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ABSTRACT

LOCAL PUBLIC SCHOOLS AND MINORITY CONTROL:
A STUDY IN EMANCIPATION

by
Matthew Ekpo

Chairman: Alvin D. Loving

Students of low-income groups and racial minorities
are disadvantaged by the public educational systems of the
United States. Remedial attempts, such as compensatory
education and desegregation, have seemed to fail.

In response to these failures, minority students
and parents in major American cities have attempted to take
over control of their local public schools. They consider
the power to assigﬁ staff and design curriculum as neces-
sary for educational improvement and community emancipation.

This movement, its importance, its present social
indicators, and probable further developments are the object
of this research.

Beginning with a comprehensive survey of this
nationwide phenomenon, based on evaluation of various
materials, this study presents a detailed case study [for-
malized inquiries among school administrators, school-
community agents, parents, community leaders and student
leaders] of three local communities in Detroit, Michigan,
which represent three different stages of developments

toward local control.

Analysis of data .revealed a set of social indicators

1



reflecting basic characteristics of several stages of

development:

1.

A first stage labeled embryonic, or consulta-
tive, was characterized by the following: an
atmosphere of frustration, suspicion and ten-
sion; beginnings of student-parent organiza-
tion, led by people from lower socio-economic
strata, backed by Protestant church ministers
and limited to a low degree of institutionali-
zation; weak power base and purely consultative
rights. '

A second stage, termed transitional or partici-
patory, is distinguished by the following:
feelings of discontent had awakened the deter-
mination to change; leadership was assumed by
middle-class parents, backed by professional
black educators; more solid organizational
structures contributed to a étronger power base;
therefore, the movement obtained a greater share
in educational decision-making, however limited
to the exercise of veto rights-in staff assign-
ment. Feelings of potential autonomy prevailed
among those involved.

A third stage‘called active or decision-making
is characterized'by: a large power base re-
cruited among students, parents, and teachers
of lower as well as of middle-class origin; per-
ception of the school as important vehicle of
social upgrading; a high degree of efficient
organization; full institutionalization of com-
munity participation in educational decision-
making including the power to hire administrator

and other staff.



Secondly, the social indicators for the school,
although similar in all three stages, were found to be
different in terms of achievements. These indicators were:
the emergence of the school as a focal point of the issue;
a breakdown of staff-student communication; activism; open
conflicts and attempts to change decision makers in the
school. These indicators, although necessary for all three
stages, were not sufficient to explain differences between
the stages.

Minority expectations tend toward a strong, per-
sonalized, and charismatic type of leadership. Minority
aspirations risk frustration both by existing legal frame-
work and difficulties in leader-recruitment.

Since the poor and racial minorities are not likely
to give up their struggle for self-determination beginning
with the school, new programs should be developed to meet

the minority demands for new kinds of educational leadership.
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CHAPTER 1
INTRODUCTION

In education we are facing a crisis of conscience and
collectively we are experiencing a sense of national
guilt. This consciousness of guilt grows out of the
realization that we failed to establish and maintain
an educational program of the quality of which we are
capable and which is now essential to the well-being
of all our people.
--Sterling M. McMurrin,

U.S. Commissioner of Education

In this, an era when it has become popular "to do
your own thing,"” urban low-income minority groups have
tasted some small successes in doing their own thing toward
alleviating the failure in public education as they per-
sonally are affected by it. They have come to believe, then,
that quality education is not necessarily a matter of inte-
gration or segregation, but that it is a matter of superior
leadership both in and out of the school in addition to the
direct community involvement with the policy making in their
local school systems.

This study attempts to gain an insight into the
phenomenon of local community control of urban public educa-
tion by low-income, racial minority groups and to find out
if there are any indicators in these new movements to show
that, given the time, the power, and the money they need,

these groups can really bring about high academic performance



in their local schools.

Motivation for the Choice of Subject

The value of the study lies in that it will encourage
these groups to fight on until they achieve equal educa-
tional opportunity, a guarantee for good life in the Ameri-
can society. Further, it will help responsible decision-
makers to advance this movement, and thereby to enhance and
qgquicken the full development of the personalities of these
racial minorities, making them full 'American citizens.'

The study may also provide a stimulus for further inquiry
about the phenomenon.

The investigator's stimulus for looking into this
particular situation stems from the fact that he was edu-
cated in Nigeria and at the Vatican by people who neither
were of his own culture nor understood it, which resulted in
uprooting him rather than building his education on the
foundations of his own cultural heritage. The net result of
this kind of education as the author perceived it was a re-
jection of his own culture and himself and confusedly adher-
ing to the culture of other people he did not really under-
stand or identify. The author ended up preaching and teach-
ing people of his own culture what he had learned in the
name of education and religion.

The researcher sensed in the plight of the black
children in Detroit inner city the dilemma that he had faced

in education all his life, and therefore wanted to learn



more about how this problem might be handled in the United
States of America. What was the problem? The usual answer
to the question was that the teachers wanted more money.
Events at Ocean Hill-Brownsville were reported in every news-
paper the author put his hands on. "What is the problem in
the American urban public schools?" the researcher inquired
from sisters of the Immaculate Heart of Mary where he was
staying during his graduate studies at the University of
Detroit. "The public schools are not responding to the poor
racial minorities, particularly in the major cities," the

sisters replied.

Historical Analogy

But how did the public schools respond to the other
racial groups in the past, for example, the Irish immigrants
in Boston?1

In Boston, in the 1820's, the influx of ethnic
groups into a normally homogeneous community disrupted the
work- and educational-patterns of that city. Lack of skills
among these newcomers meant that in order to solve the unem-
ployment problems created by their arrival, there had to be
education for the minority groups. The school system in
Boston at that time--as in this modern-day situation--was

controlled by, and for, a select group of upper middle class

lI attempted to answer this question in the spring

of 1968, in a study I did for the University of Michigan
Graduate School of Education for my preliminary examination
for the degree of Doctor of Philosophy.



children, headed for Harvard. In the midst of this enroll-
ment of Boston children from the original population, were
minority group children who were in need of education.
Certain nationalities were accepted into the current system.
The Irish were not. They were equated at that time with our
present-day blacks, but integration had not been instigated.
They were forced to attend private schools, if any. There-
fore, then, as now, in order to guarantee equitable public
education for their own children, minority groups began to
bid for control. |

From 1820, the control of the Boston Public Latin
School gradually changed from community control to an
elitist control. Similar action appears to be taking place
in school systems today as can be seen from this study.

The Irish infiltrated the school system first by the
political route. Since the mayor was an ex officio member
of the school board, and in addition made appointments to
this group, the Irish campaigned to elect one of themselves
to this office. He was Hugh O'Brien. Two more active
Irishmen of the time were important in the movement: Patrick
Collins and James O'Donovan. The token Irishman who had
served on the school board was joined by more of his kind,
and it is apparent that, whether or not "people committees"
got into the act, the Catholic Irish had their foot in the
door and were well on their way to integrating the school
system- Today Boston is predominantly under Irish control,

while they were mere underdogs in the 1800's.



Statement of Problem

This study will attempt to determine whether there
are any predictable commonalities in the pattern of devel-
opments toward local control of urban public education by

low-income minority groups.

Motivational Assumptions for the Movement

In general, minority groups see the school crisis--
that is, the failure of schools to give their children an
education that fits them for a fruitful future--as originat-
ing with the lack of a powerful central leader who is in

empathy with them.l

They see the solution to this dilemma
in the acquisition by a local community school board of the
power to decide who will exert authority over their schools,

and, thus, over the lives of their children.2

With the
power in their hands to choose a principal who will repre-
sent them--preferably one whose race and culture matches
their own--these groups feel they can look forward to a
school that will be recognized by the larger society as a

legitimately qualified institution, worthy of acceptance on

an equal basis with other schools in the area.3

1Interview with Frank Ditto, the founder and Director
of the East Side Voice of Independent Detroit (ESVID) and
the organizer of the Political Education Project (PEP),
Detroit, Michigan.

2Interview with William C. Loving, School-Community
Agent, Central High School Constellation, Detroit, Michigan.

31bid.



For the first time in their lives, these youths of
the inner city should be able to look at their school with
pride, knowing it is governed exclusively for them, by a man
whom their parents chose legitimately to administrate, one
who will in turn choose staff that will understand and com-
municate with them, one who will indeed serve as a "father
figure" to those many children who have come from an environ-
ment that has not provided any strong male image that they
can identify with. Only when minority children can complete
their education in a community that is standing in back of
them--from a school that is designed to serve their particu-
lar needs, and then go out into a world that accepts their
diploma from that school as legitimate proof that they are
prepared to take their place in either the work world or the
academic society--only then can they become confident that
integration is truly within their reach.l

Further assumptions as stated by the leaders of the
movement toward local control include the fact that when con-
trol rests with a local community school board made up of
representatives of the school and the community, the staff
hired by this Board will be accountable to them, that the
administrator will have the authority to hire and maintain
personnel, and that his duties will be clearly defined by
the local board. Through him the school can be under local

control, not the control of a Central School Board whose

lFrank Ditto, op. cit.



distance from the local problems is too great to serve these
communities which, because of their race and low economic
level, are faced with special needs.l Any school-community
agent or liaison person who is hired should report to the
principal and the local board, rather than to a Central
School Board.2 Principals in the schools studied agree that
there should be a local community school board to control
public education.

It is an obvious assumption that the need is acute--
something must be done right now to acquire leaders in the
critical areas who can reshape these schools and carry them
through.4 These assumptions, which contribute the motivation

of movement, shall be consequently examined.

Methodological Approach

There is not enough empirical evidence either from
research on consistent bases or from public documents or
other sources to give an adequate overall description and
analysis of the total process in this new and ongoing move-
ment of the low-income, racial minority groups to seize
control of their urban public schools. The only way left
for an individual researcher faced with the situation of
research as described is (a) to establish a hypothetical

description of the process based on secondary sources and

lInterview with Mr. Wilbert Morrow, Black Student
Leader, Northeastern Senior High School, Detroit, Michigan.

2 phid.

Interview with the principals of Central High School,
Martin Luther King Senior High School and Northeastern Senior
High School.

4 .
Frank Ditto, op. cit.



tentative expert interpretation or analysis (Chapter II) and
(b) to test these hypothetical descriptions by empirical case
studies (Chapter III). The case studies will verify or falsify
these various assumptions and will give detailed insight into
some aspects of the process which cannot be gained from a

simple common-sense approach.

The Case Studies

The problem of the case study approach remains of
course its representativeness. Three different cases were
chosen to represent three different stages of development:
the embryonic state, the transitional stage and the acti-
vistic stage.

Considering the limited possibilities of research
in the framework of a doctor of philosophy degree disserta-
tion, that is, an individual research effort, the researcher
did not attempt to obtain any geographical and socio-
demographic representation; the sample of the three case
studies was on the contrary chosen in order to describe in a
representative way the different phases of the movement under
observation, that is, one case study for an initial phase,
one for an intermediate phase and the other for an achieved
phase.

The results obtained through the case studies cannot
pretend to be representative for the whole movement on a
nationwide basis. They have only an indicative value. The
main value consists in the fact that they allow deeper insight
into the process character of the movement. The obtained
results of this process character may serve as research hypo-

thesis for further empirical studies.



Selection of the Case Studies

The initial task was to identify three communities in
Detroit, Michigan, which were at the three different stages
of development toward strong local control of urban public
education described above. It was suggested that Martin
Luther King, Jr., Senior High School Constellation, Central
High School Constellation and the Northeastern High School
Constellation would fit the criteria.
The study examines
A. The Planning and Evaluation Council in the Martin
Luther King, Jr., Senior High School Constella-
tion, in Detroit, Michigan. The community served
by the Martin Luther King, Jr., Senior High School
is characterized by a non-white majority (54.9
percent) with low income status (21.7 percent were
at less than 2,000 dollars per year in 1965 -
TALUS); the residents are heavily blue collar
workers (72.4 percent) with relatively low educa-
tional level (42.9 percent with eight years or

less formal schooling).

Although the Martin Luther King, Jr., Senior High
School had a slight majority of non-white popula-
tion in 1965, it has had a predominantly black
student enrollment, a majority white teaching
staff and white administration and it has experi-
enced very acutely, the problem of school failure.
The students, their parents and interested citi-

zens have developed the Planning and Evaluation

Two members of my doctoral committee are native resi-
dents of Detroit. ‘
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Council to handle the problem of school failure.

The Ad Hoc Committee in Northeastern High School

Constellation, Detroit, Michigan.

The Northeastern High School Community has a pre-
dominantly non-white population (64.9 percent)
with low income status (32.3 percent at an annual
income of less than 2,000 dollars). About 81.6
percent of the residents in this community are
blue collar workers with low level of formal edu-
cation (53.7 percent had eight or less years of

formal education in 1965 - TALUS).

The student enrollment at the Northeastern Senior
High School has been predominantly non-white; the
administration has been white and the teaching
staff has been characteristically predominantly
white. The Northeastern High School has not
responded to the needs of the community served

and both the students, parents and interested
citizens have attempted to seize control of the
school and make it responsive to them. The Ad Hoc
Committee was formed as a result of a crisis at

Northeastern High School.

The Central Citizens Action Committee in the Cen-

tral High School Constellation in Detroit, Michigan.

In the 1920's, this community was heavily popu-
lated by white Protestant and Catholic families.
Between the 1930's and 1940's, the population had
shifted dramatically to a majority of Jewish
families. By the end of the 1950's the neigh-
borhood had become virtually black and by 1965
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the non-white population was about 84.4 percent
with relatively low-income status (10.3 percent
at less than 2,000 dollars per year) and low-
educational level (22.5 percent with eight or
less years of formal schooling); and more than
70 percent of its residents are blue collar

workers.

In 1967, the Central High School had more than
99 percent non-white enrollment. The school has
had a pattern of white administration and pre-

dominantly white teaching staff.

The Central High School and community has experi-
enced the problem of school failure and has taken
steps to make the school accountable and respon-
sive to the local community through the Central

Citizens Action Committee.

Data Collection

Student boycotts of classes, racial violence at
school and mini-riots in the Detroit senior high schools were
frequently reported on the news in the late 1960's--which in-
dicated to the investigator that it was probably at the senior
high school level that the problem of school failure was
mostly felt, and that only when things are pretty much under
control at this level will the parents and students jointly
approach the problem of school failure at the junior high
school and the elementary school levels. On the basis of
this reasoning, the observer decided to study the takeover of
the senior high schools by these communities.

Since the investigator exhibited much personal
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interest in the study, the people interviewed were found to
be very open and truthful. Men and women in these communi-
ties volunteered to be interviewed. Interviews were con-
ducted with the school officials and school-community agents
of the schools under study, citizens involved in various
organizations and knowledgeable observers of the local-
community-school system interaction. Relevant documents,
minutes of formal meetings, reports, tapes from participant
observers were obtained and examined in each community.

The investigator has been following the development
in school-community relations not only in Detroit but also
in several other major American cities. His personal col-
lections include tapes, articles and newspaper accounts.

He has also attended several workshops and panels on school

decentralization of the Detroit public school system.

Issues and Questions to be Answered
by the Study

The study addresses itself to the following questions:

1. Are there predictable social indicators and/or
commonalities in the pattern of developments
toward local control of public education by
minority groups?

a. Are there some clear behavioral expectations
if the locus of control remains static, that
is, in the hands of the privileged groups?

b. Are there unique or particular factors in
the overall educational structure that
parents can legally control?

c. Does local control have an effect on the cur-.
ricular and on the academic perform?nce of

students? If so, in what ways?
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d. Are there visible effects that "local con-
trol" has on the learning process?

e. Are there short term social implications if
minority groups gain control over their

local public schools? Long range?

Limitations of the Study

The limitations inherent in the case study approach
have already been discussed above. Furthermore, it has to
be considered that the whole study covers a relatively short
period of developments which under many regards does not yet
allow final statements as to the outcomes of these develop-
ments. However, the study might be of an indicative value
for important tendencies in current public education and
might be useful to assess the educational and social impli-
cations of the incumbent decision making in the field of

local educational policy.



CHAPTER II

BACKGROUND OF THE STUDY

Review of Literature

School Failure in the Big
Cities in General

The present public school systems have failed to
train the vast majority of the students to their potential.
The Panel on Educational Research and Development of the
President's Science Advisory Committee testified that "by
all known criteria, the majority of urban and rural slum
schools are failures."1 This failure is most visible in
urban, low-income, racial-minority ghettoes. 1In Los Angeles,
California, for example, the McCone Commission reported
that

- . . the average student in the fifth grade in schools
in the disadvantaged areas is unable to read and under-
stand a daily newspaper or to make use of reading and
writing for ordinary purposes of his daily life. The
degree of illiteracy seriously impairs his ability to
profit from further schooling.

Nationally, the drop—out.rate of poor students is
more than three times that of students who are better off
economically. Havighurst reports show that in 1964 cChicago

had a citywide grade six achievement level of 6.2 in reading

The Panel on Educational Research and Development of
the President's Science Advisory Committee, Innovation and
Experiment in Education (Washington, D. C., 1964), p. 30.

2
The New York Times, December 7, 1965, p. 26.

14
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and arithmetic; students from ghetto schools were achieving
at a 5.5 level, and suburban students at 7.8 level.

In the seven districts of Chicago with more than 80
per cent poor students, average sixth grade achievement levels
stood at 5.5; in the seven districts with less than 7 per
cent poor students in their classrooms, sixth grade achieve-
ment level stood at 7.2. The citywide I.Q. score in grade
six was 99, but it stood a full 19 points higher in the
suburbs.

In Pittsburgh, average sixth-grade achievement in
June 1964 for ten Pittsburgh ghetto schools was about four
years below that of ten suburban Pittsburgh schools in criti-
cal skills; about three years below in arithmetic and read-
ing, more than one year below average achievement for the
nation in verbal ability, reading and arithmetic, and slightly
above average achievement for the nation in spelling.2

In the Central Harlem Section of New York City, 21.6
per cent of the third grade students were reading above grade
level, and 30 per cent below in 1968. By the sixth grade
11.7 per cent were reading above grade level and 80.9 per
cent below. Median equivalent grades in reading comprehen-
sion for Central Harlem's third grade students were a year
behind the city median and the national norm; by sixth grade,
they were two years behind. The same was true of verbal
ability.

