how they will 
organize themselves to master the material, and how they will communicate 
what they have learned to their classmates. 
The~ methods share four positive characteristic . . (I) The cooperation required 


among students pre'ienh one ... tudent from doing most of the work for the others. (2) 
In spite of the cooperative nature of the groups , each student must learn the material 
in order to improve hiS or her own score and the team score. (3) Even low achievers 
who may not contribute greatly can receive recognition slOce scores are based on 
individual improvement , however small, over past performance. (4) Students are 
motivated to cooperate since they receive not ju t a grade on a piece of paper, but 
public recognition from the teacher and the cia s. 


Cooperative learning methods have positive effects in several areas . They 
contribute ignificantly to tudent achievement-to an equal extent in both elemen
tary and secondary schools; in urban, uburban, and rural school; and in diverse 
subject matter area . 


Schools with racially or ethnically mixed populations do not nece sarily have 
better intergroup relation based 01 ely on tudent proximity . However, when di -
similar students work together to small group~ toward a common goal and are 
allowed to contribute equally, they will learn to like and re pect one another. 


Cooperative learning methods also inc rea e acceptance and understanding 
among educable mentally retarded students, physically handicapped student • and 
their nonimpaired classmates. They also have a po iuve effect on tudent elf
esteem. 


Students who panicipate in cooperative learning like school more than their 
peers who are not allowed to work together: they are better able to interact appropri
ately with others and to understand another person' point of ·jew. 


ASCO\ Research Informallon Service will help member locate urces of infor
mation on other topics. Send pecific question in writing to Research In ormation 
Service, A sodation for upenision and Curriculum Development, 225 I 'orth 
Washington Street, Alexandria. VA 22314. 
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Themes of Educational Leadership in 1981-82 


Present plans call for the following theme issues of Educational Leader
ship in 1981 - 82: 


Month 
October 


Theme 
Thinking and 
Learning 


December Taking Stock 
of Your 
School 


February 


March 


Troining for 
Leadership 


Education 
in Other 
Nations 


Including 
Teaching thinking 
skills, brain research, 
development of intel
ligence, recent 
learning theory. 


Self-assessment of 
goals, organization, 
instructional program, 
school climate, provi
sions for supervision, 
community relations. 


Deadline for 
Manuscripts 
June 1, 1981 


August 1, 1981 


Leader behavior; October 1, 1981 
selection, training, 
supervision, and evalua-
tion of administrators. 


Descriptions of develop- November 1, 1981 
ments in other countries 
-especially curriculum 
and supervision-rele-
vant to U.S. education. 


Themes of other issues (November, January, April, May) will be deter
mined at the time of publication. We often group several unsolicited man
uscripts together when they are on similar topics. All issues also include 
non-theme articles, so manuscripts on any aspect of curriculum, instruc
tion, supervision, and leadership in education are always welcome. 


Send manuscripts to: Ronald S. Brandt, Executive Editor, ASCD, 225 N. 
Washington St. , Alexandria, VA 22314. 
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It Isn't easy for 
people caught up i 


a racial dispute to 
find a way out. 


EDlotions run high. 
Issues Dlay be 


cODlP.lex. And a 
basic problem ofte 
prevents working 
out a solution ... 







Neither side 
will talk 
to the other. 


Angry racial or ethnic groups 
demand prompt action because they 
feel they're being discriminated 
against. 


Officials, facing this challenge, are 
apt to feel more compelled to show 
they're in charge than to discuss the 
minorities' grievances. 


Moreover, virtually unforgiveable 
insults may have been traded. 


The result is a gap so wide that 
only a neutral third party has any 
real chance of bridging it. 







And that's where the 
Contntunity 
Relations Service 


• contes In. 


We are an impartial U .S. Justice 
Department agency created by the 
1964 Civil Rights Act solely to 
conciliate and mediate such disputes. 


When we learn of trouble in a 
community, we first make sure we 
understand what is happening. We 
talk to all segments of the 
community-local officials, minority 
leaders, heads of civil rights and 
human relations organizations and 
agencies, church leaders, business 
leaders, and others. 


We look for answers to basic 
questions: \Vhat happened? Who is 
involved on both sides? \\That specific 
demands, if any, have been made? 
What is the attitude of challenged 
officials toward the aggrieved 
minority groups, and vice versa? 


What is the mood of the local 
police or other law enforcement 
agencies? Has any neutral agency 
attempted to intervene? If so, are 
there signs the intervention is having 
a positive effect? 







The facts we gather are analyzed 
quickly. We determine the scope of 
the difficulty and whether it might 
escalate into something more serious. 


We also determine whether we 
have jurisdiction-and the likelihood 
that our assistance will lead to 
resolving the dispute. 


If the decision is that CRS should 
intervene, we go further ... 


We send in a 
conciliator. 


The conciliator's first concern is 
violence. If it has started, he does 
everything in his power to stop it. 
If it appears about to happen, he 
moves quickly to head it off. 


In all cases, he makes contact 
quickly with leaders on both sides, 
listening to their interpretation of 
the situation and to their particular 
problems. 


He clarifies the issues by asking 
questions and offering suggestions. 
He evaluates the situation on the 
basis of many such private 
conversations. He carries messages 
between the disputing parties. 







After meeting with people 
individually, he next tries to bring 
leaders from both sides together 
privately as individuals to see 
if the first steps can be taken 
toward cooperation and mutual 
accommodation. 


If progress is made here, the 
conciliator then works with the 
leaders publicly in their 
acknowledged roles to see if he can't 
help them resolve their own 
differences. 


Or we send in a 
D'lediator. 


A mediator responds to a racial 
difficulty when the disputing parties 
feel a settlement will more likely 
result through formal negotiations. 


The mediator facilitates this 
process. After consulting with both 
sides to determine what issues 
they want to negotiate and by what 
priority, he establishes ground 
rules and explains procedural details. 


He also finds a suitable site for 
negotiations if necessary. The 
mediator chairs these sessions and 
helps both sides find resources 
needed as negotiations progress. 







Just like the conciliator, the 
mediator is neutral. His principal 
role is to keep the negotiations 
moving forward as long as the 
disputing parties feel they are 
fruitful and that an agreement can 
be reached. 


CRS mediates formal negotiations 
only if both sides want to negotiate. 
Either side can withdraw at any 
point it feels an equitable settlement 
cannot be reached or that its 
interests otherwise will not be 
served. 


And, like the conciliator, the 
mediator imposes nothing on anyone. 
He fully understands that only the 
disputing parties can settle their 
differences if it's to be done 
voluntarily. 







Just like the conciliator, the 
mediator is neutral. His principal 
role is to keep the negotiations 
moving forward as long as the 
disputing parties feel they are 
fruitful and that an agreement can 
be reached. 


CRS mediates formal negotiations 
only if both sides want to negotiate. 
Either side can withdraw at any 
point it feels an equitable settlement 
cannot be reached or that its 
interests otherwise will not be 
served. 


And, like the conciliator, the 
mediator imposes nothing on anyone. 
He fully understands that only the 
disputing parties can settle their 
differences if it's to be done 
voluntarily. 
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CanCRS 
help you? 


To find out, simply pick up the 
phone and call anyone of our offices. 
Or write if you prefer. We accept 
requests for help from any party 
to a dispute, or other interested 
persons. We are on call 24 hours 
a day, seven days a week. 


ATLANTA 


Room 900 
75 Piedmont Avenue NE. 
ZIP Code: 30303 
(404) 221-6883 


242-6883 (FTS) 


BOSTON 


Room 1920 
100 Summer Street 
ZIP Code: 02110 
(617) 223-5170 


CHICAGO 


Room 1113 
175 West Jackson Street 
ZIP Code: 60604 
(312) 353-4391 


I: 


DALLAS 


Room 138-35 
1100 Commerce Street 
ZIP Code: 75242 
(214) 749-1525 


DENVER 


4th Floor 
1531 Stout Street 
ZIP Code: 80202 
(303) 837-2fJ73 


327-2973 (FTS) 


KANSAS CITY (MOo) 


Room 2411 
911 Walnut Street 
ZIP Code: 64104 
(816) 374-2022 


758--2022 (FTS) 


NEW YORK 


Room 3402 
26 Federal Plaza 
ZIP Code: 1CXXJ7 
(212) 264-0700 


PHILADELPHL-\ 


Room 309 
2d and Chestnut Streets 
ZIP Code: 19106 
(215) 597-2344 







SAN FRANCISCO 


Room 703 
100 Mission Street 
ZIP Code: 94105 
(415) 556---2485 


SEATTLE 


Room 1898 
915 Second A venue 
ZIP Code: 98104 
(206) 442-4465 


399-4465 (FTS) 


HEADQUARTERS 
WASHINGTON, D.C. 
550 11th Street l\.W. 
ZIP Code: 20530 
(202) 739-4002 


739-4011 


.' 
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FEDERAL COMMUNITY RELATIONS SERVICE: HELPING SCHOOL 
COMMUNITIES PREVENT AND RESOLVE RACIAL AND ETHNIC CONFLICT 


With no regulations to enforce and no granting authority, the 
Community Relations Service (CRS) is a Federal agency that emphasizes 
and delivers service. Created by Title X of the 1964 Civil Rights 
Act, CRS has fourteen years of experience to draw upon in its efforts 
to help communities resolve disputes, disagreements and difficulties 
relating to problems based on race, color or national origin. Serving 
as conciliators and mediators who also provide technical assistance, 
the CRS staff has experience dealing with racial and ethnic problems 
in may fields, but ·their experience assisting school districts is 
especially impressive. 