Central Harlem's students were one and a half years

behind the city and the nation by sixth grade in arithmetic

lRobert J. Havighurst, The Public Schools of Chicago
(Chicago, 1964), p. 39.

2Pittsburgh Board of Public Education, The Quest for
Racial Eguality in the Pittsburgh Public Schools, 1965,
p- 1l6.
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and two years behind city and national norms by eighth grade;
third grade I.Q. scores were at 90.6 (national norm = 100),
and 86.3 by sixth grade.l

Patricia Cayo Sexton in 1961 reported that in Detroit
children from families with an income of less than $3,000
were one half year behind average grade achievement in the
fourth grade, three quarters of a year behind average grade
achievement by the sixth grade, and one and a quarter years
behind by eighth grade.2 When compared to the highest income
group ($9,000+) in Detroit, these poor children are 1.36
years behind in fourth grade, 1.82 years behind in sixth
grade, and 1.9 years behind in eighth grade.3

Some cities have actually brought citywide norms
below grade level. Boston's average citywide reading levels
fell seven months below grade level in sixth grade.4 By
grade 10, the citywide reading level in Boston was 15 per-

centiles below the national average in 196&5

Non-White Population Experience
School Failure

Given the above figures which appear to indicate
the way major American cities educate their poor, both
whites and blacks, it seems legitimate to ask how the blacks

fare in the existing system.

lHarlem yYyouth Opportunities Unlimited, Youth in the
Ghetto: A Study of the Consequences of Powerlessness and a
Blueprint for Change (New vork, 1964), p. 237.

Patricia Cayo Sexton, Education and Income: In-
equalities in OQur Public Schools (New York, 1961), p. 28.

3Ibid.

Robert Levey, "The Dilemma of Boston Schools, "
The Boston Globe, December 14, 1965.

5Ibid.
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Report of the National Advisory Commission on civil
disorders provides a general national picture:

The black record of public education for ghetto children
is growing worse. 1In the critical skills--verbal and
reading ability--Negro students fall further behind
whites with each year of school completed. For example,
in the metropolitan Northeast Negro students on the
average begin the first grade with somewhat lower scores
on standard achievement tests than white, are about 1.6
grades behind by the sixth grade and have fallen 3,3
grades behind white students by the twelfth grade.

The failure of the public schools to equip these stu-
dents with verbal skills is reflected in their perform-
ance on the Selective Service Mental Test. During the
period June 1964 - December 1965, 67 per cent of Negro
candidates failed the examination. The failure rate
for whites was 19 per cent.?2

In Pittsburgh, of the ten elementary schools whose
students were achieving at the lowest reading levels in the
city in sixth grade in 1964, three had 100 per cent black en-
rollment, nine had more than 70 per cent black enrollment, and
one had 16.1 per cent black enrollment. Of the ten elemen-
tary schools whose students were achieving at the highest
reading levels in the city in the sixth grade, three had no
blacks, eight had 1 per cent or fewer blacks, and the one
with most blacks had 2.8 per cent black enrollment.3

The Pittsburgh report further added that

lU.S. Department of H.E.W., Office of Education,
Equality of Educational Opportunity (1966), p. 20. This
report, generally referred to as the "Coleman Report," was
prepared pursuant to Section 402 of the Civil Rights Act of
1964.

2 . , . .
U.S. Report of the National Advisory Commission on

Ccivil Disorders (New York, March 1968), p. 425. This report
will be referred to as the Kerner Report on subsequent pages.

3Pittsburgh Board of Education Report, op. cit., p. 14.
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. . . children enrolled in a number of schools where
the pupils are predominantly Negro are averaging as
much as 4 to 5 1/2 years (grade equivalents) below
children in a number of schools that are substantially
white.l

The conclusion is that many more blacks than white
students drop out of school. This is evidenced by the re-
port of the National Advisory Commission on Civil Disorders
where it is clearly stated that

In the metropolitan North and West, Negro students are
more than three times as likely as white students to
drop out of school by age 16-17.2 As reflected by the
high unemployment rate for graduates of ghetto schools
and the even higher proportion of unemployed workers
who are in low-skilled, low-paid jobs, many of those
who do graduate are not equipped to enter the normal
job mgrket and have great difficulty securing employ-
ment.

Opinions about the Locus
of School Failure

Opinions differ as to the locus of the problem of
public school failure. On the one hand is the widely shared
assumption that the failure of any child to learn lies pri-
marily with the learner. 7Under this assumption, any attempts
at the problem have been directed almost entirely toward the
shortcomings of the learners' physical, economic, cultural,

or environmental inadequacies.

Approaches to Intervention

Consistent with this view are the following basic

lIbid.

2
The Coleman Report, op. cit., p. 31. (Also quoted
in the Kerner Report, p. 425.)

3
Kerner Report, op. cit., p. 426.
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approaches to intervention:

1) cCompensatory Education, which includes such

efforts as the Great Cities School Improvement Programs,
Title 1 of the Elementary and Secondary Education Act, New
York City's early Higher Horizons Program, and the recent
More Effective Schools Program.

In the main, these programs merely deal with symp-
toms rather than with the real causes of school failures.
Compensatory education is essentially an additive approach
that works by augmenting and strengthening existing pro-
grams. The assumption here is that the schools need to do
more for poor students but nothing presumed that the school
itself needs rehabilitation.

Although great efforts, ing;nuity and money have
gone into compensatory education, it is viewed with increas-
ing distrust by the low-income, racial-minority parents, not
only because the programs have failed, but also because these
parents are rejecting the belief that the fault lies in their

children.l

2) Desegregation Approach. A principal motivating

factor in efforts toward integration since the 1954 Supreme
Court decision has been the notion that low-income, racial-
minority students' achievement improves in an integrated
school environment. The U.S. Commission on civil rights is
in strong support of this assumption when it says:

Negro children suffer serious harm when their education
takes place in public schools which are racially segre-
gated, whatever the source of such segregation may be.
Negro children who attend predominantly Negro schools
do not achieve as well as other children, Negro

Mario Fantini. The Ford Foundation. Discussion,
Harvard Educational Review (Winter, 1968), p. 162.
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and white.l
Further, the Coleman Report found that

If a minority pupil from a home without much educa-
tional strength is put with schoolmates with strong
educational backgrounds, his achievement is likely to
increase.

In other words, both class and race factors have a strong
bearing on educational achievement; the ghetto student
labors under a double burden.

Like the Compensatory Education Approach, integration
has failed. The major reason for its failure was the mas-
sive white resistance, coupled with the growing concentra-
tion in the inner city of low-income, racial minority groups.
Metropolitan integration across present school boundaries
seems unrealistic. Presently, these low-income, racial-
minority groups are not interested in integration at the
option of the white majority.3

3) A model subsystem, which operates on the assump-

tion that the educational system and the learner should share
responsibility for school failure, represents substantial
progress toward a realization that “more-of-the-same" ap-
proaches have limited utility. For instance, projects under
government subsidy (Titles III and IV of the elementary and
secondary education act) are seeking to create subsystems on
a regional basis, through consortia of institutions. The
Jerrold Zacharias' report to the U.S. Commissioner of Educa-

tion in March, 1964, probably led to the creation of a model

1 . ‘o . . . .
U.S. Commission on Civil Rights, Racial Isolation in

the Public Schools (Washington: U.S. Government Printing
Office, 1967), p. 1l.

2
Coleman Report, op. cit., p. 21l.

3
Mario Fantini, op. cit., p. 162.
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subsystem in the Washington, D. C. public schools. A similar
project was undertaken at about the same time in Syracuse,
New York, public schools--the Madison Area Project--and later
in the Boston public school system. Included in this cate-
gory are the three recent experimental school clusters in
Manhattan, Brooklyn and the Intermediate School 201 complex.
The major difference between these and earlier subsystems is
that they are governed by community-based boards, although
they must still seek ultimate approval on a number of basic
decisions from the Central Board of Education.

Some colleges and universities are also involved in
these projects. 1In New York City, for example, New York
University, Teachers College and the Yeshiva University have
been involved with single schools or clusters of schools.
Antioch College has helped the Adams-Morgan School in Wash-
ington and is adopting schools in Philadelphia and Dayton,
Ohio.

Although subsystems are developing rapidly, there
is little evidence to demonstrate success to any significant
extent. This is due, in part, to internal problems in the
organizational framework within which they seek change. They
lack the autonomy and freedom to implement their findings.
Their threat to the main system invokes curtailment of their
freedom to explore (which frequently means breaking the rule).
Very often, they depend on imported consultants who are not
integral members of the existing structure. Directors of
subsystems often revert to bureaucratic rigidity and are more
likely to identify with the larger system that authorized
the program (i.e., with the status quo) rather than with
those for whom the experiment is designed.

Pressures to produce immediately do not only come

from the system but also from vested interests who are ready
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to label it a failure if no visible achievement records are
turned in within a year or two.

However, whether the subsystem is dependent or largely
autonomous, it is not likely to have any significant impact
on the total large bureaucratic system because of its frag-

mented educational package.

4) Parallel systems operate under the assumption

that if the poor cannot reform public education, they should
be afforded options on it. Notable examples of parallel sys-
tems include Neil Sullivan's School for Negro Pupils, de-
prived of educational opportunity when the Prince Edward
County, Virginia, public schools closed to avoid integration;
Harlem's Academies of Transition; the New School for Children
in Boston (Roxbury Section) and the Urban League sponsored
street academies.

It is interesting to note that in 1967 the Massa-
chusetts Legislature approved an act enabling the State
Department of Education to assist and sponsor experimental
school systems manaéed by private non-profit corporations.

Project Headstart schools are also "private" in the
sense that they exist apart from the public school system and
are not subject to its rules and regulations governing per-
sonnel, curriculum and other matters. Some of these schools
have Federal tuition grants and foundation funds, and efforts
are being made to obtain support for others from business
and industry.

Although private schools have many advantages, they
are basically an avoidance of the challenge to reform the
schools where most children will continue to be educated.

Since they lack public control, there are no guarantees

lIbid.
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against the organization of programs by special interest
groups for ends opposed to a free and open society. If the
already existing private schools have closed their doors to
low-income, racial-minority students, it is very unlikely
that future private schools, even though publicly supported,
will welcome minority children.

5) Total System Reform is the latest and perhaps

the most marketable today. There are several approaches to
it:

a) Provision of new leadership for the system
as a whole, while leaving basically intact
the system's form and structure. This is
the trend in Philadelphia and Pittsburgh.

b) Decentralization, a reorganization of the sys-
tem into quasi-autonomous districts. An
example of this is found in Washington, D. C.

c) Consolidation of quasi-autonomous subdis-
tricts into one single system, e.g., the
Louisville-Jefferson County experiment where
each of the partners starts out with an
equitable share of resources, instructional
practices operating in an open, competitive
market.l

The outcome of these experiments is still to be seen.

The Failure of Educational Integration
in Historical Perspective

Proponents of total integration as an answer to needs

of all children in schools are noble in thought but the racial

lIb:i_d.
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poor cannot wait. Here we see the snail's pace at which inte-

gration has moved thus far.

The Rate of School District Desegregation
in the Southern and Border States Compared

Since the 1954 Supreme Court decision, integra-
tion in most southern cities has proved elusive, if not im-
possible. According to Table 1 on page 25, Mississippi was
the slowest of all the southern states to begin to implement
the Supreme Court's decision. After a decade, only 3 per
cent of its school districts achieved token desegregation.
South Carolina and Alabama started to desegregate their
school districts a year earlier than Mississippi and that
with one and four per cent, and in 1964 South Carolina became
17 per cent desegregated while Alabama was 8 per cent deseg-
regated. Georgia started in 1961 with 0.5 per cent, and re-
mained so through 1962. 1In 1963 she stepped up to 2 per
cent and in 1964 Georgia was 17 per cent desegregated.
Louisiana started with 2 per cent desegregated school dis-
tricts in 1960 and kept that pace through 1962. In 1963, it
was 3 per cent desegregated in 1964 4 per cent desegregated.
Arkansas was 1 per cent desegregated in 1954, remained at
that in 1955. In 1956, it was 2 per cent desegregated. From
1957 through 1961, it marked time at 4 per cent desegregation.
It became 5 per cent desegregated in 1962, 6 per cent in 1963
and 11 per cent in 1964. Florida started late also in 1959
with 2 per cent and remained so through 1960. In 1961, it
was 7 per cent desegregated, 15 per cent in 1962, 24 per
cent in 1963 and 33 per cent in 1964. West Virginia deserves
mention in its efforts to implement the 1954 Supreme Court's

decision. It had 68 per cent desegregated school districts
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in 1954, 80 per cent in 1955, 95 per cent in 1966 and 100
per cent in 1957 through 1964. Maryland attained 100 per
cent desegregation in 1958 while Delaware achieved 100 per
cent desegregated school districts in 1961 and Kentucky in
1964.

A review of the years following the Supreme Court's
historic school segregation decision of May 17, 1954, reveals
a vacillating pattern of evolution from a period of confused
resistance, through periods of procrastination and gradu-
alism, to token desegregation of some of the southern and
border states' public schdol systems. Statistically, the
southern states have made little progress in desegregation.
In spite of the apparent poor showing, the fact remains
that a start has been made. However, recent developments
indicate that the rate of desegregation may continue at a
slow pace in many southern states.

In the first ten years after the Supreme Court's
decision in the school segregation cases, the number of
black pupils attenaing school with white students in the
seventeen southern and border states increased at an aver-
age rate of about 1 per cent per year.l By the end of 1964-
1965 school year, 10.9 per cent of black students in this
region were in biracial classrooms--an increase of 1.7 per
cent over the 1963-1964 figure (9.2 per cent), which in turn
represented an increase of 1.2 per cent over 1962-1963. 1In
1965-66, however, the first school year in which the U.S.
government's Title VI became effective, the percentage of
Negro students in biracial schools in the southern and

border state regions increased to 15.9 per cent.2

Jim Leeson,"Faster Pace, Searcer Records," Southern
Education Report (Jan.-Feb. 1966), 28-30.

2Ibid.
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There is a marked contrast between progress in the
South and in the border region. Up through the 1962-63
school year, less than 1 per cent of the black students in
the eleven southern states of the 01ld Confederacy attended
school with white students. The 1 per cent mark was passed
in 1963-64 and almost doubled in 1964-65, to 2.25 per cent.
For 1965-66 school year, the percentage more than doubled,
according to the Southern Education Reporting Service,
reaching 6.0l per cent.

In contrast, the six border states and the District
of Columbia desegregated at a faster rate than the southern
states. By 1961-63, more than half of the black students
in the border region were attending the biracial schools.
The annual rate of change in this region was about 3 per
cent per year. By 1964-65, the border area had 58.3 per
cent of its black students enrolled in schools with white
students. By 1965-66, the figure was 68.9 per cent--an in-
crease of more than 10 percentage points over the previous
year. '

In the 1966-67 school year, the trend continued to
be favorable. The overall comparative percentage breakdown
for 1965-66 and 1966-67, using the Office of Education esti-
mates, is shown in Table 2 on page 28. The percentages in
four of the five Deep South states are shown in Table 3, on
page 28.

During the 1966-67 school year, in the seventeen
southern and border states, 17.3 per cent of the black chil-
dren were attending schools which were less than 95 per

cent black. In several border states the percentages of

1Ibid.
2Ibid.
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TABLE 2

PERCENTAGE OF BLACK STUDENTS IN SCHOOLS
WHICH ARE NOT ALL BLACK

States 1965-66 1966-67:=
17 Southern and Border States 15.1 24 .4
11 Southern States 7.5 16.9
©6 Border States 65.6 67.8

Source: BAbstract taken from the U.S. Office of Education,
National Center for Educational Statistics,
December 6, 1966.

In four of the five Deep South states the percent-

ages were as follows:

TABLE 3

PERCENTAGE OF BLACK STUDENTS IN SCHOOLS
WHICH ARE NOT ALL BLACK

= — —
State 1965 1966
Mississippi 0.4 3.2
Louisiana 0.6 3.5
South Carolina 1.5 6.0
Georgia 2.4 9.9

Source: Abstract taken from the U.S. Office of Education,
National Center for Educational Statistics,
December 6, 1966.
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black children attending these schools are:

a) 88.5 per cent in Kentucky;

b) 84.8 per cent in Delaware;

c) 83.4 per cent in West Virginia;

d) 40.5 per cent in Maryland;

e) 40.5 per cent in Oklahoma; and

f) 26.7 per cent in Missouri.

In Delaware, Kentucky and West Virginia a large
majority of black pupils attend schools which are
less than 80 per cent black. 1In Kentucky, a majority
attend schools which are less than 20 per cent black.
In one of the southern states, Texas, 32 per cent of
the black pupils attend schools which are less than
80 per cent black.l

If the past is prologue, a totally desegregated
state and regionwide public school system is not likely
to appear in the south and border states in the fore-

seeable future, unless forced by court decrees.

De Facto Segregation in the
Northern States

Protests of racial segregation in northern
states by racial-minority parents have been mounting
in number and with vehemence since the decision of

the Federal District Court in the New Rochelle case of

1 ) . .
U.S. O0ffice of Education, National Center for

Educational Statistics, December 6, 1966.
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January of 1961.l These growing pressures on school
authorities of the north say that it is not necessary
to go to the South to find white parents resistant to
school integration.