No district is too small -- they recently helped Coalinga Unified 
School District mediate differences with its Mexican American community 
which had kept that small community disrupted for months. And they've 
assisted boards in most cities across the country where school deseg
regation has been either ordered or adopted voluntarily. In California, 
CRS assisted Stockton, San Francisco, Sacramento and El Centro and 
currently is working with boards, staff, students and community in Los 
Angeles, San Bernardino and San Diego. 


CRS can help boards desegregate peacefully by reviewing their 
implementation plans and sharing a nationwide experience on school 
desegregation. Its staff assist with in-service training and provide 
technical assistance in rumor control, contingency planning, student 
parti-ci-pation, convnunity involvement and general preparation for deseg
regation at all levels. 


CRS also provides districts with conciliators and mediators to hel~ -
resolve local disputes involving racial and ethnic minorities. In boy--
cotts, walk-outs or threats of same, CRS often avo:ids escalation-; -and-- -
by keeping students in school once the issues are being resolve~, -CRS 
can even save Boards the lost state aid funds caused by student absences.
An agency that works in strictest confidence and which is prohibited from 
perfonming investigative or prosecuting functions, CRS offers school 
boards highly trained and experienced professionals to assist in the 
prevention as well as the resolution of conflict. 


J 


Finally, all these services are free and available on a twenty-four 
hour basis. For California, CRS can be reached by calling Area Code 415, 
556-2485. They are located at 100 Mission Street. Room 703, San Francisco, 
California 94105. 







July Z, 1964 - Z7 - Pub. Law 88-35Z 
78 STAT. 267. 


count of race, color, religion, or national origin, the Attorney General 
for or in the name of the United States may intervene in such action 
upon timely application if the Attorney General certifies that the case 
is of general public importance. In such action the United States 
shall be entitled to the same relief as if it had instituted the action. 


TITLE X-ESTABLISHMENT OF COMMUNITY 
RELATIONS SERVICE 


SEC. 1001. (a) There is hereby established in and as a part of the 
Department of Commerce a Community Relations Service (herein
nfter referred to ItS the "Service"), which shall be headed by a Direc
tor who shall be appointed by the President with the advice and con
sent of the Senate for a term of four years. The Director is author
ized·to appoint, subject to the civil service laws and regulations, such 
other personnel as rna)' be necessary to enable the Service to carry out 
its funct.ions and dubes, and to fix their compensation in accordl\Jlce 
with the Classification Act of 1949, as amended. The Director is fur- 63 Stat. 954; 
ther authorized to procure services as authorized by section 15 of the 76 Stat. 843. 
Act of August 2, 1946 (60 Stat. 810; 5 U.S.C. 55(a», but at rates for 5 \5C 1071 
individuals not in excess of $75 per dIem. · note. 


(b) Section l06fa) of the Federal Executive Pay Act of 1956, as 
amended (5 l.S.C. 2205 (a) ), is further amended by adding the 70 Stat. 737. 
following clause thereto: · . . 


"( 52) Director, Community Relations Service." 
SEC. 1002. It shall be the function of the Service to provide assist- Functions. 


:mce to communities and persons therein in resolving disputes, disagree-
ments, or difficulties relating to discriminatory practices based on race, 
color, or national origin which impair the rights of persons in such 
communities under the Constitution or laws of the United States or 
which affect or may affect interstate commerce. The Service may offer 
its services in cases of such disputes, disagreements, or difficulties 
whenever, in its judgment, peaceful relations among the citizens of 
the community im'olved are threatened thereby, and it may offer 
its services eitller ufon its own motion or upon the request of an appro-
priate State or 10CSl official or other interested person. 


SEC. 1003. (a) The Service shall, whenever possible, in performing 
its functions, seek and utilize the cooperation of appropriate State or 
local public, or private agencies. 


(b) The activities of all officers and employees of the Service in pro
viding conciliation assistance shall be conducted in confidence and 
without publicity, and the Service shall hold confidential any infor
mation acquired in the regular performance of its duties upon the 
understanding that it would be so held. No officer or employee of the 
Service shall engage in the performance of investigative or prosecut
ing functions of any department or agency in any litigation arising 
out of a d!spute in which he acted on behalf of the Service. Any officer 
or other employee of the Service, who shall make public in My man
ner whatever any information in violation of thIS subsection, shall 
be de.e.med guilty of a m~sdemeanor and, upon conviction thereof, shall 
be fined not more than $1,000 or imprisoned not more than one year. 


SEC. 1004. Subject to the proVIsions of sections 205 and l003(b), Report to 
the Director shall, on or before January 31 of each year, submit to Congress. 
the Congress a report of the activities of the Service during the 
preceding fiscal year. 













Courts make tou8h 
decillioaam racial 


DdLa.~Ded.OD."t 
<~ ]_ae&ne.prove even 


, ..... helr to implement. 
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Who are we? 


The Conununity 
Relations Service. 


CRS is an agency of the u.s. 
Department of Justice created by 
the Civil Rights Act of 1964 
(.2 u.s.c. 2CXX>g) to help racially .. 
troubled communities aoIve their 
problems. 







How do our efforts 
help the courts? 


Every racial dispute we can settle 
through mediation is one less the 
courts have to decide-no small 
consideration in this day of crowded 
dockets and understaffing. There 
may also be considerable cost 
sa vings to the courts and the parties. 


There is a more inferential benefit : 
Having one side labeled as "winners" 
and the other as "losers"
inevitable in a court battle-often 
leaves bitterness that contributes to 


later conflict. 


Mediation creates instead a spirit of 
cooperation that often carries over 
when other problems arise. Talking 
out differences gets to be habit. 
And, ultimately, fewer racial 
disputes ever reach court. 







What does 
eRS do to tnake 
desegregation 
peaceful? 


We assist the court directly in some 
ways. 


For example, we advise generally 
on the progress of implementation 
and potential trouble spots. We also 
take on special projects at the 
court's request. 


Such as analyzing a student code of 
conduct to determine the potential 
for negative impact on a newly 
desegregated student body. 


Or critiqUIng a school board's 
program for dealing with its 
community relations concerns. 


But our focus-what courts ask us 
to do-is helpIng the community. 


And that involves 
a nurnber of 
things. 


We work hand,in,hand with school 
officials, teachers, students, parents, 
police, civic leaders, and community 
groups on both sides of the 
desegregation issue toward a 
common objective: avoiding racial 
upheaval. 


We make the case that strong 
leadership by public officials and 
detailed planning is more desirable 
than leaving a vacuum in which 
destruction of the community might 
be the result. 


Something we don't do is get 
involved in developing desegregation 
plans. Nor do we try to take charge 
of the effort to keep .unplementation 
peaceful. We work along with 
people In the community . 


--~-... 


~~ 







Our activities, tailored to meet 
specific local needs, fall into these 
main categories: 


• Public Mfa, and school security. 
At their request, we critique police 
plans for keeping order and 
responding to trouble. We help 
school officials plan security in and 
around school buildings. 


• On-tlwspot conciliation of 
disputes. When confrontations 
occur in and around schools, we 
intercede, if need be, to keep 
problems from escalating. 


• Identifying outside sources of 
assistance. Although we have years 
of experience, specialists who are 
uniquely qualified are sometimes 
needed to help communities solve a 
particular problem. We make their 
services available. In addition. we 
catalog government and privatE 
agencies that ofer financial and 
other support fer peaceful 
desegregation. 


• P1"OI1idmg Ii4ison among affected 
pt.lnies. agencies. 4ftd imtitutiotu;. 
We help police and achooladtnini. 
tratora axxdinateftheU ~tive 
plans of ~tion. And entow;age 















For Dlore 
infor:rnation 
aboutCRS 
contact any of 
these offices. 


ATLA TA 
Room900 
75 Piedmont Avenue E. 
Zip Code: 30303 
(404) 242-6883 
(404) 525-6883 


BOSTO 
Room 1920 
100 Summer Street 
Zip Code: 02110 
(617) 223-5170 


CHICAGO 


Room 1113 
175 West Jackson Street 
~ Code: 60604 
(312)353-4391 


DALLAs 
Room13B-35 
1100 Commttce Street 


Code: l.r_~ 


KANSAS CITY (MO.) 


Room 2411 
911 \Valnut Street 
Zip Code: 64104 
(816) 758-2022 
(816) 374-2022 


NEW YORK 
Room 3402 
26 Federal Plaza 
Zip Code: 10007 
(212) 264-0700 


PHILADELPHIA 
Room 309 
2nd &' Chestnut Streets 
Zip Code: 19106 
(215) 597-2344 


SAN FRANCISCO 
Room 703 
100 Mission Street 
Zip Code: 94105 
(415) 556-2485 


SEATTLE 


Room 1898 
915 Second Street 
Zip Code: 98101 
(2<X» 399-4465 
(2<X» #2-4465 


WASHINGTON 
Room 640 
550 11th S~ NW. 
Zip Code: 2OS'3O 
(202) 7»-4011 







CODlmunity 
Relations 


Service 


. . IXpartment of Justice 
o 11 th Street V-.r. 


\Va mgton. D.C. 20530 
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EXPLODING THE MYTHS OF SCHOOL INTEGRATION* 


- Patricia Bates Simun 


· In June 1976 the California Supreme Court ordered the Los Angeles 


Unified School District to desegregate its schools. This engendered the 


customary public controverS,1. Almost daily for the last year strong and emo


tional statements have been heard about the effects of desegregation/integra-


tion on violence, finances, achievement, self-confidence, quality education, 


neighborhood schools, and white flight. Many of the words being heard in Los 


Angeles are the same as those that were heard in the South in the 1950's and 


196O's, o~ the accents have changed. Underlying many of these words are 


I . ~ha. Neil Sullivanl wrote in 1968 about the myths of school integration. 


With over twenty years of experience desegregatingschools in this countr,y, 


one would have hoped that some of these myths would have vanished. Unfor-


tunate~, this is not the case. What are some of these ~hs and have we 


learned arvthing more in the years since Dr. Sullivan's article that might 


help dispel them7 


MYTH: DESEGlLroATION/INTEGRATION PRODUCES VIOU;NCE. 


Violent acts have occurred. The U. S. Commission on Civil Rights 


reports that they have been isolated and created by a f~. Of the 80 sehoole 


in Boston o~ four had problems with violenee in 1974, 76 integrated smoo~. 


Pontiac, Michigan, had problems the first year but almost none the seeond.2 


It is interesting to note that in Boston all the violence oecurred in white 


neighborhoods. Schools in black neighborhoods desegregated peaeefully. It 


does seem that communities with great controverS,1 have more hostile reactions~ 


especi~ among older students, than communities in which there has been 


*Adapted from an address presented to the Parents for Peaceful nnplementation, 
IDs Angeles, California, f.fay 21, 1977. 







little visible opposition. However, even among secondary student s , the inter-


action varies from one community to another. 


Christine Rossell s~s that it is not surpris i ng that Boston had 


violence since "elected officials were out on the str eets l eading demonstra


tions urgain a boycott of the schools.") This points to the critical impor-


tance of public officials standing firm and providing leadership for peaceful 


desegregation. People will obey the law if it is vigorously enforced. Los 


. Angeles is fortunate that its Chief of Police, Edwin Davis, has taken a firm 


position concerning enforcing the law. The same cannot be said of some other 


public figures. During the recent school board election in Los Angeles, an 


unsuccessful candidate was quoted Qy the Los Angeles Times as s~ing he would 


not obey a court order to bus and a successful candidate has repeatedly vowed 


to appeal and appeal any integration order. 


~ doing the least possible, by catering to all the fears of the 


whit es, by propagating the myth of white flight, and by holding out the hrpe 


that integration can be part-time, the Los Angeles Board of Education may be 


creating the very conditions that could produce the violence that they claim 


they are trying to avoid. Superior Court Judge Paul Ggly has ruled that the 


part-time integration plan submitted Qy the school board does not meet con-


stitutional requirements and they must come up with another. Hopefully, the 


new plan will be meaningful and have the strong public ~upport of the school 


board and other elected officials. As Poussaint and Lewi s have stated, to 


abandon desegregation because a few create violence is to succumb to racism.4 


MYTH: DESEGREGATION IS EXPENSIVE. DESE~GATION IS CHEAP. 


Desegregation/integration does cost money. but not nearly as much as 


maqy opponents claim. A 1976 Rand Corporation stu~ of desegregation costs 


in eight California districts and three out-of-state schools indicates that 


student transportation expenses appear to level off at roughly three tbnes the 


re-desegre£ation magnitude {from approximately 1% of the school district 







budget to a maximum of 3%). Categorie~ other than transportation appear to 


have risen only occasionally and only by modest amounts. However, most dis-


tricts had poor record-keeping procedures and were usually unable to deter-


mine costs, other than those of transportation. Many of the hidden costs of 


desegregation probably can be absorbed by redirecting the activities of present 


district personnel, especially in the areas of public information, adminis-


tration, and staff development. As Gordon Foster stated in a meeting with the 


members of the Los Angeles Citi zen's Committee on Student Integration during 


the winter of 1977, the same employees that segregated the district can de-


segregate it. All one needs to do is to reprogram therr.1 


MYTH: VOLUNTARY PROGRAMS \OlILL WOR~ MANDATORY ONES vI ILL NOT. 
or 


MANDATORY PROGRAHS WILL vJORK. VOLUNTARY ONES \-lILL OOT. 


Some voluntary programs for integration work. Many do not. Those 


that do work usually take a large investment in money and effort to initiate. 


A favorite voluntary means, magnet schools, are very expensive. S~line High . 


School in Dallas cost $21 million to build and several years ago the cost was 


$2000 a year per pupil, more than twice the per pupil cost in other schools in 


Dallas.6. In addition, to insure a moderate amount of success, a magnet school 


takes ahout five years of careful planning. 


The Los Angeles school district is appropriating twice as much mone,y 


per pupil for its first district-sponsored magnet school, the Center for 


Enrichment Studies, as they have for the five existing parent-sponsored alterna-


tive schools. Several of t he parent-sponsored alternative schools in Los 


Angeles have succeeded in creating voluntary multi-racial student bodies. 


This has been accomplished, however, only by almost super-~ commitment 


and activity through the years by the parents, students, and staffs. of these 


schools, often waging a continuing battle for existence against meager funding, 


unsympathetic board members, and obstructionist district personnel. Few 


schools can be expected to have parent, student, and staff groups with the 
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kind of determination necessary under unfavorable conditions to make a vol un


tary program work. They do not work by accident. It appears to take concerted 


community effort and/or strong financial and moral support from a school board 


and district empl~ees, as well as major changes in the s~hoo1s, to create in


tegrated schools voluntarily. 


A classic example of the misuse of the term magnet school is reported 


to have occurred in an ~stern city. The story goes that the school district 


there merely hung a sign on the outside of a building and made no changes in


side. Year after year they moved the "magnet school" signs from school to 


school trying to attract whites to black schools. ~~gnet schools probably are 


useful as an adjunct to a wide-spread desegregation program, especially for 


senior high school students looking for a specialized program or dif(erent 


school organization. 


Los Angeles for a number of years has been operating a voluntary 


bus ing program called P;lT (Permits with Transportation) which takes students 


from predominately minority schools to white schools. During the 1976-77 


school year, approximately 10,000 students were bused to specified schools on 


a voluntary basis at an additional cost of close to $1000 per student. The 


district cites this as its example of how successful a voluntary integration 


program can be. A major drawback, aside from its expense, has been that it is 


a one-w~ program, putting the burden of travel on the minority students and 


making it clear to the sending schools that they are i nferior. The district 


has proposed, as part of its integration plan, expanding the program to 20,000 


thi s year and 30,000 the follOWing year and making it a two-w~ program. Stu


dents would go out of the inner city and others would come in (not necessarily 


to the same schools), thus desegregating some minority schools as well as de


segregating additional white schoo1s. As of July, 1977, 41 white students had 


sig~d up to attend an inner city school, one that is predominately Asian


American. \fhite parents evidently view these inner city schools as inferior. 


So much for any sizable voluntary two-w~ busing in Los Angeles. 







MYTH. wHITis WILLNOT GO "TO SCHOOL IN NiIGHOORHOODS THAT ARB PREDOMINATELY 
MIIDRITY 


Some special programs and magnet schools can draw whites into former-


~ minority schools. But the ones that have succeeded are few and far between. 


Charles V~ Willie7 cites examples of schools in Boston, New York, Syracuse,and 


RochesterJ where whites vo1untari~ go to schools in black neighborhoods. 


However, he concludes that the educational programs must be extraordinar,r for 


this to occur. 


Michael Giles, et al , 8 found that the percent of white withdrawal 


from the mandator,y desegregation reassignments in some Florida districts was 


monst~ attributable to sixth graders. Districts had ~ade black elementar,y 


schools into sixth grade centers. The enrollment in fifth and seventh grades 


was approximately what had been predicted. Apparently the children left the 


public school systems for one year and then returned. In other areas where 


the reassignments have been for longer than one year this phenomenon seems not 
. --


to have occurred. 


In Los Angeles the attempt to attract white s t udents through PWT 


to minority schools has not been successful, probably due to their perceptions 


of these schools as being inferior or not sufficiently better to overcome the 


inconvenience ot busing. However, the success of the Los Angeles Area E 


Alternative School in attracting and keeping white students shows that in the 


same city white parents will make .the choice if a schoo! in a black neighbor


hood otfers a desirable program. 


MHH: WHITES NEm TO BE A MAJORITY IN A SCHOOL TO. MAKE IT A GOOD SCHOOL 


There appears to be no evidence to support this DVth, except the 


argument that power and money lie with whites. In Philadelphia, a study by


the Federal Reserve Bank9 found that the percentage of blacks had no e£fect 


on the achievement of non-black pupils. Up to this point, this is about the 


01117 stud;y that sheds I1l\lch light on this issue. The basie difference among 
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schools in performance, according to James Coleman and others, lies in the 


socio-economic status of the children. A large portion of minority children 


are poor. Therein lies the difference in performance, not their race. 


state: 


Commenting on social class, competence, and control, Kirk and Goon-


"Social class segregation of students, through its effe~t upon the 
deve1o~~ent of academic skills, has ramifying consequences for the 
students' subjective sense of competence and for their belief that 
they can plan and control their futures."lO 


In speaking of power, Charles V. Willie maintains that arry "minority" group needs 


to be at least 20% to have aqy political power. This political power provides 


a sense of control, arising from the ability to affect the decision-making pro


cess of a democratic institution.l1 Thomas Pettigrew and others agree on the 


concept of a critical mass of a subgroup in a school. Willie adds that all 


persons will be in a minority in one context or another at some period of time 


'j O'l r pluralistic society. 


"In school, whites should learn not to fear the consequences of 
minori ty status; and Blacks should learn to be comfortable \.Ti~h 


the responsibilities and requirements for majority status. 1I 


Willie makes these statements to support his contention that the percentages 


of whites in a school can v~ considerab~ with useful learnings accruing to 


all groups. 


Neil Sullivan has been quoted as sqying, 


"Can black children learn in isolation? You are danned right. 
But do you want them to, America, that is ~ question. Because 
they learn not only arithmetic and reading and science, but they 
learn to hate too. And they learn to hate because they're in 
isolation and they learn there is another world around them, and 
they are closed out of it. \-le cannot go on in this country 
educating children in isolation." 


This is as true of white children as it is of black or brown children. 