On June 30, 1969, the New York Times reported
that white parents in St. Louis appeared at a school
board hearing to oppose implementation of the recom-
mendations of the board's citizen committee to lessen
segregation in the schools.2

White parents in Montclair, New Jersey, have
brought action in the Federal district opposing changes
made in the school organization to reduce segrega-
tion in September 1962 as unconstitutional.3

In May 1963, the blacks picketed the Thaddeus
Stevens Elementary School, an all-black school in Twin
Oaks, Pennsylvania, carrying signs: "Jim Crow must go,"
"Twin Oaks, Alabama," and "We've stopped talking and
started walking.“‘ The school, which is the object of
the complaints, had three black teachers and fifty-
seven black pupils. The local black leaders claim
that the school board promised in November 1962 to
submit a plan to end the segregation of these black

pupils by March 15, but that it had voted in May to

1Tavlor v. Board of Education of New Rochelle,
191 F. Supp. 181 (S.D. N.Y., 1961l), 6 Race Relations
Legal Representation 90 (1961).

2
New York Times, June 30, 1963, p. 44.

3New York Times, July 6, 1963, p. 5.
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postpone action for another year.

In Cincinnati, between 1955 and 1958 school
years, about 750 black pupils were transported five
and one half miles across Cincinnati to a ninety-
eight per cent black school in a black neighborhood.
There were, however, closer "white schools" with avail-
able space. Official explanation: it preserved the
neighborhood school concept. 1In this case, the neigh-
borhood school concept involved keeping all children
from the same neighborhood together, regardless of
where they attend school.2

In Milwaukee, the school system had bussed
white children for many years, picking them up near
their homes, returning them at the end of the day,
and almost invariably integrating them into classes
at the receiving school. The practice, however, changed
in 1957 when the school system began bussing black
children to predominantly white schools. The black
children were kept in separate classrooms at the re-
ceiving schools. They were also returned home for lunch

even when the receiving schools had lunchroom facilities.3

lNew York Times, May 21, 1963, p. 22.

Deal v. Cincinnati Board of Education, 244 F.
Supp. 572 (S.D. Ohio, 1965).

3U.S. Commission on Civil,6 Rights, Milwaukee Race
and Education Study, Prepared by the Social Development
Corp., 1966.
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This practice of keeping separate the black children who
are bussed has continued in Milwaukee but now black pupils
are permitted to remain at the receiving schools for lunch.l

In Cleveland, the school board's policy on bussing
developed against a background of conflicting community pro-
test. As a result of rapidly increasing black enrollment,
both double-session classes in black schools and an exten-
sive school construction program were begun in the late
1950's. While awaiting the completion of new school build-
ings, nearly 2,000 black elementary school pupils from six
majority-black schools were bussed to four under-utilized
schools, three of which were nearly all-white and the fourth
desegregated.2 During the 1962-63 school year, the black
pupils bussed to these under-utilized schools were kept in
separate classes.

In September 1963, after local civil rights groups
protested against keeping the bussed children separate, the
school board pledged fullest possible incorporation of these
students into the receiving schools consistent with sound
educational policy, but left the timetable for implementa-
tion up to the school administration.3 The school board's
proposal to desegregate the bussed pupils was vigorously
opposed at a meeting with school officials called by P.T.A.

at one of the white receiving schools.?

lMilwaukee Sentinel, January 31, 1964, pt. 1, p. 3.

2Cleveland Board of Education, Annual School Hous-
ing and Building Program Reports, 1961-63, 1962-63.

3App. pp. 247 a, Craggett v. Board of Education
(cCleveland), 234 F. Supp. 381 (N.D. Ohio, 1964).

4
Cleveland Plain Dealer, October 16, 1963, p. 7.
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The 1963-64 school year began with the bussed pupils
still being kept separate from the school children in the
receiving schools. In February 1964, after picketing by
civil rights groups, the school board adopted a resolution
to desegregate the classes by September, but the children
were no longer to be sent to white schools.l Rather, they
would be sent to nearby black schools. After further pro-
test by civil rights groups, a compromise agreement was
reached calling for the immediate desegregation of the bus-
sed classes. At the same time, the school board announced
that it would terminate the bussing as soon as possible,
announcing a speed-up in the construction of three new
schools designed to absorb the bussed black children. On
March 9, 1964, the bussed classes were desegregated without

incident.

Minority Aspirations Frustrated

Underlying the initial push for integration in
the schools by blacks was the assumption of black parents
that those parents in predominantly white schools exercised
enough power to insure that the schools offered quality edu-
cation--an education in which racial-minority students
should share. Such integration--and the assumptions that
went with it--worked in theory but not in practice. Blacks
were permitted in the school system, but did not actually
benefit from the "quality education" since it had not been

geared to their needs. Furthermore, there was a lack of

lU.S. Commission on Civil Rights, Racial Isolation

in Cleveland Public Schools, A Study prepared by Western
Reserve Reserve University, Part.II, p. 44 (Picketing).
Resolution No. 30576, Board of Education, adopted February 10,
1964.
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communication between the faculty from a white culture and
the minority group children. Moreover, the minorities had
gained no power themselves to influence this situation for
their own benefit. Their children's needs were not met and
because there was nothing they could do about it, the minor-
ity became only further alienated from good education and
from the majority society as a whole.

The black people in America believed with Thomas
Jefferson that the role of education is

. - « to bring into action that mass of talents which
lies buried in poverty in every county for want of
means of development, and thus give activity to a mass
of mind, which in proportion to our population, shall
be the double or treble of what it is in most countries.

This dream, the blacks and other racial minority groups had
been unable to realize in the South because of segregative
practices. After the second world war, the blacks moved up
north in large numbers to the central cities while the
whites were moving out of the cities to the suburbs. While
in the North, the blacks had better opportunity to attend
school than ever before and with rising expectations whetted
by post-war nationalist movements in other parts of the
world, they began to send their children to school in such
numbers that black youth now constitute the major part of
the school population in most of the inner cities.

But the more low-income, racial minority group stu-
~dents finished high school, the more they discovered that

extended education was not open to them--in the words of

lInterview with William C. Loving, School Community
Agent, Central High School, Detroit, Michigan.

2Letter from Thomas Jefferson to Mr. Correa, Novem-
ber 25, 1817, in The Writings of Thomas Jefferson (Washington
ed. 1854), pp. 94-95.
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Horace Mann, the “"great equalizer of the conditions of
men-—the balance wheel of the social machinery."l They
had not learned enough to prepare them for college.

On the job market they soon discovered that the
same piecé of paper which qualified white high school grad-
uates for the white-collar jobs only meant blacks could be
tested and found wanting for those same jobs. They had not
learned enough to find a good job.

The Kerner Commission reports that in Detroit

high school diplomas from inner city schools were
regarded by personnel directors as less than valid.
In July, unemployment was at a five-year peak. 1In
the 12th street area it was estimated to be between
12 and 15 per cent for black men and 30 per cent or
higher for those under 25.

s - - - . L] . . - - L] . . . . - . . e - e . . . - . -

In the fall of 1967, a study conducted at one
inner city high school, Northwestern, showed that,
although 50 per cent of the dropouts had found work,
90 per cent of the 1967 graduating class was unem-—
ployed.2

Urban, low-income, racial-minority parents are in a
state of hopelessness and helplessness as the educational
deterioration of their children goes unabated. To whom can
they turn? When school administrators and teachers were
approached for some explanation, they claimed that "there
is nothing wrong with the system; only the wrong kinds of
children have shown up." Parents have lost faith in the sys-
tem of public education where answers like this are given.

To allow this state of affairs to continue for long is to

participate in what they refer to as "educational genocide."

1
“mwelfth Annual Report of Horace Mann as Secre-

tary of the Massachusetts State Board of Education (1848),"
in Documents of American History, ed. Commager, 1958,
p. 318.

Kerner Report, op. cit., p. 90.



36

Curriculum Tracking and
Homogeneous Grouping

The Detroit High School Study Commission Report
on one of the predominantly black high schools in 1967 said:

. « . a great percentage, approximately 3-1 or 4-1,
are general students. Most of these general students
are put into tracks which fail to prepare them for
future schooling, training or future jobs.

Speaking of the same high school, the report continues:

. . . many honor roll students have not been able to
pass entrance tests to Wayne University. However,
still greater concern is in the field of employment
after graduation. One company indicated that only 5
per cent of the female applicants from a particular
high school were hired and 75 per cent were rejected
(the remaining 20 per cent expressed no interest in
taking the job offered). The most common reason for
rejection was the inability to pass a simple test.?

According to the 1963, February 3 Detroit News, Oak
Park, Michigan, a suburb of Detroit, draws all of its black
pupils from the lowest income group and all the white pupils
are middle and upper middle class. Eighty per cent of the
white graduates from Oak Park's public high school go to
college, while the majority of the black youths qualified
only for terminal education. In achievement tests given to
fourth grade pupils in October of 1962, the system average
in Oak Park was in the top 13 percentile nationally; the
black children within its school districts were in the bot-
tom 5 percentile nationally. In all tests, the average
scores were six months to almost a year above grade level
by the Iowa tests of basic skills. The black children

scored six months to a year below grade level.3

1The High School Study Commission (Eastern High
School) Report, pp. 3-17.

2Ibid.

3Oak Park School District, The Status of Racial Inte-
gration in the Oak Park School District, Jan. 1963, p. 4.
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Neighborhood School Concept
Advanced in the North

The method most commonly used in city school sys-
tems to determine which children particular schools should
serve is that of geographical zoning. Residential segre-
gation results in racially unmixed schools in American
cities.

The "neighborhood" school policy operates on the
assumption that persons of like racial background ought to
live together and should send their children to schools
where there are mostly others of the same group. Racial
similarity then appears to be the character of the "neigh-
borhood" school concept and consequently those who opt for
it may either consciously or unconsciously support the con-
cept of the de facto school segregation.

However, because of the high mobility rate within
the American society and the longer distances city residents
have to travel to work and other business, the self-contained,
cohesive neighborhoods no longer exist, nor do school author-
ities base their attendance policy on them.

Within recent years, in almost every city, the size
of attendance areas has grown smaller, not because it is
necessary today for children to attend schools closer to
their homes than in the past, but as a result of increas-
ing density.

School attendance areas are prescribed, not by
rigid formulas, but through the discretion of school author-
ities. Their decisions may either intensify or lessen
racial segregation in schools.

In some northern cities, decisions have been made
to reduce racial segregation. Frequently, however, the

effect has been the reverse.
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In New Rochelle, New York, gerrymandering of the
attendance boundaries for the predominantly black Lincoln
Elementary School began in 1930. An all-white irregular
corridor was carved out of the Lincoln zone and placed in
an adjacent all-white zone. 1In the years that followed, the
black population expanded and the boundary lines for the
Lincoln school were extended to contain the black children
within the Lincoln zone. 1In 1961, the courts held this
practice to be a violation of the 14th amendment.l

Thus the system of geographic school attendance,
imposed upon segregated housing patterns, provides the broad
base for racial segregation in the north. As geographical
attendance areas have become smaller and residential segre-
gation has intensified, city schools have become more soci-
ally and racially homogeneous. At the same time, the con-
cept of neighborhood has been changing. Greater population
mobility and significant changes in the pattern of urban
life generally have tended to diffuse traditional neighbor-
hood patterns. In'city school systems, on the other hand,
children attend schools closer to their homes than in the
past. Today geographical school zoning in itself is the

basis for persistently high levels of school segregation.

Minorities Taste Involvement

The success of involvement of the poor with planning
of government programs that affect their lives has brought
them to believe that they can participate in still other
matters that concern them--such as education. For instance,

the Office of Economic Opportunity has funded over 700 multi-

lTavlor v. Board of Education, 191 F. Supp. 181 (S.D.
N.Y.), Aff'd 294 r. 24 36 (2nd Cir), Cert. denied, 368 U.S.
940 (1961). '
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service centers in inner-city neighborhoods nationwide

since 1964. 1In order to assure that service centers are
relevant to the "needs and styles" of the community served,
inner-city residents have been trained and employed at all
levels. This is made possible through the establishment and
involvement of community service center councils which es-
tablish the overall policy.

The basic assumption of the program was that com-
munity action programs be developed, conducted and adminis-
tered with "maximum feasible participation" of the residents
of the neighborhoods served.

In Detroit, for example, the Model Neighborhood
program began in May, 1968, with an election held in the
Model Neighborhood which designated 102 area representa-
tives to form a Model Neighborhood Citizens Governing Board.
In the following months, this Board devoted itself intensely
to organizing, electing officers, defining directions and
sanctions. On September 18, 19 and 20, the Governing Board
met in conference with representatives of nearly all of the
major service agencies in the city of Detroit. The agency
representatives acted as resources to provide amplification
and explanations to the residents as needed. This conference
gave the neighborhood representatives an opportunity to
express dissatisfaction with the "system," enumerate prob-
lems, and suggest solutions.

In the months following the conference, citizens,
in cooperation with many resource agencies and the Model
Neighborhood Agency staff, developed eleven reports as
evaluations and analyses of the defined problem-area cate-
gories: housing, employment, education, health, commerce

and industry, crime and delingquency, public and social
)

'
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services, public facilities, recreation and culture, trans-
portation, and community communications, citing causes, set-
ting goals and objectives within these goals. In October,
the reports were submitted to the Citizens Governing Board
and the City of Detroit Common Council. Both bodies approved
the reports which were then submitted to the Department of
Housing and Urban Development in Washington, D. C. Washing-
ton granted a total grant of 20.5 million dollars, the Fed-
eral government paying 80 per cent, and the city of Detroit
.20 per cent. It is a five-year program.

This, and similar Federally-funded programs, are
operating in Detroit and other major American cities with
considerable success.

The foregoing illustrates the participation and
leadership that local community people have been permitted
to share. Because of the success of sharing this leadership
in OEO programs the people were made to believe that the
same kind of choice of leadership and responsibility should

be found in the school.

Minority Student Participation
in Political Process

Black high school students have been the van-
guard in this movement primarily because they have been the
most neglected. However, all students are now making demands

to have a voice in determining their destiny.

Spill-Over Effects of Events in New York

In the fall of 1966, black parents in the Harlem
I.S. 201 community, abandoning the struggle for integration

as the key to better education for their children, began to
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demand the control of their schools.

In July, 1967, the New York Board of Education
succumbing to black pressures established three experimen-
tal school districts, including I.S. 201 and Ocean Hill,
Brownsville, with the financial assistance of Ford Founda-
tion. Local community governing boards were set up com-
prising parents, teachers, supervisors and community repre-
sentatives. Each school district chose a unit supervisor
and developed an operational plan which was later submitted
to the Board of Education. The powers sought by all three
governing boards included, but were not limited to the
following:

1. Hiring and firing of both instructional and

administrative staffs.

2. Determining curriculum and methods of instruction.

3. Budgetary allocations.

4. Making supplementary contract agreements with

the United Federation of Teachers (UFT).

With the election of Mr. Rhody McCoy (black) as unit
administrator, both UFT and the Council of Supervisory Assoc-
iations brought suit against the eight new principals ap-
pointed by the Board on the grounds that they were not from
the Civil Service list. At the beginning of the 1967-68
school year, 100 teachers left. During March and April,
particularly at JHS 271, many UFT teachers neither taught
nor supervised. They simply appeared at class. The Browns-
ville local governing board met with the mayor, union offi-
cials, the State Commissioner of Education, the Board of
Education, and the Superintendent of Schools, informing
them of the crisis. None of these groups offered to trans-

fer the 19 teachers who were directly responsible for the
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crisis, so on May 19, in the midst of chaos, the local board
transferred the nineteen troublemakers. In support of these
nineteen, 350 of the 550 UFT teachers in the district went
on strike for six weeks taking with them such school proper-
ties as records and roll books of the pupils.

Negotiations continued but to no avail. The nine-
teen teachers were examined by officials and declared gqual-
ified, the 350 teachers paid full salary while on strike,
police were supplied to enforce the return of the nineteen
to Ocean Hill-Brownsville against the will of the community.
The Central School Board suspended the local governing
board, along with Mr. McCoy and the eight principals because
they had allegedly committed an illegal act in firing the
teachers.

The Ocean Hill-Brownsville community, determined to
fight to the end in the face of oppression and intimidation,
refused to take back the nineteen teachers, but rather inter-
viewed and hired other teachers with whom these schools were
kept functioning while the UFT kept the rest of New York
City schools closed.1

The Ocean Hill-Brownsville case has become notori-
ous in the realm of public education because it is the first
time that low-income minority people have risen in the face
of white majority in control of teaching, administrating,
and unions. Blacks, in the face of all this struggle until
they accomplished an unheard-of feat, kept their local
schools open when everyone else failed to bug the teachers
and their union. This new-found knowledge of their capa-

bilities whetted their appetite for complete control of

Grace Boggs, "Towards a New System of Education,”
foresight bullet-ins (1969), pp. iv-vi.
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their local schools. Further, this courageous community
set an example for other minorities all over the United

States.

Minority Control as Perceived
Remedy for School Failure

The Ocean Hill-Brownsville crisis, which started
as a modest experiment to decentralize the nation's largest
school system, became a major confrontation involving
nearly every aspect of the urban dilemma: race, poverty,
and fear. What began as Ocean Hill-Brownsville, New York
Ccity confrontation has now become a national phenomenon.
Detroit and other major cities have the beginnings of the
same problem. School decentralization and local community
control have become a priority demand of black communities

in virtually all of the nation's cities.

Divergent Opinions about tﬁe Phenoimenon
of Local Control

This phenomenon of "black control over black
schools for black communities" emerging from the school
crisis arose both fear and hope: the low-income racial
minority groups fearing and distrusting existing school
board members, administrators and teachers because they
represent the white majority establishment that has denied
their children quality education.

Evidence of school failure has accumulated over the
years; the present urban public school systems across America
have failed to be responsive to the needs and aspirations
of black and other racial-minority communities and these

communities have finally come to the realization that any
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real change in the quality of education their children
receive involves a complete change in control of the school
systems.

On the other hand, the majority controlling central
boards, and the teachers' unions fear that local community
control will uncap a reservoir of black frustration and bit-
terness that have accumulated over the years due to the
segregative practices by the white majority. Others, not
directly concerned with the school system, view this phe-
nomenon of local control as planned disruptive Communist
movement penetrating even into the most traditional American
institutions like the school and then the eventual takeover

of all "great" American institutions.