= 
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MYTH : NEIGHOORHOOD SCHOOLS ARE A RIGHT 


In the Swann-Mechlenberg school desegregation decision in 19116 the . 


court said that if all things were equal and if there had been no segregation, 


it might be desirable to assign pupils to schools nearest their homes. But 


since all things are not equal in a system that has been deliberate~ con-


structed and maintained to enforce racial segregation, they found no basis for 


limiting desegregation plans to walk-in schools, even though the reme~ might 


be "awkward, inconvenient, and at times even bizarre."" Subsequent court deci-


sions, including Crawford vs. Board of Education (Los Angeles), have commented 


that the neighborhood school policy, accompanied by school district power to 


change school boundaries, has contributed to the isolation of minority students. 


"Some citizens feel that the policy of busing children to 
schools not selected by their parents transgresses some standard 
'of individual freedom and control that heretofore have been 
inviola~e."lJ 


Yet the court decisions which have imposed busing plans, thus denying the right 


of neighborhood schools, are based on much the same concerns over individual 


freedom and control. l{any Americans have never enjoyed control, or even choi~e, 


of their most basic social environments. They have been discriminated against 


in maqy w~s--where they could live, work, or go to school. The choice to 


attend t~ . neighborhood school has frequently been limited to whites6 or used 


to enforce minorit,y segregation. The Los Angeles and other districts have 
-


long histories of granting per-mits to whites to leave neighborhood schoole 


when it suited the white parent. Thus 6 to ~ the claim to the neighborhood 


school is on17 important when it is useful to them to preserve their isolation. 


~ RiSt6 head of the Desegregation Stu~ Division of the National 


Institute of Education6 has said6 


" ••• l remain somewhat skeptical of the importance of neighborhood 
schools for at . least two. reasons--that millions of students each 
d~ travel long distances to schools6distances beyond &qY. con
ceivable definition of neighborhood, with no demonstrable negative 
effects on either them or the endeavors of schooling, and, second, 
that with one of every four families moving each year, the notion of 
"neighborhood" as a long term place where one puts down roots and 
estahli shes "colTum..mity" seems spurious in the present context of 


our society.tt14 
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r-ITTH: INTEGRATION IS A HOUSllJG PROBLEM. SCHOOLS CAN'T SOLVE TID: PROBI2M. 


+ "I don't mind ~ children going to schools with blacks, I just don't 


want them to ride a bus. Let them move in here." Segregation does have to be 


dealt with in other sectors, including housing and employment. Both of these 


are long-term solutions to racial isolation. However, even with fair housing 


laws, the proportion of minorities living in integrated suburban areas is not 


close~ related to minority income levels. Residential isolation and dis crimina-


tion still exist. Recent news reports remind us that minorities still are not 


comfortable or physically safe living in some white neighborhoods. Our society 


cannot afford to wait for all our communities to be integrated. Reubin Askew, 


while Governor of Florida, stated, 


"The way to end bussing is to seek the broader community dese
gregation which will make it unnecess~ •••• In the meantime, 
we must decide which is worse--T&1FDRARY hardship igd incon
venience, or CONTIlJUING inequality and injustice.1I 


Opposition to busing does not lend itself to a simple condemnation 


as racist, however. Busing for regional consolidation in rural areas some 


years ago generated similar controversy~-without the issue of race. This 


suggests the question of control. So the question may be--"vlho controls the 


busing?" rather than "v!here are the buses going?1I16 Also, many parents, 


especi~ of young children, have genuine concerns about the safety of their 


children and having them far fro~ home in emergencies. This is true of all, 


not just white parents. The concerns with safety, coupied with arguments in 


favor of neighborhood schools need to be considered in the light of the large 


percentage of mothers who are working and not home in the daytime ~ay. 


Thomas Pe~tigrew reminds us that 


" ••• maqy relatively unprejudiced whites engage in (r,cial 
discrimination)virt~ ever,y day of their lives." 


And, so that it is not necessar,y for a person to be a racist to contribute to 


and perpetuate institutional racism. 
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MYTHS ABJUT BUSIHG: It's dangerous. It affects achievc~~nt. 


You can desegregate without busing. 
It hastens white flight. 


Busing appears to generate some of the most emotional responses from 


people. Carlson s~s, however, that 


"Integration means busing. To support integration while rejecting 
busing is to say that t~8 goal is worthwhile but the only effective 
means is unacceptable." 


This is especially true in large cities with residential segregation. One of 


the few things that both the Los Angeles school district and ACLU attorneys 


have agre~d upon during the court trial is that Los Angeles schools cannot be 


desegregated without busing. The argument is over how much. According to 


Carlson, people make such a fuss over busing that it might suggest to a foreigner 


just arrived in America for the first time that yellow buses are lethal instru-


ments, and too much exposure to them can cause cancer! 


The anti-busing argument is a phoqy issue. The U. S. Commission on 


Civil Rights figures indicate the approximately 50% of the school children in 


the United States are bused to school every d~, but only 3% of the children 


are bused for desegregation. Sometimes there is less busing after desegregation 


than before, as in many areas of the South. In Boston before desegregation, 


)01 000 children were bused. The total with desegregation is between 21,000-


241 000. In Los Angeles 40,000 children are bused every day to school and another 


701 000 ride public buses--a total of 1101 000. Plus1 600,000 students get at 


least two field trips a year on school buses. Untold thousands drive to school 


or are driven to school b,y their parents. Note the traffic jams in front of 


maqf schools in the morning and mid-afternoon. 


The argument about school bus safety usually only appears when de


segregation is involved. This, too, is a red herring. With the large numbers 


of children riding school buses daily, safety should always be an issue. However 1 


school buses have such rigid safety requirements for manufacture that it is a 


wonder companies are willing to manufacture them. Riding on a school bus is 


ten times sater than walking to school and six times safer than riding in your 







own car. School districts screen drivers with care, have regular maintenance 


and often dai~ safety checks on all vehicles. Similar rules app~ to contract 


buses used by districts. Accidents do occur. Opponents of busing invariably 


mention the Yuba City, California, bus accident. That bus was a charter bus, 


not a contract or district owned bus. Newlegislation in California requires 


charter buses to meet rigid safety requirements if they are used for school-


related activities. The Los Angeles schools do not use charter buses. 


Barbara Zolothl9 concluded, after reanalyzing a study on busing and 


achievement (where des~gregation was not involved), that neither busing nor the 


length of the bus ride was detrimental to achievement. Other research indicates 


that the achievement of black children increases with each year of busing to an 


integrated school. Busing can be an educational experience if proper~ used. 


The worst that can be said about busing is that it's an inconvenience and a 


burden. 


" ••• it seems that the argument that children should not be asked 
to bear the burden of desegregating the society avoids the funda
mental issue that children stand to gain a great deal from des
segregation and an integrated society. It is true, of course, 
that the enemies of integration try to find ways of making it 
·even more difficult and raise all kinds of arguments such as the 
incorrec~Oone, that busing has cause whites to flee from the 
cities." 


The study of desegregated districts in Florida by Michael Giles showed that 


children that were bused were no more likely to withdraw than those not bused. 


It also shot-red that the length of the bus ride made no difference. 


Some people who say, "Integration not desegregation," " Voluntary 


not mandatory," "No forced busing,""Keep the neighborhood school," are the 


same people who hG~e always ~pposed social changes to benefit minorities and 


all past attempts to integrate--whether in jobs, housing, schools, etc. 


"Rightists oppose desegregation in any form and are using the busing problem 


to reinforce their position.,,21 







· HUH: D':;S:::uR~GAT 10; PrlUDUC..::s \tlHITt: F LlUliT 


This ~h gained a lot of converts after Coleman's research was 


published and publicized in 1975.22 The most interesting observation that can 


be made regarding this work is that none of the 70 cities studied had desegre


gation plans involving busing and none of the 20 largest cities (where the 


largest declines in white enrollment occurred) had undergone court-ordered 


desegregation during the years studied. Consequently, his data do not indi-


cate response to busing for desegregation. 


Whites are leaving cities whether or not school desegregate. So are 


blacks when they can. Desegregation Qy court order involving busing will pro-


bably cause some whites to leave, but many of them may leave arryrTay. The num-


bers leaving cannot be considered massive. In reviewing the ma~ studies in 


this area, Tompkins concludes, 


" ••• there is no strong evidence at this time to show that slowing 
the pace of school desegregation or halting court ordered busing 
will affect "white flight" very much one way or the other.,,23 


Giles' study in Florida indicated that 2.3% of the white children in schools 


with" under 30% black withdrew and 6.4% of the children in schools over 30% 


black withdrew. 2-6% is not trivial, but it is hard to call massive white 


flight. In these schools most of the loss occurred from sixth grade centers 


in formerly all black schools. As mentioned earlier, many returned in the 


seventh grade. The flight did not seem to be related to racial prejudice or 


opposition to desegregation. It was rel~ted to social status. Upper-income 


children were more likely to transfer to private schools, largely hecause they 


could afford to pay the"tuition.24 


Dallas experienced a loss of 11% white b~tween ~ and September, 1976 '~ 


However, losses during the previous five years ranged from 8% to 11.3%. In 


Milwaukee the first year loss was 5.3%, compared to a previous 3.9% average 


white loss. Opponents of desegregation always cite Pasadena and Inglewood, 


California., as horror stories of white flight. Neither are particularly use-


ful examples. In Pasadena, the school board actively fought school desegre-







gation and created nruch public apprehension. Inglewood, surrounded by the 


City of Los Angeles, was in the path of the residential expansion of blacks 


from South Central L. A. to the north and west. The same demographic movement 


completely changed the composition of other neighborhoods adjoining Inglewood. 


Rather than supporting the white flight concept, the changes in these two 


cities better stand as support for residenti 1 integration and metropolitan 


desegregation. 


Colemand has modified his positions somewhat recently and concludes 


that the loss of whites, when it occurs, appears to be a one-time effect, con-


fined to the year of desegregation or the year preceding. The amount depends 


on the size of the city, the size of the black population, and the disparity 


between the number of whites in the urban and suburban areas. 2 5 


Gar,y Orfield agrees with Coleman, stating, 


" ••• that the first year of desegregation is a critical period 
for decisions to leave the public schools or move to another 
school district. This problem might be moderated by expansion 
of the small federal program providing special as sist ance for 
the transition, as well as strong leadership supporting com
pliance with the law. 1I26 


Christine Rossell, who has studied the population changes in Boston 


during its well-publicized desegregation years says:· 


" ••• despite the prolonged defiance Qy the city ~adership, white 
enrollment has stabalized, as has racial balance. Moreover, the 
school desegregation plan has done what it was supposed to do. 
It has dramatically des~gregated the school system, and there 
appears to be no resegre5ation~ Boston is n~w one of the more 
desegregated school systems in the country." 7 


MYTH: UPGRADE MIIDRITY SCHOOLS FIRST AND THE RISE IN QUALITY WILL ATTRACT 
WHITE STUD~S or rlHY OOT JUST D1PROVE THE MINORITY SCHOOLS 
INSTEAD 07 INTEGRATING? 


This is a very attractive ~h. Compensatory education does pro-


vide manY things. What it does not provide as noted Qy the Coleman report 


and the U. ~. Commission on Civil Rights is hope, " ••• one of the most imp or-


, tant ingredients in education." 2 8 Also, ~ t does not provide equality, because 







the schools usually remain segregated. There has been some minimal success 


with voluntar,y enrollment in magnet schools# but they have failed more than 


they have succeeded. Generally, the minority children are sti1l isolated. 


Poussaint and Lewis)1 define two problems in taking the position that 


upgrading the quality of minority schools will solve things. Few, if aqy, funds 


exist for new construction or rennovation, as there is a serious fiscal crisis 


in public education and whites control black schools and probably will not re-


linquish control. vThite control itself may perpetuate inferiority in these 


schools# even if sufficient mon;,r were spent. The 1960's attempts for black 


control over black schools was 1efeated by a coalition in the white community. 


. There is another problem. r·iany whites fear blacks (and other 


minorities) are not their intellectual equals. This . often produces the argu


ment that desegre·gation (i.e. minorities in the schools) equals a decline in 


school quality. But#quality education for minorities may only occur through 


desegregation. Segregation equals discrimination which equals rigid race 


and class isolation in the society. Kenneth Clark has called the opposition · 


to desegregation a decline in morality. 


Desegregation is the fundamental right to attend the same schools 


as whites. Quality refers only to the delivery of services in the schools# 


something that needs constant monitoring by all. 


~ Rist# is discussing .the issues of ideology maintains that there 


will be no justice and no equal protection under the law for minority students 


so long as they are contained in minority enclave schools. Nor will there be 


qualit,r education. He adds that resources are not distributed equally. 


"In a multiracial society where one race has most all the power 
and control over the resources, integrated education becomes per
haps the single most critical instance where minority students are 
able to experience and utilize rQsources originally directed toward 
the benefit of white students." ~c ~ . -







f#/~ 
Money dmes matter. One need not look far for documentation ,of -


differential expenditures (often race related) between di stricts, within 


districts, and even within schools. 


", •• there is a high positive correlation between a public 
schools student's socioecnomic status and the ~ount of public 
money spent on his education •••• There is strong evidence that 
schools, and especially teachers, do make a difference, and 
teacher quality is to some extent at least an identifiabl~l a 
cultivable, and most important, a purchasable commodity." 


l-1YTH: DESillREGATION NEGATIVELY AFFiCTS ACHIEVEHENT OF HHITES 


DESEGREGATION IMPROVES ACHIEVEI1ENT OF IHNORITY CHILDREN 


-
The outcomes of desegregated schools for the children who attend 


~hem and the communities which support them are not entirely clear. Studies 


can be found to support almost a~ position a person wants to take. However, 


as Rachel Tompkins has pointed out, the answers to these questions are irrele-


vant to court decisions, and research in education never provides completely 


rlpar answers.32 


However, Nancy St. John, in her review of de5cgrcgati~n "til. 


notes that there is some general agreement. 33 


1. White achievement scores have been unaffected generally. 


2. Black achievement has sometimes risen and almost never 
fallen. 


3. Academic self-concept and general self-concwpt of black 
children seems to go down during the early periods of 
desegregation. In the long run, however, some evidence _ 
suggests that aspiration, self-esteem, and sense of 
control for black children are increased. 


4. Some tendency to lower educational and vocational aspira
tions of black children ma~ occur. uften they previously 


• held unrealistically high aspirations. 


S. The immediate effects of desegregation on attitudes is 
mixed. White racism is frequently aggravated. 


St. John states, as quoted b,y Tompkin,34 
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" ••• research has produced little evidence of dramatic r,ains for 
children and some evidence of genuine stress for them. The pro
bable reason for such outcomes is that desegregation is rarely 
true integravion; in other words, it is rarely implemented in 
ways that give minority children equal status and full protection 
against victimi zation and cultural mar ginali ty ." 


She continues, 


"But although desegregation is not to date a demonstrated success, 
it is not yet a demonstrated failure. There is a little evidence 
of consistent loss as there is of consistent gain. Further, in 
spite of the large number of studies, various limitations in 
design weaken the best of them. Thus in asense the evidence is 
not all in." 


Charles Bullock agrees with St. John and concludes that "there is little evi-


dence that desegregation is academically deleterious to either race and that 


at best it helps blacks.35 


One might ask at this point wh,y hasn't achievement materially im


proved for all minority children after desegregation? Katz36 and St. John31 


both h,ypothesize that achievement should rise if the social cor.ditions of the 


classrooms are good and the children are supported by staff and accepted by 
the 


peers. Some districts have taken advantage of/turmoil of desegregation to 


adopt new inst~ctional techniques, upgrade conditions and procedures, and 


expand or reassign staff, and also, to improve the quality of programs. 


. One of the major disadvantages of desegregation research, as 


pointed out by Crain38 is that the emphasis has been on short-term gains in 


achievement rather than on long-term effects on students or con~ty. De-


segregation should not be argued in terms of academic achievement. As 


Christopher Jencks has pointed out, if we want a segregated society, we should 


have segregated schools. If we want a desegregated society, we should have 
;} If 


desegregated schools. Crain adds, "If segregation is immoral. science has -. . 


nothing to say.n39 He feels that St. John and Coleman are arguing for better 


desegregation, but their arguments are being used against desegregation. 


--------







Bullock points out that there are three ways to analyze the results of 


desegregation; achievement, attitudes, and lifetime economic oppcrtunities.40 


M~st desegregation studies only look at achievement, and only over a short 


time. A few have tried to access attitudes. Evidence indicates that the 


earlier one comes into close contact with dissimilar groups, the less hos


tility and the greater the ease with which subsequent interacticn ocdurs.41 


o~ three studies seem to ask whether desegregation pas affected 


the number of Blacks going on to higher education after graduation: all three 


seem to point to positive desegregation effects in this important area.42 


The Crain and Weisman study of effects of school desegregation on the adult 


behavior of black alumni concludes: (as summarized by Rosenberg) 


"Those black adults who attended integrated schools were more 
likely to complete high school, to attend college, to earn some
what More money, to enter higher status occupations, to have 
statfle marriages, to own their O"In homes, to be financially 
responsible, to have steady jobs, to live in integrated neigh
borhoods, to have white friends and acquaintances, and to sy 
they are happy. There are less likely to ~et into fights, to 
have been arrested, and to be anti-white." u3 


The authors admit to methodological weaknesses in the study, but are not these 


characteristics more important than school achievement? 


So much for what information that is available regarding the ~hs 


of schoo1 desegregation. This country must still confront the basic issue of 


racism in our society. To quote Chachkin:' 


flToday's arguments aoout mandatory desegregation, which swirl 
around code words like "forced busing" and "quality education," 
are but repetition of long-resolved disputes in the course of 
the struggle for racial equality. And it is clear tod~, as it 
alw~s was to the black plaintiffs in Clarendon County, S. C., 
or in Prince Edward County, Va., that the struggle embraces 
issues which far transcend black parentsl diflflatisfaction with 
the education their children are receiving." 


School is an ideal marketplace for ideas, and for the exchange of ideas. 


It is appalling that students in a ghettoized society being taught the values 


of cultural pluralism white they learn ' about other groups qy reading books. 







Schools seem intent on having students learn about other people as they 


learn about ever/thing else--on a secondhand basis.45 The Board of Regents of 


New York State in 1972 said: 


" ••• in a multiracial society, a person cannot be considered 
educated if he remains unexposed on a personal basis to the 
cultural richness and the individual diversity of his neighbors. 
It is just as serious to deny a white child the opportunity 
to know children of other colors as it is for ~inority 
children to be denied contact ,dth whites."46 


We must maintain a persistent stand for school desegregation. Poussaint 


and Lewis call school desegregation a syno~ for racial equality. 


" ••• (It) will not corne easily •••• If school desegregation, the only 
enforceable racial policy in this nation, is no longer seen as a good 
idea, then the ideal of racial equality may soon become irrelevant." 


""'hi tes resisting school desegregation procedures are proclaiming 
that these procedures are a denial of their rights and freedom of choice. 
In reality, these dissenters seek to maintain aprivilege, not a right-
the privilege of private access to the better resources based on the 
denial of these resources to Blacks." 


1~/e are far from resolving the problem of school desegregation 
because we have not agreed upon the definition of the problem. Too 
few of us are willing to a~~it that the school issue is really the 
race issue in America. IT the anti-"forced-busing," anti-Black 
advocates continue to gain supporfit Blacks can expect the bleak 
outcome of forced resegregation." 