Forms of Minority Control

This emerging conflict between urban school bureau-
cracies and local communities is becoming widespread. Basic
to these conflicts is the question of how can an urban, low-
income, racial-minority lay group participate in the control
of urban public education. A certain provincialism charac-
terizes many of these phenomena, as each community in each
city moves toward an eventual self-determination and con-

trol in educational matters.

In Atlanta, Georgia, the Second Ward Civil League is

an informal community organization of residents of a poor
black neighborhood, non-resident businessmen and other in-
terested in the area. Not having formal members, the group
attracts more than 150 persons whenever the chairman calls
a meeting. It has successfully worked for.a new school in
the neighborhood, a new park, a parent-child center, legis-

lative redistricting to give black representation to the
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community, adult education and headstart programs in the
neighborhood and peaceful integration of two local schools.
Although the group is not school sponsored, a neighborhood
principal is the key influential within it. The tactic
used is to work quietly and present "needs, not demands" to
authorities in positions to respond.

Perry Homes Residents occupy the largest public
housing development in Atlanta. Parents and others inter-
ested in education in the area have caused the Board of
Education to build more schools, add libraries, shop facili-
ties, and cafeterias in schools where they were needed; pro-
vide Title 1 programs and other special services. Orga-
nized on an ad hoc issue basis they regularly seize Oppor-
tunities to make their needs known to public officials
during formal and informal meetings. The Perry Homes Resi-
dents leaders have threatened to picket the schools, but
have not done so due to their past successes in negotiating
agreements with school authorities.2

Operation Exodus in Boston, Massachusetts, is a

"grass roots" organization created in 1965 with the efforts
of parents to bus black children from ghetto schools to
less-crowded schools in white neighborhoods. It has matured
and expanded, and presently has a black Board of Directors
made up of business, parent and professional leaders in
Roxbury and employs a staff of skilled black administra-

tors. Its program includes but is not limited to the follow-

ing:

Luvern L. Cunningham and Raphael 0. Nystrand, Citi-
zen Participation in School Affairs, A Report to the Urban
Coalition, June 1969, pp. 84-85.

2Ibid.
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a. a community organizer program which employs
black organizers to solicit community backing
for the group;

b. a cultural enrichment program;

c. a referral program for jobs, psychological help,
and other services;

d. an investigations department which seeks out
information about legitimate black complaints
and tries to aid in resolving these complaints.1

In Chicago, Illinois, the Woodlawn Community Board

developed the Woodlawn Experimental District and has contin-
ually served as the operating advisory group for the Wood-
lawn experimental district. Woodlawn is a poor black neigh-
borhood immediately south of the University of Chicago
campus. Its board, composed of powerful and once-antagonistic
groups, is comprised of seven delegates from each of the
three organizations: the Chicago Public Schools, the Wood-
lawn Organization, and the University of Chicago. Voting
within the Board on critical issues is by delegation; the
vote of any one delegation may veto proposals by the others.
This provision has led to enormous efforts in board meeting
discussions to resolve disagreements and achieve consensus.
Although in its formative years, it has already
dealt effectively with several significant issues, such as
a resolution to retain the tripartite arrangement estab-
lished to develop the proposal as a basis for governing the
experimental program, choice of schools to be served by the
program, and key personnel assignments. They are develop-

ing improved ways for students and parents to participate

l1pid., p. 87.
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in planning.

In Columbus, Ohio, the Ad Hoc Committee of Parents

for oOuality Education was initiated by a group of parents

whose children attend a local ghetto school. The parents
realized, from personal experience and a report by the
Urban League, that there was a widespread disparity of
achievement among inner-city and out-city schools. Aided
by representatives of the Urban League and the NAACP, the
Ad Hoc Committee developed a list of demands (e.g., a lib-
rary in the local school, a hot lunch and breakfast program,
a more meaningful P.T.A.) that was presented to the Board
of Education. Displeased with that reaction of school
officials the Committee spconsored the first school boycott
in Columbus' history in October of 1967. More than 300
children attended freedom schools that were set up that day
and did not attend their regqular schools.

These activities of the Committee received wide
attention and support for inner-city school improvements.
Program improvements began as early as 1968, eventually lead-
ing to a comprehensive study of local school programs by
school officials. Following this study and its endorsement
by the Board of Education, persons who were active in the
now disbanded Ad Hoc Committee joined with other community
leaders to support a successful campaign for an increase of
more than twenty per cent in school operating funds.2

In Los Angeles, California, the Educational Issues

Coordinating Committee was created by leaders in the city's

Mexican-American community during the high school students’

lIbido' p- 890
ZIbidl' po 92- )
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protest boycott. The Committee was an outgrowth of neigh-
borhood dissatisfaction with school system response to the
student protest. The Committee has presented a list of
grievances and holds regular weekly meetings. Attendance
at meetings ranges from 75 to 200 persons, most of whom

are parents. Through the group's influence, a neighborhood
high school teacher who had been transferred to a downtown
office job because he was an alleged leader of the student
boycotts was reinstated. They successfully urged the trans-
fer of at least one teacher out of a neighborhood school.
They are regularly consulted by the school officials on
school~community relations.

In New York City the Two Bridges Model School Dis-

trict includes five schools which serve a heterogeneous
neighborhood on Manhattan's Lower East Side. Its early
planning included five teachers (one from each of the five
schools), the teachers' union district chairman, five par-
ents (one from each school), a parent representative from
the United Parents Association of New York City, and six
community representatives elected by the Two Bridges Neigh-
borhood Council. The project was approved by the City Board
of Education in the summer of 1967. It was foundation
supported.

There have been disagreements among parents over
the extent to which they should work within or outside es-
tablished school channels, parent-teacher conflict over
plans to control teacher employment and evaluate teacher
performance, ambiguity about the role of principals and
assistant principals in the project. The governing board,

elected in December of 1967, is to have general control of

lIbid-’ pp. 104_1050
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the schools within the district, work closely with the New
vork Board of Education to determine jointly policy on mat-
ters regarding budget, zoning, curriculum, evaluation and
audit procedures. As yet there is no agreement regarding
the meaning of "jointly."l

The Citizens Committee on Public Education in Phila-

delphia, Pennsylvania (CCPEP) was established in 1958 to

bring public pressure on a school system criticized by reform-
minded citizens for emphasizing economy rather than educa-
tion. 1Incorporated under the charter of a former citizens'
group, the group hired an executive director and began the
campaign to change the method for selecting local Board of
Education members. It has an open membership policy. Mem-
bers include housewives, clergymen, businessmen and attor-
neys. Most of its business is handled by the executive
director and twelve-man executive committee. They take a
stand on issues affecting education and mobilize support
from a wide range of civic-minded groups.

The Education Committee of the Areawide Council of-
ficially represents the population in the section of North
Philadelphia designated by the city as its target area for
participation in the Federal model cities program. Member-
ship includes representatives of community organizations in
the area and other interested citizens. The committee has
formally requested the school system to be allowed to become
an "integral part of the total planning process" involving
schools in the area. 1In answer to this request, the super-
intendent wrote, “"Because they (Areawide Council) are the
most broadly representative organization in the North

Philadelphia area." The Committee has helped plan a summer

lIbido, ppo 109_1100
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youth employment program and a new high school for the area.
They have also conducted a neighborhood survey of community
- attitudes about school affairs and have worked with repre-
sentatives of the school system and Temple University to
establish an institute that will prepare teachers to teach
in the model neighborhood.l

The Ad Hoc Committee completed its work by the end
of the 1967-68 school year and then submitted a proposal to
the Board of Education to create an ongoing school advisory
body. Their resolution was approved but subject to yearly
review of committee performance by the Board of Education.
Membership includes ten elected parents, three teachers, the
principal, eight representatives of civic and community
groups in the area and three members of the original Ad Hoc
Pickett Committee to guarantee continuity and maximum com-
munication. Their obligations include: to review and eval-
uate programs presented by the community and the principal,
suggest recommended programs to the principal and "estab-
lish in collaboration with the principal criteria for the
evaluation of his leadership." The Committee and the Dis-
trict Superintendent will use these criteria and "share
equally an official annual review of the principal's per-
formance." The principal may discuss these evaluations,
and also has the right of appeal to the Superintendent of
Schools if he so desires. Only the principal can select and
evaluate teachers.

In Rockford, Illinois, the Save Our Children Com-

mittee (SOC), created in spring, 1968, as community effort
to remedy undesirable conditions in the Junior High School
by a nucleus community organization of leaders and parents

of pupils from the Junior High School. BAbout 500 people were

lpid., p. 112.
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mobilized and organized to protest low student achievement
and harsh disciplinary treatment attributed to some faculty
members. They demanded a reduction in class sizes, black
history teachers, recognition of minority group achieve-
ments in the curriculum, more black teachers, counselors
and administrators, more male teachers, special classes in
discipline for students and parents, school-community de-
partment, and a neighborhood controlling board. After a
day of student boycott and several days of picketing, while
negotiations were going on between the Board of Education
and SOC Committee, agreement was reached to improve the edu-
cational program at the Washington Junior High School, the
creation of a neighborhood advisory board, and an ombudsman

to the school community.

Analvtical Conclusions from Review of the Literature

From the related literature the study proceeds to attempt

to analyse the overall situation in order to draw assumptions

for the detailed case studies.

The Situation of Minority Education
Prior to the Reform Attempts

From all noted sources it was found that minority
education is characterized by:

a. Lower academic standards.

b. Greater dropout rates.

c. Irrelevancy to post-school life of students as

proved by the low value of diplomas.

lipia., pp. 116-117.
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Attempts to Change the Situation

All attempts to change the characterized situation
such as desegregation, compensatory education, model school,
parallel system, and total system reform, have failed to

bring about the desired results.

Divergence in the Perceptions of the
Reasons for School Failure

There is wide agreement on the very fact that the
described reform attempts have failed, but there is consid-
erable divergence of opinion as to the reasons for this
failure. Members of the educational administration are gen-
erally inclined to ascribe the failure of the school to en-
vironmental factors. Minority students and their parents,
however, violently reject this opinion; they are convinced
that the main reasons for failure are to be found in the
school system, that is, the established administration,
teachers, and curriculum.

An independent evaluation will probably show that
either monocausal interpretation is not sufficient to explain
the phenomenon and a convergence of various environmental
and system emanent factors has to be presumed by the non-
partisan observer.

However, the perception of students and their par-
ents is extremely relevant for the political process regard-
less of the objective reality of this perception.

Students and their parents believe that the system
alone is to be blamed for school failure and consequently
they demand a change of the system. In other words, a per-
ception which might be partly or even completely wrong is

at the origin of dynamic political process which aims at
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minority group control of urban public schools in order to

change the present education system.

The Perceived Ideals of What the
Reformed School Should Be

Minority students and their parents have certain
ideas about what the school under their control should look
like. Their ideal of the new schools is determined by their
critiques of the present schools. Since they criticize the
present teachers and their attitudes towards minority group
students, the ideal school should have other teachers that
are open minded and with high expectations. These teachers
should come from the minority group community itself.

Far less clear are the ideas concerning the ideal
curriculum. There are some vague indications about a black
curriculum but there are almost no operationalizations of
such a curriculum. The demand for a more adapted curricu-
lum has led so far only to symbolic output such as renaming
schools and halls after famous black leaders.

Since an operationalized ideal curriculum cannot be
produced the issue is personalized: A strong black educa-
tional leadership is requested which shall resolve the cur-
riculum guestion. For this reason the claim for a strong
principal, a big community leader, has become central to
the ideal of the new school as perceived by the minority
students and their parents.

The conclusions as drawn from the related literature
under paragraphs one to four shall be considered as assump-
tions for the following case studies. These assumptions
will be empirically tested.

Furthermore, the study tries to draw from these case
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studies, a deeper insight into the character and the stages
of the dynamic process originating from the attempts of

minority students and parents to achieve their ideal of new

schools.



CHAPTER I1II1

THE ANATOMY OF DECENTRALIZATION: THREE "INNER CITY"
COMMUNITIES IN TRANSITION--A CHRONOLOGY OF EVENTS

I have seven children who have attended or are attend-
ing the Detroit Public Schools. We are poor but my
children have never been late, have not gone to school
hungry or dirty, but most of them cannot read very
well. I am held accountable._ Should I not expect

the school to be accountable?

We entrusted our children to your schools for an edu-
cation. Our children did not learn. We found we
could not trust you to train them. Now we will take
the schools over and run them for our children.

Introduction

Detroit Inner City Schools in a State of Crisis

The breakdown of the educational process in the
Detroit inner-city schools sparked the appointment by the
city's Board of Education late in 1966, of the High School
Study Commission and investigative committees for the twenty-
one senior high schools in Detroit. The finding about the
general status of the Detroit public high schools was "that

the degree of academic retardation prevalent in our so-

A Detroit "Inner City" mother during a conference
of the Central Citizens Action Committee, Central High School
Constellation, Detroit, Michigan, January 10, 1968.

2A Detroit "Inner City" mother during a Model City
Conference, June 1969.

55
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called 'inner-city' schools does constitute a serious edu-

cational crisis for the entire community.“l

Student Militancy in the Schools

Since the commission concluded its study, demands
for improvement and change have mounted. On Wednesday,
November 28, 1968, some 1,400 students at Martin Luther
King Jr. Senior High School walked out of class to drama-
tize their demand for an efficient school system. On Monday,
September 15, 1969, some 300 militant students at North-
eastern Senior High School disrupted the school system,
burned the American flag and marched to the school house
down town for further confrontation with the school authori-
ties.

The October 9, 1967, mini-riot at Knudsen was not an
isolated incident for Detroit junior high schools. At
Knudsen Junior High, it is reported that it was in a state
of chaos during the October incident: eight fires were
started at the school buildings; several fights were staged
during which time the teachers took to their heels; often
lights were smashed in the corridors.

Vandalism at Detroit public schools is not new to
anyone who lives in the general area. At the Butzel Junior
High, in mid-October, 1969, the message was that "Butzel
Junior High students not safe; atmosphere not conducive to
learning; severe costly damage to school property." The

news has it that at this school teachers have frequently

lDetroit High School Study Commission, Final Report,
June, 1968.

Memo from Robert Mejia to Mr. S. Rosen, Mr. Tom
Stewart, and Mrs. Margaret Moogan, November 2, 1967.
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been molested, staff threatened and at one time about

$17,000 damage done to school property.l

Increased Dropout Rate

There appears to be an acceleration in the despera-
tion and feelings of hopelessness within the school com~
munity as evidenced by the high drop-out rate in the Detroit
public school system. Since the High School Study Commission
summarized its reports, Table 4 on page 58 reveals that a
total of 7,630 (11.6 per cent) students have dropped out of
the senior high schools during the 1967-68 school year, that
is, an increase of .09 per cent over the 1966-67 drop-out
rate of 11.51 per cent. The largest number of drop-outs
occurred at the tenth and eleventh grade levels, comprising
a total of 5,866 students, that is, about 77 per cent of
the total number of drop-outs.

A comparison of the 1967-68 percentage dropout rate
of 11.6 per cent with the 1962-63 school year dropout figures
of 8.63 per cent in Table 4 reveals the fact that Detroit
is going backward rather than forward. Why?

A look at the Detroit junior high school dropout
figures for the 1967-68 school year is also revealing-.
According to Table 5 on page 59, a total of 2,177, or 3.18
per cent, students dropped out during the 1967-68 school
year, an increase of .12 per cent over 1966-67 school year
figures which stood at 3.06 per cent. A comparison of the
1967-68 figure of 3.06 with that of 1962-63 dropout figure
of 1.96 per cent on Table 5 indicates a higher dropout rate

for the Detroit senior high schools.

Memo from the Neighborhood Service Program (NSP)
Core Service, A. B. Davidson, October 15, 1969.
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curriculum Tracking Persists

Curriculum tracking still persists in the Detroit
public schools. As shown in Table 6, the January 1969
Course of Study Report found that 45.2 per cent of Detroit
public high school students were in college preparatory
courses, 6.7 per cent vocational, 21.9 per cent general,
23.6 per cent business and/or distributive education, and

2.6 per cent simply did not indicate their course of study.

TABLE ©
COURSE OF STUDY

m

Percentage

Course of Students
College Preparatory 45.2
Vocational 6.7
General 21.9
Business and/or Distributive Education 23.6
Not Indicated _2.6
Total 100.0

Source: Course of Study Report, January 1969, Detroit
Senior High Schools, Department of Counseling
and Guidance, Detroit Public Schools, Detroit,
Michigan.

Low Market for Diplomas

A diploma from Detroit's inner-city schools no
longer guarantees a good job as it used to several years ago.
In the fall of 1967, a study conducted at one of Detroit's
senior high schools showed that although 50 per cent of the
dropouts had found work, 90 per cent of the 1969 graduating

1 . .
class were unemployed. And even Detroit unions do close

lKerner Report, op. cit., p. 90.
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their doors to many Detroit high school graduates. 1In
January of 1967, the school authorities had to notify six
apprenticeship trades that they would not open any new
apprenticeship classes unless a-large number of their black
students were included. By fall, some of the programs were

still closed.1

General Distrust for the School System

Obviously, there exists a general distrust for the
school system. This distrust has been expressed through
strong protest by communities--"we will take the schools
over and run them for our children”"--and student boycotts

and vandalism, administrators openly blasting each other.

The Dynamics of Failure

By 1939, Detroit, like other major American cities,
was beginning to recover from depression, only to enter
World War II. By 1950, the city had readjﬁsted to a peace-
time economy and was going through a transition: the popula-
tion and the economics of Detroit and its schools were facing
new pressures, new challenges. As the southern blacks and
Puerto Ricans were moving into Detroit, the white middle
class were moving out into the suburbs and taking with them
their tax bases. Several factors are responsible for the
large exodus of the whites into the suburbs:

a. The impact of poverty on the environment and on

the schools;

b. fear of crime and loss of property; and

c. fear of integration with the "poor" and "infer-

2
ior" race of men.

lIbid.

2 ) . .
Interview with Frank Ditto, op. cit.
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Detroit Has Seqgregated Schools

As a result of the white exodus to the suburbs,
Detroit has a segregated school system. Table 7 on page 63
reveals that in 1968, Detroit had eleven schools with one to
five black students. Two of these had one black student
each. Five schools had ten or less black students; six
schools had fifteen or less black students, and six had
twenty or less black students, and 45 schools with twenty or
less black students, and seventeen schools with no black stu-
dents at all.

Table 7 also shows that in the same year's racial
count, there were nineteen Detroit public schools with no
white students, thirty-nine with less than five white stu-
dents, and out of these thirty-nine, twelve had one white
student. There were also fourteen schools with less than
ten white students; eleven with less than fifteen white stu-
dents, three with less than twenty white students, and
eighty-six with twenty or less white students.

Table 7 aléo indicates the fact that there are seven
schools in the Detroit public school system where there were
no black instructional staff. At the same time, most Detroit
inner-city school teachers and administrators are white,
while the schools have predominantly black students in black
neighborhoods.

It should be remembered, however, that a major reason
for the mass flight of the whites to the suburbs was that
"inferior" blacks were expected to produce inferior schools
and inferior neighborhoods. It is these same skeptical
whites, who have come back with this same preconceived notion
that the blacks are inferior people to teach black children.

Is there any wonder then that teachers expect low academic
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achievement of these students? This is borne out by one of
the Detroit high school reports where it states:

The total bureaucratic structure of [name] the high
school is hopelessly enfeebled. We feel that this con-
dition stems mainly from the witting or unwitting
belief that the children in this school cannot perform
at the level of normal achievers.l

Low Academic Expectations of Black Students

Further, the study commission also found that teachers
are somewhat "resigned to anticipated failure on low perform-
ance of the students,"2 an observation which seems applicable
to most of Detroit inner-city schools. To the extent that
white teachers expect low academic performance from those
students that they teach, to that extent they anticipate
trouble from the students: physical Qiolence, vandalism,
harrassment. According to a memorandum issued by an official
from Knudsen Junior High School, students were "selective
about which teachers get harrassed and which classrooms get
vandalized."3 The same memorandum added that "the lack of
external discipline is directly related to the fact that at
least half of the faculty actually fear these youngsters."4
In the official's words, "we can see why discipline would be
lacking." He pointed out that chaos existed not only at
Knudsen but also elsewhere in the area. One school, for
instance, suffered a seven hundred dollar damage when the

principal's office was broken into.

1Northeastern High School Study Commission, Minutes,
October 4, 1967, p. 3.

2Ibid.

3Robert Mejia, op. cit.

4Ibid.
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White Teachers' Fear of
Black Students

Teachers in schools where such incidents occur are
afraid to discipline, and their failure to insist on disci-
pline only results in further chaos.

Naturally, then, the teachers' main concern is not
to try to keep these students in class long enough to teach
them so they are able to pass to the next grade legitimately.
The teachers' aim, instead, is to simply give them social
promotion and gamble on a new crop of students. This social
promotion results in students going out into the world un-
prepared for employment and for higher education.

Another reason for their leaving the school unpre-
pared, according to the Detroit High School Study Commission,
is "the failure by teachers to prepare and present an inter-

esting and motivating lesson," and "personal inadequacy of

the teacher."l

Student Reaction to “Inner
City" Schools

Students in several schools have expressed their
distrust and distaste over the situation as they see it. At
Miller Junior High School, students have published rash
statements in their "Black Student Voice" (B.S.V.) bulletin,

such as the following:

As a result of the failure on the part of the racist
Board of Education to meet the demand of the Black Stu-
dent Voice, to remove any and all racists or Tom adminis-
trators and teachers from our Black schools, we have
decided to take matters into our own hands:: "By any
means necessary" the B.S.V. vows to completely rid Black
schools of white racists and negro Tom-flunkies.

We find this move necessary as a beginning in making
Black schools relevant to the Black students and the

lInterview with William C. Loving, op. cit.
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Black community. Therefore the Black Student Voice
issues this warning: ALL RACISTS AND TOMS LEAVE IMMEDI-
ATELY FROM OUR BLACK GHETTO SCHOOLS, OR FACE THE WRATH
OF AN ARMED BLACK COMMUNITY .

Down with irrelevant education: Down with white
racism! Death to Tomism! LONG LIVE THE B.S.V.

Grievances at King High School can be seen by sample
quotes from their demands of the Detroit School Board.

We want to select the Principal and Vice-Principal
and other school administrators with the help of a
Community-Controlled Governing Board, made up of stu-
dents, parents, former students and community people.

WE WANT A STUDENTS BILL OF RIGHTS WHICH WILL INCLUDE:

(a) A_Student Court which will decide when students
obey school rules and also when the faculty-
administrations violates student rights.

(b) A list of School Rules and Procedures on suspen-
sions and expulsions. It should state what the
penalties are and protect our right to appeal
to higher authorities.

(c) A Student Government with the power to make
decisions on different courses we want; rules
within the school; to elect its own administra-
tors and counselors.

(d) A Student Union to defend and represent stu-
dents on their grievances. This Union shall
also be a third part to contract negotiations
between teachers and the administration to make
sure that students rights are a part of the
contract.

(e) Right to choose our visiting speakers.

At Northern High School demands were listed in a
"pevolt at Northern" statement:

WE DEMAND:

That Principal McGivens and assistant principals
Leach and Russell make an unconditional effort to bring
the police who brutalized our black soul sisters and
brothers to court.

That in order to discontinue the educational crisis
that exists at Northern (high drop out rate, low academic
achievement and reading levels, general unconcern for
education by black students etc.) that a black studies
curriculum be instituted.
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3 . - . L] 3 . - - - - . - [ . . . . . . [ . . . . - .

That the library of Northern High School be re-
stocked with an abundance of books dealing with the
Black experience and true black history.

. - . . . . . . - . - . 3 . - - - - - L] - . - . . - -

That a Student-Community Review Board be created
with the power to act, intervene and decide on all
matters concerning and affecting both students and
school.

Showing how distrust includes their own race if they
feel one of them is siding with white administrators, they
speak of an “Uncle Tom" (the Northeastern students in “Black
Student Voice") and shouted common slogans: "Down with
black puppets. Down with the Board of Education. Long live
the heroic black student struggle."

Indicative of the vital need to take pride in their
school, their community, and their education is their ten-
dency to make comparisons between schools--some with a good
reputation and a sizeable white population (such as Mumford),
and others which display a high percentage of blacks in the
school. Following a survey by the Black Student United Front
organization, a report was published which included the fol-
lowing quotes:

"How many times have you been arrested, and for what

reason?" At Mumford, 78% had no record, and the most
common charges were disturbing the peace and shop-
lifting.

Whereas, at Northern 68% had been arrested. The
charges ranged from Breaking and entering, assault and
battery, to rioting. . . .

It has been speculated that students who are proud
of their school and their classes are prone to do better
than those who aren't. At Northwestern, we found not
one person interviewed was proud of their school, on
the other hand 84% of Mumford students were proud of
their school, and 92% of Cass students loved theirs.
Cooley held a surprising 54%, while Central was next to
Northwestern in the respect that only two people main-
tained pride in their institution of learning. Could it
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be that this lack of pride influences their decision to
stay in school? When the same schools were asked, "Do
you intend to finish high school?" all of the students
at Cass and Mumford said a flat yes, and expressed
interest in a college education. At Northwestern we
found 18% said I don't know, and I might. At Central
we found ten students who said flatly, no.

To coincide with this was the fact that up to 30% of
Central's males planned to go into the armed forces,
compared to 5% of Mumford's and 1% of Cass's. 1Is there
a feeling of desperation amongst the inner city youth?
Yes:

This feeling of desperation is so strong that up to
50% of McKenzie, Central and Northern's students would
hit their teacher if they cursed at them. 20% of them
admit to getting high when they come home from school,
as compared to 89% of Mumford's youth who have jobs to
go to. Up to 98% of Murray Wright, Northern, McKenzie,
Central, Cooley, Northern, and Northwestern students ex-
press the sentiment that their teachers have racist
attitudes. There have been several fights in each
school, according to these students and most of the
teachers fear the students . . .

In closing we would like to state this vital statis-
tic. At Central, Northwestern, Murray Wright, and
McKenzie the average age for a 12th grader was 18, at
Cass, Mumford and Cooley, the average senior was 17.
Why?

School-Community Relationships

Further, there appear to be alienation, apathy and
dissatisfaction within the community itself. Some feel this
is due to the fact that teachers have come in from the sub-
urbs to teach their youth, and often do not have the empathy
and cultural background to do a satisfactory job of educat-
ing children from the inner city.

The following quote from a Central High School Study
Commission report expresses a typical reaction between com-
munity and school:

The administration at Central High School has often
termed the community as being silent. Its silence has
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been interpreted as being apathetic, disinterested and
completely estranged from school affairs. The committee
quote to the contrary, found the community vibrant,
alive, and generally interested and concerned with the
educational affairs of their children. What might be
construed as ambivalence, is not ambivalence but is
often group reaction to the lack of communication on
vital issues between the school and parents in the com-
munity.

. . . there exists a distrust for the school administra-
tion. This distrust has been expressed through strong
protest when curriculum changes are made at the school,
without proper community involvement.

A woman in Northeastern's vicinity said she felt

"parents, teachers, administrators and community people”
should not "have waited until the children demonstrated to

bring it to our attention." This followed a disturbance

that occurred when a principal was transferred and students

protested it and other incidents that were contrary to their

wishes.
At Central the high school study commission dis-
covered evidence of communication breakdown within the

school staff itself. It was said:

We feel there is a lack of communication between him
[Dr. James R. Irwin] and his staff and upon questioning
it was brought out that staff meetings are held "at the
beginning of the year; at the end of the year and during
the United Foundation Torch drive" . . .

Many of his professional commitments keep him away
from the school a great deal of the time and, in his
absence, there appears to be no clear-cut delegation of
authority. 1In addition to this disadvantage, the com-
mittee feels that his frequent absence accounts for the
student responses to the qguestionnaire. When asked
whether or not they knew the principal, only 23.2% said
they knew him.2

1l . . , .
Central High School Study Commission Final Report,
Detroit High School Study Commission, July, 1967.

2Ibid.
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Lacking a clear direction, their rights, roles and
responsibilities clothed in ambiguity, administrators are
confused, and thus tend to confuse others. Under these con-
ditions the administrator may opt for institutional defens-
ivism where rules, not personalities, count, and find him-
self alien not only to his staff and students but also to
the community which is supposed to be served by the school
system. Or he may give up--not concern himself with the
school at all, and let the school drift. Whatever way he
opts, as far as the community is concerned, the administra-
tor portrays an ineffectual image; and since he is immediately
responsible for the well-being of the school in the eyes of
the community, he is held accountable for the school's un-
favorable image. The students are not proud of the school;
the community is not proud of the school; most teachers are
not proud of the school. 1Instead of activity, the school
system suffers from inertia. Each faction is standing by,
waiting for something to happen. Such a system is potentially
explosive. Only indifference on all sides keeps it from ex-
plosion. 1Inevitably, the inevitable will happen. The ex-
plosion may be either minor or major. If it is minor, then
the school and the community may be able to take care of it;
if it is a major explosion and outside intervention is war-
ranted, the police may be called in.

The cases that follow trace the events relative to
three selected Detroit communities which have or are mobiliz-
ing and organizing to take control of potentially explosive
or actually exploding school systems. They mean to prevent
further crises by making the schools responsive and account-

able to them.
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Case One: Martin Luther King, Jr.
Senior High School

Demographic Characteristics of Service Area

For all practical purposes, the entire area served
by the King High School falls into Community 1A and 6A,
which extends from the center business district on the west
to McClellan on the east. It is bounded on the north by
Gratiot and Mack, on the south by the Detroit River. The
area is approximately four miles long, and it is at all points
within two miles of the river.

The high school lies in a predominantly black neigh-
borhood. According to the 1965 TALUS figures, the area had
a total population in household units of 52659. Of these,
54.9 per cent were non-white (black). This is a low income
area and a larger number of the residents in King High School
neighborhood are poorly educated, blue-collar workers.
TALUS again reported that in 1965, 42.9 per cent of the
population had not more than eight years of formal educa-
tion; 20.2 per cent had between nine and eleven years of

formal schooling; 16.9 per cent were high school graduates;:

lDetroit is divided into sixteen communities. Each
of these communities has been further divided into several
sub-communities. Each sub-community consists of a cluster
of census tracts. Census tracts are the small geographic
areas that the U.S. Bureau of the Census uses for reporting
its statistics; there are 384 census tracts in Detroit, and
each includes about 15 square blocks. The Martin Luther
King, Jr. Senior High School Constellation falls within com-
munities 1A and 6A; the Central High School Constellation
within 3B and 3C and the Northeastern High School within
communities 1B and 1C. '

The Detroit Public School system further divides the
city into nine regions, and each region is divided into two
or three high school districts; each high school district
contains several junior high school districts; and each junior
high school district has a number of elementary schools in it.
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8.4 per cent had some college education, and 11.5 per cent
were college graduates. Of the residents in this community
21.7 per cent received an annual income of less than $2,000,
and only 3.6 per cent were receiving $20,000 or more per
year. The median income for the community was $5,221

according to TALUS.l

Racial Balance of Student Body

Table 8 indicates that while the total enrollment at
King Senior High School has gone down since 1964, the number
of white students enrolled has remained constant at a figure
under 25, and the black enrollment has continued in large
majority: 2435 out of 2459 students in 1964 were black. By

1969 the total of 1700 included only 21 white and 1679 black
pupils.

TABLE 8
KING HIGH SCHOOL: STUDENT RACIAL COUNT

Year |[Blacks|Whites|American Indian |Oriental Spanish | Total
1969 1679 21 - - - 1700
1968 1874 23 -- 1 - 1897
1967 1823 26 - - -— 1849
1966 2053 18 - 5 - 2076
1965 2196 19 -— 1 - 2216
1964 2435 23 - 1 - 2459

Source: Abstract from the King High School Constellation,
Racial Count, Department of School-Community Rela-
tions, Detroit Public Schools (1969).

Detroit, Michigan, Regional Transportation and
Land Use Study (August 15, 1968), pp. 12-13.
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The pattern of black-white ratio runs practically
the same in the junior high schools--Butzel and Miller--
that supply students to King High School, as Tables 9 and
10 show. At Miller Junior High School the total enrollment
dropped, however, while at Butzel Junior High School it rose
slightly. Miller's white enrollment increased considerably
from 4 in 1964 to 42 in 1969, which left still a tremendous
black majority with 1136 of the 1178 total enrollment in
1969 black.

TABLE 9
MILLER JUNIOR HIGH: STUDENT RACIAL COUNT

#@ﬁ
Year | Blacks |Whites|American Indian|Oriental [Spanish |{Total
1969 1136 42 - -— - 1178
1968 1241 29 == - -- 1270
1967 1234 36 - -— - 1270
1966 1188 32 == 2 -- 1222
1965 1243 16 -- 3 - 1262
1964 1271 4 - 1l - 1276

Source: Abstract from the King High School Constellation,
Racial Count, Department of School-Community Rela-
tions, Detroit Public Schools (1969).

TABLE 10
BUTZEL JUNIOR HIGH: STUDENT RACIAL COUNT

=%ﬁ
Year | Blacks |[Whites |American Indian|Oriental |Spanish |Total

1969 1554 31 1 1 1 1588
1968 1627 48 6 - 1 le682
1967 1621 86 -- 4 -- 1711
1966 1529 117 - 6 - 1652
1965 1460 101 -= 7 -- 1568
1964 1440 126 -- 2 - 1568

Source: Abstract from the King High School Constellation,
Racial Count, Department of School-Community Rela-
tions, Detroit Public Schools (1969).
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Butzel's black majority increased faster than its
total enrollment. In 1964 there were 126 white out of 1568
enrolled; by 1969 the white enrollment had steadily decreased
to only 31 white pupils out of the 1588 student population.
Other minority enrollment vacillated during the six-year

period but at no time was it significant.

School Holding Power

Table 1l reveals that the dropout rate at King High
School is rather high.

TABLE 11

MARTIN LUTHER KING, JR. SENIOR HIGH SCHOOL:
DROPOUT RATE

e —

1966-67 1967-68
18.03 16.83

Source: Abstract taken from the Senior High School With-
drawal Study, 1966-68, Department of Guidance and
Counselling, Detroit Public Schools.

At King's feeder schools, Miller Junior High and
Butzel Junior High, the dropout rate is equally high.
Table 12 shows that during the 1966-67 school year the drop-
out rate for Miller and Butzel Junior High Schools was 4.71
pexr cent and 5.07 per cent respectively; in the 1967-68
school year the dropout rates were 4.13 per cent and 4.17

per cent respectively.

The Impact of Urban Renewal

Great population shifts had for years been bringing

large masses of the poor from rural areas and from the south
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TABLE 12

MILLER AND BUTZEL JUNIOR HIGH SCHOOLS:
DROPOUT RATE

Year Miller Butzel
1966-67 4.71 5.07
1967-68 4.13 4.17

Source: BAbstract taken from the Junior High School
Withdrawal Study, 1966-68, Department of Guidance
and Counseling, Detroit Public Schools.

into major American cities of which Detroit is one. At the
same time, post World War II prosperity speeded up the out-
ward movement of higher-income households. Those taxpayers
remaining in the cities were thus held responsible for the
problems of the incoming migrants, who had long been deprived,
at a time when new technological development with which the
rewcomers were unfamiliar made them unable to compete for

jobs.

The city residents themselves were becoming increas-
ingly aware that their fiscal condition was depreciating--
vacant land for new buildings had disappeared within city
limits, and the richer families, industries, and commerce
had moved to the suburbs, taking with them their tax bases.
For example, during an eight-year period the income of fami-
lies within Detroit's city limits increased less than the
cost of living, while suburban family income rose 47 per
cent.l The city experienced a steady decline in property
value and in tax revenue but a steady increase in the cost

of city services.