Brown vs. Board of Education said 1I ••• the opportunity of an education ••• is 


a right which must be made available on equal terms • . Separate educational 


facilities are inherently unequal." Saul Levitan and his colleagues ended 


their book Still ! Dream: Changing Studies of Blacks Si~ce 1960 with this 


statement: 


"The future is a matter of choice. The underlying moral question 
remains: Are we committed to a just society which offers equal 
opportunity to all, or are we not?" 


Judge Paul Egly summarized ver,y pointedly the desegregation/integration 


issue in Los Angeles: 


"This is not an adversary proceeding where one side loses and the 
other side vi~~. The only people tUst are the lowers and winners 
are the children of this district." 


• 
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San Diego City Schools 
COMMUNITY RELATIONS DIVISION 


MANAGEMENT/SUPERVISORY STAFF CONFERENCE 
Thursday, January 11, 1979, 7:30 A,M. 
Taft Junior High School Auditorium 


AGE N D A 


1. Opening Comments 


2. Status of Current and Future Integration Programs 


3. Status of Litigation 


4. Status of Court Task Force and Monitors 


5. Final Comments 


6. Workshop for Principals 


7. Principals meet in regional groups for small group 
question-and-answer period with directors. 


TLG:ESF 
la 


Materials to be distributed: 


[tr6-02~Lf. c02.00q. Dle] 


Goodman 


Patrick 


Stern 


Goodman. Fletcher 


Goodman 


Fletcher 


1. Court Order Establishing Integration Task Force and List of Members 
2. Court Order Concerning Contacts with Integration Task Force 
3. Monitor Assignments 
4. Orientation of Monitors 
5. Guidelines for Working with Integration Task Force 
6. Monitor Report Form 
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5UPER~OR COURT OF CALIFORNIA, COUNTY OF S~~ DIEGO 


KARl CARLIN, et al., 


Plaintiffs, 


v~. 


BOARD OF EDUCATION, et al., 


Defendants. 


1 
) 


1 
} 
) 
) 
) 
) 
} 


-----------------~----------) 


NO. 303800 


CHARGE T.O THE INTEGRATION 
TJlSK FORCE 


TO THE CHAIP.HAN Aim HE~·I9ERS OF THE INTEGRATIO~ TASK FORCE': 
., .. 


GREETINGS: 


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


you as fol10\-Is: 


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


Intended Decision signed and filed on June 12, 1978. As st~ted 


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


affects individual children; to concentrate on the substance of in


.r·tegration not just the form of racial balance." This does not mean 


that nuwbers do not count, but it do~s Dean that numbers do not 


count for everything. 


-1- ATTACHMENT 1 
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The task force will: 


(1) coordinClte efforts of civic and com


munity agencies and organizations in-


tercstcd in assisting the in~lem~nt~-


tion of the integration plan; 


(2) receive and consid~r suggestions and 


comments from the corrmunity regarding 


the implementation of the plan; 


t3) provide continual monitoring of the 


implementaticn of the plan; 


(4) report periodically to the Court. 


The "task f6rce will report to the Court from time to time 


at th~ discretion of the·chairnan. A report will be made at least 


three (31 time~ during the academic year, during the first ~eek 


Dec~mb.ar, tl"'e first ,"eek in Harch and the first : \o;eek in June .. 


The task force \-rfll appoint volunteer monitors from the com


munity, each of ,.,horn wi 11 be ass igned to specific schools. l-lonitors 


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


at least once a month. 11onitors will be encouraged to develop har


r.l0niou!.i r~l.:\tion;3 with school administrators who will be directed to 


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


segregation and equal educational opportunities of students. Honitor 


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


where none exists nor to ignore si<]nificant deficiencies. lolon itors 


should report in writ~ng, using forms supplied to them. Among other 


things", the following should bp. reported on: 
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(1) 110\-; well is t!1e Hum.1n/Racc R~lations Pro-


gram \.;orking? To ,·,hat ex~..,nt is the Race Relations 


Program meaningful to stucent, teacher and parent? 


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


checkoff list to be covered, or does it contribute 


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. Hmo/ever, so~ plans may fail to pro-


duce an adequate program, and 900d ideas used in one 


school may be transferable to others. 


(2) To "'hat extent, if any, do the minority 


children who are not enrollp-d in magnet programs that . . 
are .offered. in the schools they attend benefit from i 


the presence of majority children in the magnet pro-


gram? In other words, does the presence of majority 


c hJldren enrolled in a nagnat "~chool wi thin a school " 


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-


~inistration giving to effective integrationtechni


ques developed at the local level? 
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LMVl/rrnl 


(5) Are the following programs producing 


rrea.-dngful progress tmiard desegregation? If so, 


in what way? 


CAl Voluntary Ethnic Enrollment· 


Programi 


(B) Magnet Schoolsi 


(C) ~he Learning Centers; 


(D) Secon~ary Exchange Programs; 


(E) Other programs. 


(6) tihat· additional steps should be" imple-


men ted to integrate the ~chool systenl and fulfill 


the Mandate of the California Supreme Court as ex-


pressed in Crawford v. Board of .Education? 


- z .. 


The task force will submit to t~e Court its conclusion con-


cerning the above six numbered items no later than the first ' wee~ 


of June, 1979. 


DATED: __________________ " 


JUDGE OF THE SUPERIOR COURT 
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William B. KOLENDER 
(Chairman) 


Harold BROWN 
(Vice Chairman) 


James ANDERSON 


Frederico CASTRO 


Or. Philip OEl CAMPO 


Elvira DIAZ 


Hugh c. FRIEDMAN 


George l. GIlDRED 


lee A. GRISSOM 


Ann HUNSAKER 


Payne JOHNSON 


Tom JOHNSON 


Judith N. KEEP 


INTEGRATION TASK FORCE MEMBERS 


Chief of Police 


Director for Campus 
Information Systems 


Vice President 


_ Attorney 


President 
Adult Education 


Planning Director 


Attorney 


President 


Executive Vice President 
& General Manager 


President 
9th District PTA 


Director of Public 
Relations 


Vice President 


Judge 


San Diego Police Department 
801 West Market Street 
San Diego, CA 92101 


San Diego State University 
San Diego, CA 92182 


Wells Fargo Bank 
500 Broadway 
San Diego, CA 92101 


Sheela, Lightner, Hughes 
Castro & Walsh 


3104 - 4th Avenue 
San Diego, CA 92103 
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College District 


5350 University Avenue 
San Diego, CA 92105 


MAAC Project 
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San Diego, CA 92101 


Gildred Building Company 
770 "B" Street 
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San Diego Chamber of Commerce 
233 "A" Street - Suite 300 
San Diego, CA 92101 


1540 Savin Drive 
£1 Cajon, CA 92021 


Solar Turbines International 
2200 Pacific Highway 
San Diego, CA 92138 


San Diego Chapter 
of the NAACP 


525 "B" Street - Roo 1346 
San Diego, CA 92101 


Municipal Court 
Courthouse 
220 W. Broadway 
San Diego, CA 92101 







INTEGRATION TASK FORCE MH1BERS 


Dr. Mel LOPEZ 


Judy HcDONALD 


Assistant Superintendent/ 
Curriculum 


Immediate Past President 
Jr. League of S.D. 


Rev. George D. McKINNEY, Jr. 


Ralph R. O'CAMPO, M.D. 
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.~i 11 i am 8. ROHAN 


Jr. Joseph \'/ATSON 


3everly YIP 


Owner. 


Research Law Librarian 


Provost/3rd College 


Administrative 
Coordinator 
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Chula Vista School District 
P. O. Box 907 
Chula Vista, CA 92012 


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 Di ego County La\oJ L. -'inra ry 
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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I \JEC 28 1918 


SUPERIOR COURT OF CALIFORNIA, COUNTY OF SAN DIEGO 


KARl CARLIN, et al., 


Plaintiffs, 


v. 


BOARD OF EDUCATION OF THE 
SAN DIEGO UNIFIED SCHOOL 
DISTRIC'I" , 


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 associated 


21 with plaintiffs and defendant shall not appear before the Integration 


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 during meetings of the ITF or subcommittees 


26 thereof. 


ATIACHMENT 2 







1 2. Except when the Task Force goes into executive sessio~ 


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 ITF, 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 made. 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 copies shall be forwarded to the respective counsel of each party. 


15 4. Either party may voluntarily submit written material 


16 to 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 


25 


26 


L.1W/g 


DATED: DEC 281978 


LOUIS M. WELSH 
JUDGE OF TIlE SUPERIOR COURT f' 
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San Diego City Schools 
COMMUNITY RELATIONS DIVISION 


ORIENTATION OF MONITORS 


I. Individual Site Organization 


A. Responsibility and authority of principal for site operation and 
governance consistent with State law, board policies, and district 
procedures. 