Harry Sharp, "Family Income in Greater Detroit:
1951-1959," A Report prepared by the Detroit Area Study,
Survey Research Center, University of Michigan, July 1960,
p. 12 (mimeographed).
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To meet this crisis, urban renewal was first expected
to bring about long-range fiscal improvement through revised
land use and increased property valuation.

In 1949, the U.S. Congress enacted the Housing Act
which provided that there be

. « . a decent home and a suitable living environment
for every American family . . .

. . . a feasible method for the temporary relocation
of families.

Two words are worthy of note in this provision:
"temporary" and "families." The word "temporary" connotes
the original assumption that redevelopment of low-income
housing would enable relocatees to return to the area. 1In
Detroit, and particularly in the King High School area, this
has not happened. It was assumed that families would have
first priority in Federal Housing Projects. In Detroit,
Medical Center No. 1, most dwellings were occupied by indi-
viduals, and the Detroit Housing Commission has separate
files on families and on individuals.

Nash and Hartman have recently observed the limita-
tions of Federal Housing Programs when they state:

Even though urban redevelopment was introduced as part
of the 1949 Housing Act, which in its preamble promul-
gated the national housing goal of a "decent home and a
suitable living environment for every American family"
the program was not developed to fulfill this dream.
Nothing in the history or genesis of urban renewal or
in the mechanics of the program would suggest that it
could make a substantial contribution to decent housing
for low and moderate income families. Indeed, almost
two-fifths of the new construction under urban renewal
has been under non-residential, and over the years amend-
ments to the Housing Act have persistently moved in the

1
U.S., Congress, Housing Act of 1949 as Amended,

Title 1, 8lst Congress, 1949.
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direction of expanding the commercial, industrial, cul-
tural, and civic scope of renewal activity.

Several thousand Detroiters have been displaced and
their numbers will increase in the years to come. The resi-
dents of Elmwood Park No. 1 (ELM) and Medical Center No. 1
(MED) moved out between the winter of 1961 and the summer
of 1963. The vast majority of ELM relocatees moved east
from smaller end toward the larger end of a triangle bounded
by Gratiot, Jefferson and Conner. The moving pattern of
MED displacement was less systematic: some moved north,
others east, west or south in scattered fashion.

Most of these families had lived in Detroit for a
gquarter of a century, in their renewal area homes for over
five years, and in that same neighborhood for more than a
decade. About 80 per cent had no intention of moving away.
The reality of Urban Renewal was only slowly acknowledged by
some who managed to blind themselves to the neighborhood's
disintegration and to hope that dawn would reveal the end of
the bad dream. A few moved quickly and regarded their move
as voluntary. Most did not want to go but knew they must,
and they did so without undue delay. Yet they often went
without even knowing the label of the force that pushed
them. A few knew it by "Urban Renewal"; a few more called
it "Renewal." Three out of ten that I talked to could nei-
ther label it nor describe the process in words of their own.
The people's most common labels reflect a destructive process
which often has the poor and the blacks for its target:

"Getting rid of the blacks."

“"Pushing out the poor man."

1 . .
William W. Nash, Jr., and Chester W. Hartman,

"Laissez~Faire in the Slums," Reporter, XxXXII, 4 (Feb. 25,
1965), p. 52.
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"Building homes for the honkeys at our expense."
"Black removal."

Most black Detroiters that I have talked to see
Urban Renewal as a process which hurts the poor racial minor-
ities. The poor racial minorities provide the means, while
others enjoy the ends. Their dominant conception of Urban
Renewal can best be summarized as "for the rich and the
white at the expense of the poor and the blacks." Through-
out the city of Detroit, relocation has resulted almost in-
variably in increased housing costs. The typical relocated
household spends 30 per cent of its $208 monthly income on
housing after removal, which is 16 per cent more than before
relocation.

Shirley reported that in Detroit most relocatees
purposely excluded certain neighborhoods from consideration
due to presumed cost. Two out of three households found
housing which they preferred, but rejected it because of
cost of rent.2 Two thirds of those who found houses reported
that it was costing them more to live in their present home
than it did in the Urban Renewal area, and most felt that
their present home was not worth the difference.

Summarizing the studies made up to 1963, Peter Morris
observed that Urban Renewal

. . . disrupts the work of established agencies of
social welfare and worse, destroys the informal pattern
of mutual help and tolerance which had grown up in the
old communities.3

Shirley Torreberry, The Human Impact of Relocation
(Wayne State University, February 1965), pp. 38-40.

2Ibid.

Peter Morris, "A Report on Urban Renewal in the
United States," in The Urban Condition, ed. Leonard J. Diehl
(New York: Basic Books, 1963), p. 122.
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Urban Renewal, both in plan and implementation, is typical
of the way the majority controlling group in America im-
pinges on the lives of the low-income racial minority groups.
Although they are often the ones most critically affected by
the relocation aspects of Urban Renewal, they are little
involved in decisions about it. Rationally based or not,
there has been growing resentment at being "pushed around"
and in some cities areas planned for Urban Renewal have or-
ganized to resist it.

Some studies have cited the vulnerability of aged
persons to the disruptive effects of relocation. Their more
limited mobility and their lack of work-related social con-
tracts increase their dependence on neighbors and local
churches for a sense of belonging somewhere. A recent Detroit
study, "The Negro, His Church, and Urban Renewal," found that
relocation was accompanied by a significant reduction in
church attendance.1 Discontent in these areas significantly
adds to discontent with such matters as this paper dwells on.

Several studies report intense feelings of depriva-
tion following relocation. Marc Fried described these as
feelings of painful loss, continued longing, depression,
somatic distréss, helplessness and anger.2 Urban Renewal can
be said to turn into insecure, uprooted dependent people
those who were relatively stable and independent in their old

environment. Fried and Gleicher related the satisfaction

lMarian Hibbard and Phyllis Santo, "The Negro, His
Church, and Urban Renewal" (unpublished master's disserta-
tion, School of Social Work, Wayne State University, 1964).

Marc Fried, Grieving for a lLost Home, ed. Leonard
J. Duhl (New York: Basic Books, 1963), pp. 151-171.
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people have from these personal associations and strong
identity of neighborhood as "home."l

Relocation has thus become the symbol of inadequacy
and frustration, the uprooting of families, enforced home-
lessness and sacrifice of neighborhood values. It has not
been a rehousing operation, a program whose primary aim is
the resettlement of inner-city families into decent homes.
If those displaced previously lacked the means to buy or
rent good homes, they still do. If they had serious problems,
in addition to their poor housing, they still have them; and
if they move into other neighborhoods, they certainly move
these problems along with them. All that has happened is
that their location has been changed and in their place new
residences, industry and business have emerged. As for hous-
ing, people with high purchasing and tax-paying power move
into the newly-built high-income housing where these sub-
standard, low-income houses once stood.2

During the state of flux, when a splendid new high
school (then called Eastern, later renamed after Martin Luther
King) was under construction with funds from the Ford Founda-
tion, poor citizens in the area concluded that Urban Renewal
would shove them out of this school district, that they would
never use the beautiful school; therefore they toock no in-
terest in its planning. A Detroit High School Study Commis-
sion survey bears this out.

Later these people found that while their homes had

been moved, and higher income families would occupy the

lMarc Fried and Peggy Gleicher, "Some Sources of
Satisfaction in an Urban Slum," Journal of American Insti-
tute of Planners, XXViI, 4, pp. 305-315.

2Interview with Frank Ditto, op. cit.
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quality apartments that replaced their substandard houses,
still their children were to return to the school they had
felt alienated from.

Meanwhile, newcomers that occupied their former
location felt no involvement either with the community or
with the school. They rejected the inner city school auto-
matically as inferior for them.

Bitter and distrustful, inner city students attended
the new school, although alienated by the unfamiliar sur-
roundings. It didn't feel as though it belonged to them or
they belonged to it. 1In their frustration, they devised
ways to defy the rules and gain status of one kind or another.
There was no true communication--no values for them to live
by. They were of a minority group, in the majority popula-
tionwise but not prestigewise or powerwise. They and their
families needed a strong voice in the institution that would
shape their future.

Opportunity presented itself in the form of an inno-

vative organization to which they turned to "learn the ropes."

The Role of Community Organization:
Emergence of "Grass Roots" Leadership

Significant in the ultimate revolt of students because
of dissatisfaction with the school system at King was the
arrival of a new figure with an innovative plan. Through him
students began to train at what was known as the "pPolitical
Education Project" (PEP), sponsored by the East Side Voice
of Independent Detroit (ESVID), an organization directed by
Frank Ditto.1

Frank Ditto is a thirty-nine year old,charismatic
community leader who had been invited to Detroit by'a church

P
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Ditto organized the Political Education Project (PEP),
a junior version of city hall. It is made up of black teen-
agers who were elected in 1968 by 2,700 high school students.
The primary purpose of this organization is to develop polit-
ical awareness within the black community and institutions.
This awareness is to come about by the forming of a govern-
ment at the junior level. The government will act as a liai-
son between the local government and the black community.
The government has a Mayor, Common Council, Superintendent
of Schools, Board of Education, Parks and Recreation Director,
and other departments. The field of operation that forms
this model are four school districts: Martin Luther King, Jr.
Senior High School district, Northeastern High School dis-
trict, Southeastern High School district, Kettering High
School district, and East Catholic High School. At present
the. organization has more than five thousand students regis-
tered in the "government."

PEP has prepared a series of workshops in which some

organization. Ditto left Texas when he was thirteen. He
championed the poor and the black from the day in 1961 when
he left his Chicago taxi-driving job to join a school demon-
stration. Since then, he has been arrested eighteen times.
He became a community organizer and marched for 155 consecu-
tive days with Dick Gregory in 1964 and 1965.

Ditto was called to Detroit just prior to the 1967
riots by a coalition of thirty-six non-black Protestant and
Catholic churches on the East side to set up a grass-roots
organization. Today, of all Detroit's black leaders, Frank
Ditto is probably the most aggressive in presenting griev-
ances against inner-city schools. The white people who work
privately with Ditto say he is cooperative and constructive,
and the ministers who brought Ditto to Detroit support his
tactics. The Rev. Robert Baldwin says: "We need a thousand
Frank Dittos on the East Side." (The investigator had a ten-
hour interview with Frank Ditto within closed doors, and was
impressed with his candor, sincerity and charisma.)
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of the best minds in the State of Michigan share their ex-
pertise with the students. The objectives of these work-
shops were:

a. massive assertion of black dignity and worth;

b. to teach black people the lessons of manhood:
blacks can no longer be asshamed of who they are
or what they are; and

c. eventual self-determination by blacks in their
black communities.

The interview with Frank Ditto revealed that underlying these
objectives was the thinking that as long as the mind is en-
slaved, the body can never be free. Psychological freedom,

a firm sense of self-esteem, therefore is the most powerful
weapon against the long nights of physical slavery. The
black man will only become a part of the American dream when
he "reaches down into the inner depths of his own being and
signs with the pen and the ink of assertive manhood his own

. . . 1
emancipation proclamation."

PEP, A Force in Leadership Training

According to Ditto, leaders are found by organizing
and leaders are developed through organization. A few lead-
ers are really "all purposeh and the best organization tries
to create a "collective leadership." PEP tries to create a
wider, broader base organization by developing the natural
small group leader. PEP trains leadership toward three
objectives:

1. A network of people spread out and in a position

to reach out and mobilize othefs around them.

2. Continuity of people's program, needs and desires;

lInterview with Frank Ditto, op. cit.
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3. Exposing the evils of the inner-city, whether
perpetuated by white or black, rich or poor,
big or small people.

PEP organizes for takeover. The assumption here is
that the black man has been confined to a life of voiceless-
ness and powerlessness, stripped of the right to make deci-
sions about his life and destiny. The ghetto was created by
those who had power to confine those who did not and to per-
petuate their powerlessness.

According to PEP philosophy, the problem of trans-
forming the ghetto and all of its institutions is a matter
of power: a confrontation of the forces demanding certain
changes and the forces creating the conditions that need
change. Ditto defines power as "nothing more than the abil-
ity to achieve purpose." .

Involved with the Ditto organization from the King

High School were some student leaders.l

Disruption at King High School

In late November of 1968, the school officials at
King High School made public statements to the Detroit News
which included:

Some welfare families are in their third generations now

Most of our students are from families of seven or
eight. There is a large percentage of one-parent
homes . . .

lAt the time the interview was done, the follow-

ing student leaders were identified: Virgilaine Williams,
Mayor; Durall Hendrix, Councilman; Betty Williams, Council-
man; and Glen Shelton, a twelfth grader and Student Leader.
It should be noted here that it was the King High School
principal, Mr. Dobbs, and the School-Community Agent, Mr.
Jones, who suggested that the investigator approach Mr. Ditto
for a more authentic history of developments around King High
School.
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An 1llth grader, he reads on the fifth grade level . . .

About one out of four get assistance from welfare agen-
cies or the Detroit Board of Education; four out of
five come from families considered indigent . . . by
Federal standards.

Only 1 10th grader out of 700 tested was reading at his
grade level.

The students at King High School reacted to these statements
adversely and demanded among other things apologies from Mr.
Branton, the principal of King High School, and other school
officials and the Detroit News for statements made. When
school officials refused permission for a schoolwide protest
rally in the gymnasium, students took over the school for
ninety minutes, while insisting, among other things, that a
community-controlled governing board be formed to select
administrators.

News of the walkout reached the community and more
than twenty parents came out to help settle the crisis.
Among them were members of the "Friends of King," an organi-
zation made up of economically influential professionals (who
recommend students, give scholarships, sponsor trips, etc.)
and representatives of the "Parents Club."

Students were demanding their own bill of rights
that would guarantee them a student court, a student union
to negotiate with teachers and administrators, one providing
guidelines on student behavior and punishment. They insisted
that Principal Branton apologize for the derogatory state-
ments of some of the staff as quoted in the Detroit News (he
did not). They wanted counseling sessions by qualified
counselors and the observation of a Malcolm X school holiday
on the date of his assassination. BAbove all they felt the
need for a community-controlled governing board to select

their administrators.
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During an interview the Regional Superintendent,
Norman Fuqua, admitted that students expressed some legiti-
mate complaints. However, his only recourse was to turn to
a citizens organization to negotiate their demands. Fortu-

nately a group was even then in development.

The Planning and Evaluation Council

Under the auspices of the Neighborhood Service Pro-
gram (NSP) which was formed through the Office of Economic
Opportunity for the purpose of training permanent citizen
councils) a Neighborhood Planning and Evaluation Council
(P & E) had been set up as an informal group of parents of
Martin Luther King, Jr. High Constellation, with its member-
ship taken from the junior and senior high school parents.
Its goal is to improve the quality of education in both the
high school and the junior and elementary feeder schools.

Superintendent Fugqua asked that this group act on
the current problem immediately. The P & E accepted this
challenge.

By way of explanation, the P & E, although it was
formed under the NSP indirectly, was actually the offspring
of the Neighborhood Educational Center (NEC) (a subcommittee
of the NSP) which was officially recognized by the Detroit
Board of Education in April 1969 when this Board gave its
approval to "a structure for community participation in the
decision-making process as it pertains to school affairs" in
schools that are members of the NEC. The P & E not only
answers to the schools and communities where it exists, but
also to a Regional P & E to which it sends participating

members.

Under the NEC bylaws, planning and evaluation council
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members are elected from citizens of small elementary neigh-
borhoods who can personally take part in meetings and hear
reports in order "to put the neighborhood voice directly
into the neighborhood school." The philosophy of the NEC
is that "the impetus for change must come from the citizens
themselves to improve the quality of education in all the
schools . . ." Anyone who is not a student of an elementary
or secondary school, but who has reached age 18, may par-
ticipate in elections to P & E Councils. On the P & C Coun-
cil also are students elected by their classmates. These
Councils, then, have the right to concern themselves with
affairs of the school, ranging from curriculum to discipline
to expulsions, and perhaps most importantly to the hiring
of personnel.

An interview with the NSP Training Coordinator, Mrs.
Frances Lawrence, revealed that the P & E Councils designed
to train its members for their duties on the Council, repre-
sented the first major step toward community control of
schools to occur in Detroit." As they faced the immediate
hiring of five principals for inner-city schools, she pointed
out that "precedents will be set by these Councils for the
other school regions of Detroit and probably in the nation
- . . Here we have a group of citizens who want to act
responsibly in their positions and gain the necessary in-
sights on which to base their decisions. For these reasons
the P & E Councils should prove to be successful.“1

During the King school crisis Principal Branton,
without making the apologies the students demanded, had gone

on sabbatical leave of his own volition. The P & E Council

Interview with Mrs. Frances Lawrence, NSP Coordi-
nator, Detroit, Michigan.
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then chose from a list of five names furnished by the Detroit
Board of Education a replacement for Mr. Branton. He is
John Dobbs and in him lies their hope for the beginning of
a new era in local education. Further, the P & E hired a
community agent--a liaison between school and community.

At this point, the learning environment appears
improved; communication channels seem to have been opened,
with quality education hopefully "around the corner" and the

image of Martin Luther King, Jr. High on the up-trend.

Case Two: Northeastern High School

Demographic Characteristics

Northeastern High School is located within communi-
ties 1B and 1C. The school's service area begins at N.Y.C.R.R.
from the center of Woodward to the center of St. Aubin and
Hamtramck city limits to N.Y.C.R.R. in the north and extends
to the center of Gratiot from the alley line west of Field
to the center of Woodward in the south. In the west, it
begins at the center of Woodward from the center of Gratiot
to N.Y.C.R.R. and extends to the line between Lambert and
Hyde to the alley line west of Field to the center of Gratiot
in the east.

Northeastern High School community is a predominantly
black community. The 1965 TALUS figures show that in 763
sample cases 64.9 per cent were non-white. (The population
in this vicinity was 60,041.)

Educationally, 53.7 per cent had not more than eight
years of formal education, 26.4 per cent had between nine and
eleven years of schooling, 1l4.2 per cent were high school
graduates, 2.8 per cent had some college education, and only

3 per cent were college graduates.
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The rate of unemployment in 1965, according to
TALUS, was 6.9 per cent; of those employed 8l1.6 per cent were
blue collar workers.

As for income, 32.3 per cent earned less than $2,000
in 1965, and 0.3 per cent were receiving more than $20,000
in the same year. The median income for the Northeastern
High School community in 1965 was $3,414 which is a little

over half the national average income level.

Holding Power of the School

Table 13 reveals that Northeastern High School has
a high dropout rate. During the 1966-67 school year, a
total of 2,006 students registered; of this number, 20.17
per cent dropped out by the end of the school year. In the
1967-68 school year, 1967 students registered, and by the
end of that school year, 19.48 per cent dropped out.

TABLE 131

NORTHEASTERN HIGH SCHOOL: DROPOUT
RATE IN PERCENTAGE

]
1966-67 1967-68
20.19 19.48

The dropout rate at Northeastern High School's feeder
schools is equally alarming. Table 14 shows that during the
1966~67 school year, at Knudsen Junior High 4.39 per cent of
a total of 1297 students dropped out of school and in the
1967-68 school year the number of dropouts increased to 6.84

per cent out of a total of 1,198 students.

lAbstracts for Tables 14-17 were taken from High
School Withdrawal Study, Department of Guidance and Coun-
seling, Detroit Public Schools, for 1966-68 school years.
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TABLE 14

KNUDSEN JUNIOR HIGH SCHOOL: DROPOUT
RATE IN PERCENTAGE

I ———

1966-67 1967-68
4.39 6.84

According to Table 15, at Spain Junior High (Spain
feeds into Northern High), during the 1966-67 school year,
3.75 pexr cent of 1,334 students dropped out of school; in
the 1967-68 school year, this figure was increased to 4.35

per cent of 1,309 registered students.

TABLE 18

SPAIN JUNIOR HIGH SCHOOL: DROPOUT
RATE IN PERCENTAGE

—_—————————— e e e

1966-67 1967-68
3.75 4.35

At Greusel, Table 16 shows that during the 1966-67
school year, of the total 1,017 students registered, 4.92
per cent dropped out and in the 1967-68 school year, of 994
students registered, 4.93 per cent dropped out by the end of
that school year.

TABLE 16

GREUSEL JUNIOR HIGH SCHOOL: DROPOUT
RATE IN PERCENTAGE

1966-67 1967-68

4.92 4.93
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Northeastern High School has a predominantly black
student population. Table 17 reveals that in 1964 Northern
had 1,983 students; 1669 of these were black and 314 were
white. In 1968, of the 1,501 students registered only 69
were white; the rest were blacks. 1In 1969, of the 1,412
students registered 1,262 were blacks and 149 whites, plus

one Spanish-speaking student.

TABLE 17
NORTHEASTERN: RACIAL COUNT

Year |Black|White|American Indian |Oriental|Spanish Totaf_—
1969 1262} 149 -- - 1 1412
1968 1422 69 == - -- 1501
1967 1502| 143 - 1 - 1646
1966 1533 160 -- 2 - 1695
1965 1642 | 208 - 5 - 1855
1964 1669| 314 - - - 1983

Source: Northeastern High School Constellation Racial Count,
Department of School-Community Relations, Detroit
Public Schools, 1969.

Tables 18, 19, and 20 reveal that Northeastern High
School's feeder schools are predominantly black junior high
schools. For instance, in 1969, out of a total of 870 stu-
dents registered at Knudsen, only 4 were whites, and in 1968,
of the 886 students registered only 3 were white. Spain
Junior High had only 1 white student in a total of 846 stu-
dents registered in 1969 and 4 white students in a total of
979 students registered in 1968. The rest were blacks.

Although the Northeastern High School has a predominantly
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TABLE 16
KNUDSEN JUNIOR HIGH SCHOOL: RACIAL COUNT

Year | Black|White |American Indian|Oriental|Spanish | Total
1969 865 4 - 1 - 870
1968 883 3 - - - 886
1967 8991 10 - - - 909
1966 1001| 14 - - - 1015
1965 967 12 - 1 - 979
1964 855} 15 - - - 870

Source: Junior High School Withdrawal Study, Department of
School-Community Relations, Detroit Public Schools
(1969).

TABLE 19
SPAIN JUNIOR HIGH SCHOOL: RACIAL COUNT

Year | Black|White]American Indian{Oriental m
1969 842 1 3 - - 846
1968 974 4 - -- 1 979
1967 1038 9 - - -— 1047
1966 1047 9 -- - - 1056
1965 954 6 - - - 960

Source: Junior High School Withdrawal Study, Department of
School-Community Relations, Detroit Public Schools
(1969).
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TABLE 20
GREUSEL JUNIOR HIGH SCHOOL: RACIAL COUNT

;:ar Black |White|American Indian|Oriental |Spanish | Total
1969 561 239 - 4 3 807
1968 748 4 - - - 752
1967 501 288 - 4 - 793
1966 526 311 -- 5 - 842
1965 494 277 - 11 -- 782
1964 540 255 - 4 - 799

Source: Junior High School Withdrawal Study, Department of
School~Community Relations, Detroit Public Schools
(1969).

black student body, the racial composition of its teaching
personnel does not follow this pattern. As Table 21 shows,
in 1968 there were 31 black and 39 white teachers and in
1969 the total was .32 black and 39 white teachers. The prin-

cipal of the school was also white.

TABLE 21

NORTHEASTERN SENIOR HIGH SCHOOL: INSTRUCTIONAL
PERSONNEI RACIAL COUNT

Year Black White
1969 32 39
loe68 31 39

Source: Abstract taken from Racial Count, Department of
School-Community Relations, Detroit Public Schools,
1967-1969 school year.
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The Northeastern High School Study Commission re-

ported the following findings about Northeastern High School
in October, 1967:

1. Northeastern is the oldest unimproved high school
in the city.
(On April 10, 1967, the school's machine shop was
removed under extremely strained circumstances.
Interested community citizens were given conflict-
ing accounts as to the reason for the removal. The
principal proposed the installation of a landscaping
program but this substitute is entirely unacceptable
to the students and the community.)

2. The principal was found:
. « + lacking in empathetic understanding of the
needs and problems of Northeastern students and of
the community. We found no meaningful contact or
relationship between the principal and the community.

3. Except for a small minority, the teachers appeared
resigned to anticipated failure or low performance
of the students.3

4. The curriculum seemed to reflect the administrator's
low estimation of the students’ capabilities.4

5. 1In respect to the Northeastern students, "we found
them severely lacking in a positive image of self."

Willie Harper, a Black Student Association student,
speaking of the physical facilities at Northeastern on Janu-
ary 9, 1969, had remarked that "quite often students from
other schools say they feel as though they are visiting a
dungeon." Wilber Morrow, another B.S.A. student, believes

that "the educational facilities need more improvement."

lHigh School Study Commission Minutes (Northeastern),

op. cit., p. 6.

2Ibid.

3Ibid.' p. 7.

bid.

5Ibid., p- 8.

oS
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Early in January, 1969, the seniors from Northeastern visited
Edsel Ford High School and found that they were not on the
same level. They discovered that Edsel Ford High School was
further advanced than Northeastern.l The students proposed
to dedicate their study halls to men like Martin Luther

King, Jr., Malcolm X, Medgar Evers, Mahatma Gandhi, and the
Kennedys (who sacrificed their lives for justice and equal-
ity for all Americans). The study halls were dedicated to
these heroes on May 13, 1969.

Student Initiative

As in the case of Martin Luther King, Jr. High School,
Northeastern High School district was under the operational
- field of Political Education Project (PEP) sponsored by the
East Side Voice of Independent Detroit (ESVID).2

Rosa Park Welcomed at Northeastern

December 1, 1969, was declared "Rosa Park Day" in
Detroit by the Political Education Project Government. Rosa
visited Detroit and the four public high schools under PEP,
including Northeastern. During those visits, Rosa told the
story of why she refused to give up her seat on a bus at
Montgomery, Alabama, in 1956. It was through Mrs. Rosa Park
that Martin Luther King, Jr., the Nobel peace prize winner,
the crusader for equality and black liberation, came into

prominence following his defense of Rosa Park's action.

Minutes of Northeastern High School Advisory Commit-
tee, January 1969.

2PEP'S mayor for Northeastern in 1968-69 was Delphea
Kinney. Cornell Sheppard was the councilman. These and some

400 to 500 students from Northeastern High School are members
of PEP.



96

The Black Nationalist Flag Issue:
student Confrontation with School Authorities

On May 15, 1969, some members of Black Students
Association met with the principal of the school, Dr.
Peterson, to discuss the proposal to fly the flag. Dr.
Peterson's assistant, Mrs. Elizabeth F. Hood, a black woman,
advised Dr. Peterson to let the students raise the flag.
There was a lot of anger and unrest at Northeastern on this
day among the students when Dr. Peterson failed to heed the
advice.

According to Wilbert Morrow, the students were angry
because:

1. Dr. Peterson refused to permit the raising of

the flag.

2. Dr. Peterson became angry and upset when they

demanded his reasons for refusing.

3. The students interpreted the suggestion of "ask-

ing the community and polling the students" as
a delay tactic.
4. Dr. Peterson became so angry that he showed dis-
respect for the students by using the statement,
"damn the job."
Late in the afternoon of May 15, a student cut the ropes upon
which the American flag was raised and it was removed.

Interview with Mrs. Hood reveals that at a community
meeting held in the evening of May 15, the community group
present overwhelmingly favored the raising of the Black Flag.
On May 16, at 10 a.m., a small group of students burned the
American flag in the park across the street from the school.

The Assistant Principal was able to convince the

students to discontinue any further acts of aggression. The



97

students agreed to the submission of grievances to a com-
mittee composed of teachers, representatives of various
school clubs and community residents. The students demanded
that they be allowed to name the majority of teachers who
are going to serve on this committee. The students also
agreed with the Assistant Principal to raise the Black Flag
at appropriate ceremonies on Monday, May 19. Representatives
from the Black Students Association submitted plans for the
flag-raising ceremony to the Assistant Principal on May 19.
(Dr. Peterson was not very happy with Mrs. Hood's activities
and so may have recommended that Mrs. Hood be removed.)

On August 21, Mr. Johnson, Mr. McCutcheon, and Mr.
Billups, the Regional Superintendent, had a meeting with
the Positive Neighborhood Action Committee, Inc. (PNAC),
school-related service committee and some members from the
Williams Parents Committee. Apparently the Northeastern Ad-
visory Board, presided over by Mrs. Jackson, had been by-
passed.

On August 29, a second meeting was held with Mr.
Johnson and the PNAC-Williams group. At this meeting, the
question of a white female principal with a black assistant
was discussed. The Committee argued against this. No deci-
sion was made and the group was left not knowing who the
principal would be. However, they insisted that he be a
strong black male or that Mrs. Hood be elevated from an
assistant to the principal of the school.

When school opened on September 2, 1969, neither Dr.
Peterson nor Mrs. Hood were back at school. Mr. Wilson was
acting principal for the day, and later in the afternoon,
central staff announced that Mr. Coleman would come the

next day as acting principal and Mr. Leo Berg, then a
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business department head, would be acting assistant princi-
pal. Mrs. Hood had been transferred to Northwestern.

The school officials summarized the harrowing open-
ing days in the fall of 1969 in a summary of the dilemma
with such explanations of what had happened as that the ad-
ministrator seemed caught in a three-way bind between the
demands of militant students, the absence of clear guide-
lines from the Board of Education and the prevailing power
structure's philosophical and ethical "hang-ups."

There was no attempt to put in chronological order,
in their statements, the events that occurred during just
the first two weeks of school, but they spoke of them as
incidents that "should be considered as a backdrop for the
dynamics of the emotional scene." They included both affir-
mative and negative occurrences, including:

1. The study halls were renamed to commemorate
black leaders.

2. An Afro-history course was offered.

3. Teachers made feeble attempts to make courses
relevant.

4. Ultra-militant students and those who were anti-
establishment became more belligerent, vociferous
and disruptive to the orderly process of education.

5. Auditorium assemblies and rallies were called
extemporaneously.

6. A science teacher had a razor placed to his
throat.

7. The audio-visual technician was stabbed in the
neck by a student under the influence of drugs.

8. White students were attacked in and outside the
building almost daily.

9. White students sprayed such invectives on the
front door as: KKK, White Citizen Council, John
Birch Society, Open Season on Coons, Niggers, etc.

10. The American flag was cut down from the flagpole.
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1ll. An American flag was burned in the park directly
in front.

12. Students attempted to take over the main office.

13. Students went to the Schools Center Building and
caused over $200 in damage to a privately owned
cafeteria.

14. Students held several meetings with central ad-
ministrative staff members.

15. The Tri-color flag was lofted up on the flag-

pole preceded by a brief ceremony by the assis-
tant principal.

16. Orders were received by The Board of Education.

17. The right to fly the Tri-color flag on school
property was rejected by The Board of Education.

18. False fire alarms were pulled periodically.

19. Molotov cocktails were thrown at the school and
at a parked police car.

20. Two of the ultra-militant students were sus-
pended, three were not given programs for the
new term and many others were put on warning fol-
lowed by a parental conference.

A big disturbance not listed in this particular
report as a separate incident was detailed by H. Hones,
School Community Agent, in a different review of Northeastern

unrest. He called Monday, September 15, "a day to remember."

In his words,

It happened at 9:00 A.M. Someone pulled the fire
alarm as a part of the planned walk-out. While the
students were out, BSA members made speeches asking
other students to join them. They were to assemble in
the park across the street. BAbout 300 remained outside.
Shortly after this, bottles, and bricks sailed across
the street into the building--some had gasoline-soaked
rags in them. Some went through the windows and some
came through the front doors smashing in the hallways.
What I did:

(1) Closed the front doors which had been left open.

(2) called the agents in the area.

(3) Called Mrs. McWilliams, a parent, she called

the others.

J—
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(4) Went outside and located the leaders. I talked
with them about the safety of our black sisters
and that they were scared to death--did you
know I almost got hit by one of those bottles?

I moved them away from the crowd towards the
school. We stopped on the steps and they
promised to wait until a meeting was arranged
with Mr. Billups. The meeting was arranged and
we went to the office.

By this time the parents had arrived and so had the
police. The students asked me to get rid of the police
and they would go back in school. The Lt. in charge was
very determined and insisted on carrying out his assign-
ment. He refused to move his forces out of sight. A
parent and I insisted that he cooperate. This took some
doing and periods of "in and outs" on the part of the
students followed. Finally, he agreed to withdraw his
forces and as he left, he promised to return tomorrow in
force. The students returned to class and activities
returned to normalcy.

To go on with the first report, it alluded to the
students' unhappiness with the transfer of their beloved
Mrs. Hood, who had been assistant principal. She said that
the Board of Education had made a decision it felt was essen-
tial in order to establish the proper learning climate in
the school. The Principal and the Assistant Principal were
removed to be replaced by a white female principal and black
assistant administrator. It was felt that the image of the
previous administration had been severely damaged and that
only through the reassignment of new leadership could the
school move forward. A representative group met with the
Deputy Superintendent of Staff Relations to voice their dis-
approval of the recent assignment. It was then mutually
agreed that the best interest of the school would be served
under a black administrator. The Board did not yield, how-
ever, in its decision to reassign the black female assistant
principal. There were several factors that may haye con-

tributed to the Board's decision:
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1. The role of the principal was seriously weakened
when he resorted to systematic appeasement to
the thrust of student demands.

2. The fight for major authority between the prin-
cipal and the assistant principal with the
resulting line-up of faculty members along racial
and loyalty lines.

3. The principal's failure to heed the dangerous
warning signs of a weakening organization.

4. The failure of the principal to effectively in-
volve students, parents, and faculty in consis-
tent and meaningful dialogue. )

5. The possibility of some guilt feelings on the
part of the white principal and the lack of a
real strong conviction as to the role of black
militancy on the American scene.

The black administrator hired was considered by the
students an "Uncle Tom" and at first they protested his
arrival--indicating that the minorities want more than just
their own race at the helm--they want a leader, regardless

of race, whose empathy they are guaranteed.

The Ad Hoc Committée

The administrator rallied to the challenge and called
a mass meeting of all segments of the area so he could dis-
cuss school conditions, issues and programs "he would ini-
tiate, once a learning climate prevailed." It was suggested
that an interim or Ad-Hoc committee be formed which would
list all the legitimate grievances presented by the students.
The committee would consist of parents, community representa-
tives, teachers and students. Prior to this meeting the
administrator had gathered together a representative group
of students by grade, study halls and clubs. He had asked
for and received volunteers from the faculty who were will-

ing to work on a Student-Faculty Council. The chairman of
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the Ad-Hoc committee on school concerns went to work immedi-
ately holding a series of meetings during the school day and
after school.

The school memorandum concluded:

Finally when the Ad-Hoc Committee had had an oppor-
tunity to view the physical plant, the educational pro-
gram of the school and conduct a series of hearings with
students, faculty members and the principal it petitioned
a hearing with designated officials of Central Adminis-
tration. The hearing was granted and resulted in several
notable concessions, namely: A Personnel Committee
charged with all personnel changes, A Building Improve-
ment Committee to work directly with the Deputy Superin-
tendent in charge of school housing, immediate attention
to many of the inadequate building facilities such as
lighting, lunchroom, public address system, general
repairs, etc.

Paralleling the work of the Ad-Hoc Committee the
principal gave form and direction to the Student~Faculty
Council which would converge with the Ad-Hoc Committee
and give birth to a Student-Faculty Community Council,
such a council having maximum involvement will continue
to work in the areas of school, curriculum, guidance and
counseling, building improvement, social activities,
communication and publications and bylaws and school
procedures.