B. Responsibilities of other site personnel. 


C. School/community organizations and advisory councils. 


D. Family Rights and Privacy Act. 


II. The Integration Plan 


A. District Race/Human Relations Program. 


B. Voluntary Ethnic Enrollment Program (VEEP): 


1. Allied patterns, and 


2. Process for applying. 


C. Magnets. 


D. Learning Centers. 


E. Teacher-Initiated Projects and Site-Initiated Projects. 


F. Voluntary school pairings. 


G. Career Centers. 


III. Student Transportation System 


A. Private contractors under district control. 


B. District-owned buses. 


c. Availability of transportation for parent participation and 
student extracurricular activities. 
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San Diego City Schools 
Community Relations Division 


GUIDELINES FOR 
WORKING WITH INTEGRATION TASK FORCE 


I. Role of Integration Task Force 


Judge Louis Welsh stated in his charge to the Integration Task Force on July 21, 
1978 


" .•. The task force will: 


(1) coordinate efforts of civic and community agencies and 
organizations interested in assisting the implementation 
of the integration plan; 


(2) receive and consider suggestions and comments from the 
community regarding the implementation of the plan; 


(3) provide continual monitoring of the implementation of the 
plan; 


(4) report periodically to the Court. " 


II. Role of Monitors 


Judge Welsh also stated in his charge to the Integration Task Force on July 21, 
1978 that 


" .•. Monitors will visit schools at least twice a month and report to 
the task force at least once a month. Monitors will be encouraged 
to develop harmonious relations with school administrators who will 
be directed to cooperate fully with the monitors on all matters per
taining to desegregation and equal educational opportunities of 
students. Monitors should be instructed to make fair evaluations. 
neither to find fault where none exists nor to ignore significant 
deficiencies. Monitors should report in writing, using forms 
supplied to them. Among other things, the following should be 
reported on: 


(1) How well is the Human/Race Relations Program working? To 
what extent is the Race Relations Program meaningful to 
student, teacher and parent? Is it simply a litany to be 
followed -- a task on a checkoff list to be covered, or 
does it contribute to interracial understanding? 


To a large extent the district has left the content of 
these programs to each individual school. This will pro
vide needed flexibility and local control. However, some 
plans may fail to produce an adequate program, 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 enrolled in magnet programs that are offered in the 
schools they attend benefit from the presence of majority 
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II. Role of Monitors (continued) 


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? 


(3) What "teacher and site-initiated projects" have been 
instituted? How effective are they? Can they be used in 
other schools? 


(4) What support and encouragement is top administration giving 
to effective integration techniques developed at the local 
level? 


(5) Are the following programs producing meaningful progress 
toward desegregation? If so, in what way? 


(A) Voluntary Ethnic Enrollment Program; 


(B) Magnet Schools; 


(C) The Learning Centers; 


(D) Secondary Exchange Programs; 


(E) Other programs. 


(6) What additional steps should be implemented to integrate the 
school system and fulfill the Mandate of the California 
Supreme Court as expressed in Crawford v. Board of Education? 


III. Requests for Information 


" 


Principals shall provide information reLated to their school to the assigned monitors 
or Task Force members on request. Requests for other information shall be referred 
to the Assistant Superintendent, Community Relations Division. 


IV. Identification of MOnitors 


MOnitors shall wear the badge provided whenever on the school site. 


V. Procedures for School Visits 


When visiting or leaving a campus, monitors and Task Force members are expected to 
sign in or out at the principal's office. Principals shall maintain a log 
separate from the regular visitor logbook for this purpose. 


VI. Communications Procedures 


The Assistant Superintendent, Community Relations Division is the district's 
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VI. Communications Procedures (continued) 


representative to the Integration Task Force. Other district personnel shall not 
make direct contacts with the Integration Task Force. 


VII. Involvement of School Staffs and Community 


The principal shall provide an opportunity for the total school staff and school com
munity (such as CAC, PAC, SSC, SAC, and PTA Executive Board) to become acquainted with 
the Task Force member and the monitor(s) assigned to their school as soon as possible. 


VIII. If Problems Occur 


The principal shall report problems to his/her regional director by telephone. 
The regional director is responsible for completion of the attached memorandum. 
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SAN DIEGO CITY SCHOOLS 


EDUCATION CENTER I 4100 Normel Street 


DATE : 


MEMO TO: Distribution List 


FROM: , Regional Director 


SUBJECT: INTEGRATION TASK FORCE/MONITORS 


Nature of Problem: 


Action Taken (if any): 


Distribution: Assistant Superintendent, Elementary Schools Division 
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Assistant Superintendent, Community Relations Division 
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MONITOR REPORT FORM 


Please feel free to use the back of this form 
to expand any item 


I. GENERAL QUESTIONS: (Information to be obtained from Principal) 


A. \fuat plans were developed and carried out for 
orientation of teachers, students, and their parents 
as to their school situation this year? 
Describe. ---------------------------------------------------------


B. Are there any segregated classrooms in the schools? ------Indicate the number predominately Anglo 
Black , Chicano , Filipino 
Other 


C. PTA/Parent Advisory Groups. Is there a committee at the 
school comprised of parents, teachers, administrators, and 
perhaps stuaents meeting and working for the betterment 
of the school? 


If so, are there some innovative ideas from this cornnittee 
that can be sqared with other schools? 


D. Are buses being requested from the Transportation Department 
for the purpose of bringing par,ents to the school for 
special activities? 


. If so, are parents taking advantage of this transportation? 
Yes No 


Are these allocations counting against bus allocations for 
excursions for children? Yes No 
Explain. ________________________________________________________ __ 


E. What efforts are there to encourage minority (majority . 
students to serve as student assistants, such as traffic 
patrol, teacher assistants, library assistants, etc.) 
and to participate in student government and extra-curricular 
activities? -------------------------------------------------------
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F. Are there provisions made for transportation of students 
-who wish to participate in after-school activities and 
who are bused into this school pursuant to tfi~ Voluntary 
Integration Plan? 


G. How many non-English and limited English speaking children 
are in the school? 


What is being done to assist these · children? 


~ . -


H. What are the Principal's perceptions of the transfer students? 


I. Other factors/activities which the principal considers 
important to the integration effort ·at his school. 


II. FOLLm'l-UP ON INFORMATION FROM PRINCIPAL: 


A. Orientation Plan: Inquire of 3-4 teachers, 10-12 students, 
10-12 parents regarding their observations of the orientation 
plan, asking their opinion of the plan, e.g., was it meaningful, 
helpful, did speakers appear informed, ethusiastic. 


B. Spot check, during several visits, different classrooms. 
Indicate below the room number and subject, if any, of classes 
predominately Anglo Black Chicano 


Filipino ________ __ Other 







c. PTA/Parent Advisory Groups: 


Does this committee (composed of parents, teachers, 
administrators, students> ~eflect the various ethnic · 
groups which compose the student body? -- Do 
the parents seem concerned about the integration 
program? Aware of it? Explain 


Is there an effort by the committee to get majority and 
minority parents involved? Explain 


D. What special activities and programs for students, parents, 
administrators, and teachers are being developed to generate 
a sense of affiliation with and pride in their school? 


E. (l) Do the student ass~~tantsr such as traffic patrol, 
teacher assistants,~office assistants, library 
assistants, etc., reflect the ethnic groups of the 
school? • Please describe what you saw 
and the students' perceptions . . --------------------------


(2) Does the student government reflect the ethnic compositio~ 
of the school? • Please describe • 


• 


(3) Do the students feel transportation is adequate to allow 
them to participate in extra-curricular activities? 







III. Visits to the School 


Date: 
Name~o~f~M~o-n~i~t-o-r-:----
School: --------------
Classrooms visited, act~v~t~es observed. (Please list) 


1. Do all students associate together during lunchroom 
time? Yes No Explain 


Do all students play and associate ·together during 
free time? Yes No Explain 


, 
2. Do the classrooms visited appear conducive to learning 


for all students? 


In the classroom, what is the attitude of the students 
toward one another? 


D0 ~~_~ !~~ 3 c~ courage participation in the classrooms 
from all ethni~ groups of children? 
Describe any ideas to be shared in this regard. 


4. Are the materials displayed in the classroom 
Multi-ethnic? Neutral? Ethnically 
slanted? Please describe. ---------------


5. Do the teachers believe the classroom materials (books, 
etc.) can be related to by the ethnic groups represented 
in the classroom? Please explain. 


6. Do the students believe the classroom materials can be 
related to by the ethnic groups represented in the class- -
room? Please explain. 


.. -. 
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7. How many non-English and limited-English speaking 
children are in the classes visited? 


What is being done to help these children? 


8. Does a discipline problem exist? 


If it does, indicate are~where and when discipline 
seems to be a problem. _" ______________________________ __ 


9. Ask the teacher for his/her perceptions of the transfer 
students. Please summarize. 


10. How do the transfer students feel" about the school? 


11. How do non-transfer students feel about the school? 


12. Your perceptions of Human-Relations at the school. 
(Generally, any noteworthy observations you have from 
this visit). 
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ScHOOL RACIAL AND ETHNIC CONFLICT 


School Racial and Ethnic Conflict 
Prevention 


WILLIAM A. BRIGGS 


Mr. Brigp is. c:oncili.tor with the Communit.v Rel.tions Service, United St.tes 
~JMrrment of Justice. He hu been thc~ for over ten y~n, with' two ynr internl 
(1969-71) .w.y from JIOvemment St!rvicc u.n cqu.1 opportunity projt:ct director 
for the Council of the Gmt City Schools, W.ship8'0n. D. C &fo~ enccring the 
Fede,..1 service he w.s Dir«tor of the Cuizens Committ« for Public £ductltion in 
Phil.delphi. from 1964 to 1966. He left t ... ching .nd school .dministntion in 1960 
when he b«6me Dir«tor of Lluation for the Ohio Civil Righn Commission. His 
B.A. is from Wilminpon Col/cgrc. Ohio, .nd M.A. from CoIumbi. Univcnity. 


He hu published, number of .rticJes .nd • h.ndboolt Counseling Minority 
Youth: Developing the Expericnce of Equality Througb Education, Obio St.te 
Bo.rd of Lluation, 1961.· 


SOME BARRIERS TO PREVENTION 


21 


Much violence spills into the schools from their surrounding communities. 
The problems of society-prejudice, poverty, crime, ideological differences 
and the Iike-often disrupt the schools' efforts to educate our children. In 
what follows I plan to focus on violence and conflict of a racial or ethnic 
nature about which the schools can do something preventative and construc
tive. Extortion, vandalism, assaults and rape are criminal acts which (while 
sometimes related to racial and ethnic conflict) are best discussed separately. 
I plan to limit my discussion to what school districts can do to prevent and/or 
resolve racial and ethnic conflict on their campuses. 


Once such conflicts occur, most can be resolved if the leadership in the 
school community-educators, parents, students, classified personnel, board 
members, concerned citizens and others-will assess the problem in a spirit 
of conciliation. The biggest barrier to preventing or solving most such prot>
lems is an unwillingness by some key group or groups-teachers, parents, 
students, administrators-involved in the school, to assume a share of the 
responsibility. 


Too often much valuable time is wasted pointing tbe finger of blame at 
others or in wishful thinking. For example, some teachers in our public 
schools defeat their own purposes by stating over and over to themselves and 
to one another that "This used to be a good school and could be again, if it 
weren't for the kind of students we're getting now." Such change in enroll
ment may be tbe result of court-ordered desegregation or changing popula
tion, but the fact remains that many teachers fail to face the new reality-the 
students who are sitting in front of them. While this illustrates only one 
on. _---' ..... 01Il00 ouIbar -' cIo_ -uy...,..-U-oItMc-.ty ........ --. 
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aspect of the problem, it highlights a ma jor cause of such conflict-fooling 
ourselves in the face of very pressing realities. 


In one high school in a local California district a few years ago, the student 
population changed from predominantly Anglo to Mexican-American. The 
staff received no preparation for the change. Planning was nowhere to be 
seen. Local city officials and the board of education were aware of the coming 
change, but the school district just let it happen. Teachers and the adminis
trative staff received no in-service training to prepare for the new students. 
Instead of experiencing understanding, they experienced frustration and a 
sense of not knowing how to teach their new students, which quickly ex
pressed itself as anger, resentment and criticism of both students and their 
families. "If parents did their job at home," they often said, "our job in the 
school would be easier." All of this was perceived by the students and their 
families as prejudice, as indeed some of It was. 


What occurred, predictably, was that local Mexican-Americans rallied to 
the support of the students as a series of incidents finally triggered rioting 
with personal injuries and property damage. Mexican-American students 
and adult leaders called for mass meetings. School board meetings became 
shouting matches. The Mexican-American community submitted a list of 
"demands." The Anglo community hecame fearful and expressed concern 
for the security of their children . Anglfl and Mexican-American parents 
suddenly were polarized. The issues were not clearly reflected in the "de
mands" since they grew out of a reaction to the district's failures more than 
an assessment of the problems. 


With variations, this is a familiar story in many school districts nationally. 
Even when anticipated change in student population receives widespread 
coverage in local media, as in court-ordered desegregation, school boards 
have difficulty preparing school personnel for their new situation. In some 
cases, teachers and administrators themselveo; resist in-service efforts. In 
others, funding or union contracts are barriers. Even when there is in-service 
training, it often does not address academic problems facing educators, but 
instead focuses on a rhetoric of brothrrhood and good human relations 
without translating it into specifics that give teachers and administrators the 
techniques and insights needed to meet their responsibilities. Instead of 
merely being told to respect all children, educators need specific and relevant 
new techniques, information and resources that will help them stimulate 
learning and to understand the needs of the students assigned to them. 


APPROACHES TO PREVENTION 


Many educators do not make use of curriculum resources, classroom and 
other techniques which support the goals of integration, alternatives to vio
lence in problem-solving and interracial ( onflict prevention. School districts 
often call upon experts who know little dbout schools, students, education, 
staff development or curriculum, and these "experts" fail to translate their 
"know-how" into educationally sound m.·thodology. Experts in conflict pre
vention are needed who also know schoo lis and their needs. 


Schools can do a number of things ' 0 help prevent racial and ethnic 
conflict. They can become better acquairted with its causes. They can dem-
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onstrate a greater commitment to using the techniques for promoting inter
group understanding and the kind of attitudes that help young people begin 
to respect themselves and one another more. One way of doing this is the 
development of a curriculum and school program that helps students cope 
with problem-solving, controversy, alternatives to violence and ideological 
differences. Students need to develop confidence in human relations and in 
dealing openly with racism. 


School administrators and school boards need to become more skilled in 
long-range planning and its implications for curriculum change and staff 
development. They need to be more involved in working with the news 
media, business community, and other civic and religious groups to build a 
positive climate throughout their communities. 


Schools need to become more aggressive at building working relatio.nships 
with outside public and private agencies-including law enforcement-serv
ing youth and their families. They need to remind other institutions 
throughout the community of their share in this important responsibility for 
conflict prevention and the promotion of a good school climate. 


Boards, teachers and administrators, '" ith help from parents and students, 
need to be clearer about student discipline 50 that everyone in the school 
community is in greater agreement about what student behavior is consid
ered acceptable. This is one place where parent participation can be vital, but 
schools need to become more skilled overall at giving parents a sense of 
involvement and ownership in schools and the education of their children. 


As schools become more experienced with a needs assessment. problem
solving approach that involves minority leadership, parent, students, certi
fied and classified staff (security, health, food services, etc.) in both assess
ment and implementation of recommended solutions, they will obtain a 
clearer picture of what needs to be done locally. It might be a better affirma
tive action program or an improved racial and ethnic studies curriculum. It 
might be that their students need to be more involved in the creation and 
maintenance of a positive school climate. It might be making the extra cur
ricular activities and student government free of discrimination and more 
accessible to all students. It might be the creation of a rumor control and 
communication program to counter or prevent rumors. More responsible 
and informed contingency planning and staff training about what it means 
is often needed. Both old and newly hired staff periodically need to be 
updated on existing contingency plans and policiers. 


Finally, a commitment to continual self-education and growth, accom
panied by a desire to make the maximum use possible of in-house experts, 
is essential. Most districts have teachen and administrators who-because of 
their background, experience or special training-understand certain types 
of students and problems better than some of their associates. Giving them 
an opportunity to share that expertise in a structured and meaningful way 
can give any school district an added senae of pride and success in coping 
with change. 


Many scbools are doing many of the tbings that I bave recommended. 
Indeed, school people across this country taught me much of what I have 
learned about the subject. Because of my position with the Community 
Relations Service, I am called most often to scbools that need help; but there 







24 WILUAM A. BRIGGS 


are school districts that do not wait for a major disruption before they focus 
their attention on building a positive school climate. 


LAW ENFORCEMENT AND SCHOOLS 
Law enforcement is having a growing relationship with schools. Although 


there have been some who have criticized police in the schools, there is a 
growing awareness that with effective planning and clear policies on their 
roles, police can be a positive influence in a school community. In many 
schools, the officer assigned to teach safety, traffic regulations or law enforce
ment is carefully selected for his ability to relate to young people. Often he 
becomes a counselor, a role model, a voice of authority. Of course, this is an 
important responsibility, and most school people with whom I have talked 
speak highly of their assigned officers. 


Where there is need for more work in school / police relations is in contin
gency planning. Unfortunately some school and police authorities prefer to 
continue without a contingency plan for school emergencies, working day 
after day fearful that if you talk about preparing for violence you might cause 
it. According to that approach, fire drill s are what cause fires. 


But contingency planning is no laugh ing matter. At one California high 
school, a tanker truck of highly explosive material became trapped between 
two school buses full of students being sent home because of disruption. The 
tanker just happened to be passing the school as police blocked off the area, 
unintentionally creating a dangerous situation. With contingency planning, 
the students might not have been sent home in the first place. And perhaps, 
the police never would have been needed. 


During school desegregation, contingency planning is essential. How do 
demonstrators get so close to buses unloading at an elementary school that 
children are threatened physically? How do buses find themselves routed 
directly into a mass of angry demonstrators? How do buses get left without 
security overnight at the height of anti-busing sentiment in a desegregating 
community? How do students get locked in their classroom during a school 
riot, unable to escape in case of fire? Why can't parents find out where their 
children are? How does the parking lot become a traffic jam? Why can't the 
principal phone out of the building or the superintendent phone in? Why 
doesn't anyone remember what happened or who did what? Why doesn't 
anyone know who's in charge when the principal is away? What did that 
alarm mean? How did the entire studenl body learn about a bomb threat 
before the principal, and then stampede for the exits? How does an adult 
educator with twenty years experience end up w,restling in the hall with six 
students? How did a rumor that a female student lost an eye get staned, when 
she really just had broken her glasses? Why won't the police leave the campus 
even when the superintendent of the district is ordering them to leave? How 
did the press get misinformation from the faculty, and rumors become head
lines ~hat night? The answer to all of the above is: without contingency 
planrung. 


Law enforcement could be educating the educators on the importance of 
contingency planning. Of course, it requires careful planning to approach 
the problem. Good relations between top officials in the police department 
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and the school district need to be established, but in the long run what is 
gained is worth the effort. Contingency planning for school emergencies 
requires a real partnership between law enforcement and public education. 
I believe it is an important partnership and one worth promoting. 


Finally, one might ask: Okay, but who's going to take the initiative for all 
this? Obviously, the superintendent of schools and the board of education 
have a primary responsibility for providing the leadership, but anyone can 
take the initiative. If it's done in the right spirit, I believe a positive response 
can be expected. Most chiefs of police are able to approach their local school 
superintendents and boards in a manner that will communicate their inten
tions. Anyone seeking assistance in school contingency planning, could con
tact the Community Relations Service, u .S. Department of Justice, Suite 
1050, 1275 Market Street, San Francisco, California 94103; or phone (415) 
556-2485. A brochure School Disruptions: Tips for Educators and Police is 
available by writing: Community Relations Service, U.S. Department of 
Justice, Washington. D.C. 20530. 


CRIME PREVEN'l'IGN REVIEW, VJ , 3, April 1979 
Office of the Attorney Genf ral, State of California 


For copies: Crime Prevent i on Unit 
California Att.orney General 
3580 Wilshire Blvd., 9th Floor 
Los Angeles, CA 90010 
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