Case Three: Central High School

Demographic Characteristics

The Central High School Constellation is located
within Community 3, in Detroit, Michigan. The school's
service area is bounded by Puritan on the North, Highland
Park city limits and Byron on the east, parts of Gladstone,
Hazelwood and Clairmount on the south, and Dexter and
Livernois on the west. Located within these boundaries are
two junior high schools--Durfee and Longfellow--and nine
elementary schools--Adams, Brady, Custer, Glazer, QOffe,

Longfellow, MacCulloch, Peck and Roosevelt.
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Central High School community has mirrored every
social and economic change represented in the city of Detroit
for the past century. In the 1920's the community was pre-
dominantly white Protestant and Catholic; between the 1930's
and 1940's the community became predominantly Jewish and in
the 1950's there was an abrupt transition from a Jewish to
black community. Since the 1960's, the construction of the
Chrysler Expressway along the eastern edge of the Northern
High School service area has resulted in the demolition of
many structures. The families occupying these dwellings
have moved in some degree to the Central area, and this
coupled with urban renewal in other areas of the city has
increased the population density in the residential area
around Central High School. According to the 1965 TALUS
figures, the area had a total population in household units
of 25,324. Of these, 84.4 per cent were blacks.

The Central High School community is a low-income
area and most of its residents are not college graduates but
primarily blue-collar workers.

In 1965, TALUS reported that in this community 22.5
per cent had not more than eight years of formal education,
27.4 per cent had between nine and eleven years of formal
schooling, 28.6 per cent were high school graduates, 1l.7 per
cent had some college education, and 9.8 per cent were col-
lege graduates. Unemployment, according to a sampling re-
ported by TALUS, was 1.9 per cent; 70.8 per cent of the
employment were blue collar workers. While 10.3 per cent in
this community had an annual income of less than §$2,000 in
1965, 1.5 per cent earned more than $20,000 in the same year.

The median income in 1965 was $6,456.
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Racial Balance of Student Body

As Table 22 shows, of the 2841 total number of stu-
dents enrolled at Central High School in 1964, only 7 were
white, the rest were black. In 1967 and 1968 Central High
School had a 99 per cent black enrollment; in 1969 there
were only 2 white students enrolled. The pattern of racial
balance in Central High School's feeder schools (Durfee and
Longfellow) is very much the same as that of Central. Table
23 on page 105 reveals that in 1968 Durfee Junior High had
a 100 per cent black student body; in 1969 it had more than
98 per cent black student body, and between 1966 and 1967
the student body was more than 97 per cent black. According
to Table 24 on page 105, between 1964 and 1965 Longfellow had
more than 99 per cent black student body and in 1966 and 1967
there were only 1l white students enrolled in each of those
years out of a total of 1894 and 1499 students respectively.
These figures have tended to remain constant in 1968 through
19609.

TABLE 22
CENTRAL HIGH SCHOOL: STUDENT RACIAL COUNT

Year |Black|White |American Indian|Oriental|Spanish | Total
1969 2095 2 2 1 1 2101
1968 2117 1 - - - 2118
1967 2090 1 - - - 2091
1966 2350 4 - - - 2354
1965 2439 6 - - - 2446
1964 2832 7 - - - 2841

Source: Central High School Constellation, Racial Count,
Department of School-Community Relations, Detroit
Public Schools, 1964-1969.
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TABLE 23
DURFEE JUNIOR HIGH SCHOOL: STUDENT RACIAL COUNT

;;;;_-Black White |American Indian Orie::zi=8panish Total
1969 1562 1 - 1 4 1580
1968 1751} -- —= - - 1753
1967 1974 3 - - - 1979
1966 1983 3 == - - 1987
1965 2194 8 - - - 2203
1964 2118 9 -- - -- 2128

Source: Central High School Constellation Racial Count,
Department of School-Community Relations, Detroit
Public Schools, 1964-69.

TABLE 24
LONGFELLOW JUNIOR HIGH SCHOOL: STUDENT RACIAL COUNT

Year |Black [White |American Indian|Oriental |Spanish | Total
1969 | 1497| 11 - 1 3 1512
1968 | 1571| 13 - 1 - 1584
1967 | 1487| 11 - - -- 1499
1966 | 1880| 11 —- —- -- 1894
1965 | 1791 1 - — - 1796
1964 | 1630| 1 - - - 1634

Source: Central High School Constellation Racial Count,

Department of School-Community Relations, Detroit
Public Schools, 1964-69.
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Holding Power of School

Table 25 indicates a high dropout rate for Central
High School. During the 1966-67 school year, almost 13 per
cent of the students dropped out of school and during the
1967-68 school year about 15 per cent dropped out. Table
26 shows that at Durfee Junior High (Central High School
feeder school) the dropout rate is equally high. During
the 1966-67 school year, 4.15 per cent dropped out of school,
but during the 1967-68 school year the dropout rate was de-
creased to 2.27 per cent. Dropout rate for Longfellow

Junior High School is shown in Table 27.

TABLE 25
CENTRAL HIGH SCHOOL: DROPOUT RATE IN PERCENTAGE

1966-67 1967-68

12.99 14.69

Source: Senior High School Withdrawal Study, 1966-68,
Department of Guidance and Counseling, Detroit
Public Schools.

TABLE 26
DURFEE JUNIOR HIGH SCHOOL: DROPOUT RATE IN PERCENTAGE

1966-67 1967-68

4.15 2.27

Source: Junior High School Withdrawal Study, 1966-68,
Department of Guidance and Counseling, Detroit
Public Schools.
TABLE 27

LONGFELLOW JUNIOR HIGH SCHOOL: DROPOUT RATE IN PERCENTAGE

1966-67 1967-68

.53 1.72

Source: Junior High School Withdrawal Study, 1966-68,
Department of Guidance and Counseling, Detroit
Public Schools.
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More evidence of shortcomings in Central High
School's educational environment was uncovered by a survey.
Central High School Study Commission, appointed by the
Detroit Board of Education, discovered the following:

The Committee is appalled at the high percentage of the
10B's entering Central High School who are below the
normal achievement and aptitudes level. The high school
is not equipped, nor should it be, to teach fundamental
basic skills to such a large number. This is evidence
of gross, even criminal neglect on the part of the

lower schools. This should be made known to the ele-
mentary and junior high schools and the public and
immediate steps made to correct these inadequacies at
that level.l

Further, the Commission found that with regard to
the principal's relationship with parents of the student
body, few parents and few students actually knew the princi-
pal other than by name. 1In fact, a parent-teacher organiza-
tion was only reorganized since this committee was formed.

. . . the committee feels that he was not aware of the
importance of established rapport with the community
and that it has hindered a positive relationship with
the community and the educational needs of the students
within this community.

Central High School has a poor image within this com-
munity.

Many problems exist at Central High School and that
many of these problems are the result of a lack of good
school-community relations; poor communication between
the administration and the faculty and a lack of proper
administrative temperament, imagination and interest,
therefore the committee questions his effectiveness.

Community Involvement: The Central
Citizens Action Committee

In an effort to remedy the situation, Central

l

1
Central High School Study Commission, op. cit.,
p. 6.
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Citizens Action Committee (CCAC) was formed in September

of 1967 by a group of 120 parents concerned about the low
academic achievement in the Central constellation. In the
spring of 1968, in cooperation with the PTAs in the constel-
lation, the group sponsored three workshops for parents and
teachers. After a series of meetings and discussions, the
Committee developed a proposal in which they demanded from
the "professional educator a workable system of professional
accountability for student performance." They called for

an end to "social promotion and promotions of convenience."
“The schools are ours," they claimed, and the teachers "must
be prepared to be totally involved in our program or there

is no justification for their existence."

Confrontation between Community and
School Authorities

The proposal was sent through the Regional Office to
the Superintendent's office downtown. The Committee requested
and was granted an audience with the Superintendent in June,
1968. The Superintendent rejected the proposal on the grounds
that it was too radical and needed some modification.

Then, between September, 1968, and January, 1969, the
Committee had discussions with Central constellation princi-
pals to modify the proposal. The modified proposal was then
presented to the Central constellation teachers for their

reaction during which time the Central Constellation Teach-

ers' Committee (CCTC) was formed. In a position paper issued

by the Teachers' Committee, the modified proposal was approved.
The dialogue which continued between principals, teachers and
community led to the realization of the need to incorporate
teachers' views into any proposal. Later, the stu@ents'

views were sought before the proposal was finally written up.
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In order to ensure effective implementation of
their programs, the CCAC requested a new black male adminis-
trator to replace the former white male Central High School
administrator. In the absence of a black male administrator,
the "schoolhouse" downtown sent a black female administrator
to CCAC to be interviewed by them. This female administra-
tor was accepted with some reluctance but it appears now
that she was their best choice.

A good relationship has since built up between the
Administrator and others involved in the school.l

In an interview with Community Agent Bill Loving it
was revealed that in the eighteen months Mrs. Jenkins has
been in charge, she has built up a rapport with those she
works for and with, and that she has made a good impression.

The former administrator, although a Ph.D. with con-
siderable influence, was rarely on the premises when he was
needed by his staff, the youth, or their parents. Unlike
him, Mrs. Jenkins, well acquainted with the area and her
duties, uses her powers and influence to the benefit of the

school's progress and its image.

lThe Administrator, Mrs. Hertha Jenkins, had worked
in Central High School for several years as School Counselor,
and besides she and her family live only a few block:; away
from Central High School. She is seen and admired by the
community as one of them and as one who is for their own
good. Due to the fact that the principal and the school-
community agent are from the community, communication lines
appear to have opened up again between the school and the
community. Mrs. Jenkins has also tried to pull her staff
together which, as she said, was not easy at the start as
they were dispersed and alienated during the former adminis-
tration's reign. There also appears to be a good relation-
ship between the students and the school administration, if
conversation with a sampling of students is sufficient proof.
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Non-Student Involvement in the Movement

one of the striking features of the Central High
School case study was the non-active participation of stu-
dents in the movement toward local control. This can only
be explained by the fact that the outcome of the 1967 riots
had significant impact on the students' attitude. 1In an
interview with the School-Community Agent, William C. Loving,
it was disclosed that this attitude seems to be character-
ized by a high degree of prudence and reluctance to make
their opinion known and possibly by a certain degree of
resignation concerning their estimation about their own
capability to induce change.

The riot experience is furthermore the most likely
explanation for the high degree of moderation which is dis-
played by all community organizations. According to Mrs.
Hertha Jenkins, the School Administrator, the block clubs
try very hard to keep radicals out of the community. They
want by all means to bring about change by any means other
than violence.

In the light of this experience, the community's move
to win more power in educational decision-making was strictly
dissociated from any threat or even hint of threat and strictly

limited to patient negotiations.

lInterview with William C. Loving, op. cit.
2Interview with Mrs. Hertha Jenkins, Op. cit.



CHAPTER IV

ANALYSIS OF DATA

Introduction

The preceding represented a chronology of events

depicting case studies of three Detroit "inner city" com-

munities in transition toward the decentralization of the

educational process and indigenous control over the schools.

Data for the descriptive and abstractional materials were

obtained from the following sources:

l.

The 1965 Detroit Regional Transportation and
Land Use Study (TALUS).

The Detroit High School Study Commission
Report (1968).

Urban Renewal Studies in the Detroit "inner
city" area.

The Evaluation Report of the King High School
P & E Council workshops October 18, 25, and
November 8, 1969.

Neighborhood Service Program Resource Guide,
prepared by the Neighborhood Services Program
Training of the University Center for Adult
Education and the Area Training and Technical
Assistance Center (a program of the Office of
Economic Opportunity).

Newspaper accounts:

a) The Michigan Chronicle (January 1968 -

December 1969).

111
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b) The Detroit News (January 1968 - December
1969) .

c¢) The Detroit Free Press (January 1968 -
December 1969).

7. The Detroit Public School Census (1968-69).

8. Racial counts taken for the Detroit Board of
Education (1965-1969).

9. Structured and unstructured interviews with
black leaders; school officials, parents in the
communities and students.

10. Observation of school classes, school environ-
ment and the community in the three target areas.

11. Minutes of formal meetings held by school and
community organizations.

12. Guide to School Boundaries (Regions 6, 4, 8),
Detroit Public Schools, 1969-70.

These communities were characterized by:

1) the low-income racial minorities being in the
majority;

2) the propensity toward indigenous community
organization:;

3) thesensiﬁivity and involvement of students in
the political process; and

4) the general awareness of "community" among the
local areas' inhabitants.

In the following chapter, a theoretical framework
describing the stages in the developments toward local con-
trol and community power structure will be presented, and
an analysis of data drawn from the related literature and

the case studies (Chapter III) will be attempted.
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Theoretical Framework

Stages of Developments in the

Movements toward Local control

Regarding the stages of development in the movements

toward local control, the study theorizes that:

l.

There are identifiable stages through which com-
munities pass.
These stages can be identified through social
indicators which serve as predictive indices of
their development.
It is not possible, however, to predict the
exact stages that communities must go through
without longitudinal data.
Hence the stages theorized are essentially
"static" in character in the absence of process
data.
Due to the uniqueness of each community (its
history, age, socio-economic level, ethnography,
etc.) the nomenclature which seem most appropri-
ate for the successive stages in the movement
may be depicted as follows:

Stage 1: Embryonic or Consultative

Stage 2: Transitional or Participatory

Stage 3: Active Decision Making

Community Power Structure

. . . R |
Theories of community power structure, either elitist

1l .
Hunter, Floyd, Community Power Structure: A Study
of Decision Makers (Chapel Hill: The University of North

carolina Press, 1953), pp. 1-261. .
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or pluralistl refer to models of the normal functioning of
the established political process.

Conflict situations such as this study investigates
are not usual components of the normal political processes.
The "steady-state" models of community power structure do
not seem to have much direct relevance for the study of com-
munity leadership in this situation.2

Those most affected by the school failures were in
the forefront of the school-community conflict,3 a situation
different from that described by both the elitist and the
pluralist theorists.

Voluntary leadership arose in the process of forming
mechanisms to meet the crisis and these leaders became demo-
cratically confirmed in their leadership role as the com-

munity gained control over the conflict situation.4 Existing

lDahl, Robert A., Who Governs? (New Haven: Yale Uni-

versity Press, 1961), pp. 3-275.

This is a particular conflict situation, over a par-
ticular issue (guality education), in particular communities
(ghetto), in a particular time. Those who feel oppressed
are the ones taking action to change the situation. Those
who do not feel oppressed are interested in conserving the

status quo; and these are the real enemies of those involved
in the movement.

At Northeastern, lower—-class parents and the stu-
dents were at the forefront, backed by Protestant church
ministers; at Central, middle-class parents backed by black
professional educators were at the forefront; at King, stu-
dents, parents and professional educators from both lower-
and middle-class origin were at the forefront of the conflict.

The investigator was interested in finding out what
were the issues over which decisions had to be made (to oust
the white administrator, to hire a black male administrator
to replace the old one, to burn the American flag, to put up
the Republic of New Africa flag; to burn down the "school-
house" downtown; to write a proposal demanding accountability
to parents, etc.); who made those decisions; how can those
parents who led the community through the crisis be identi-
fied, etc. So the approach adopted was eclectic.
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institutional kinds of leadership played little or no sig-

nificant role in the movement.

Analysis of Data

The following is the major issue to which the study

addressed itself: Are there predictable social indicators

and/or commonalities in the pattern of developments toward

strong local control of public education by minority gqroups?

The answer is affirmative.

Patterns of Development toward
Strong Local Control

Social Indicators Concerning
the Communities

Stages of Development.--The three school communi-

ties studied were found to be at different stages of devel-
opment toward complete takeover of their local schools. The
Northeastern High School community was found to be in the
embryonic stage, the Central High School community in the
transitional stage and the Martin Luther King, Jr. Senior
High School community in the activistic stage.

The unique character of each of these stages was
found to be as follows:

a) The Embryonic Stage. At this stage, the local
community has only the right to be consulted before any dras-
tic changes are made in the school such as faculty removal.
At this stage, the local community has no power either to
make decisions or participate in the decision-making proces-
ses that affect the school. It is a stage-of powerlessness,
aspirational frustration and tension ridden. The signifi-
cant feature of this stage is that the community obtains so

far only a consultative participation in the decision-
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making process.

b) The Transitional Stage. At this stage, the
local community has only the right to interview candidates
for administrative positions in the school from a list pre—
pared and presented by the Central Board of Education. The
significance of this stage is a greater share in the decision-
making process, however, limited to a mere veto right.

There is a general feeling of potential autonomy among the
people who are involved, giving rise to changing aspira-
tions. There are feelings of power and influence and a
search for leadership and structure to channel those
feelings.

c) The Activistic Stage. At this stage, there is
a full participation in the decision-making process as far
as the law allows. The community can hire its administra-
tor and make other policies that affect the school. At this
stage, it is significant that the school is clearly seen as
the battleground. The people see a lot of what they want

out of life in the'school.

Institutional Forms.--During these three stages of

development toward local control of public education, dif-
ferent organizational forms emerged:

a) At the first (embryonic) stage, the Ad Hoc Com-
mittee created was characterized by a very low consistency
of institutionalization.

b) At the second (transitional) stage, the degree
of institutionalization is far higher, however, not yet
integrated into the official organizational structure of
the Detroit public educational system.

c) At the third stage, full institutionalization

is reached and the created institution has become a part of
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the official educational structure.

Different Leadership Patterns.--In the first stage,

students and parents from low-economic strata took the
lead, backed by Protestant ministers.

In the second stage, the students played no signifi-
cant role; the movement was led by black middle-class par-
ents, backed by professional educators.

In the third stage, leadership emerged from stu-
dents, parents and teachers mainly of black middle class of

relatively higher educational standard.

Awareness of Misery by Lower Socio-Economic Groups.--

In all three cases there is considerable amount of awareness
of existing misery. However, the different degrees of aware-
ness do not correlate with the different stages of gaining

control.

Emergence of a Power Base.--The emergence of a power

base is the most striking feature differentiating the three
stages. The degree of power correlates closely with the
different degree of organizational institutionalization as
described under "Stages of Development."

In stage one, the existing power base was only able
to create a relatively weak Ad Hoc structure and purely con-
sultative rights.

In the second stage, a more solid power base permit-
ted a more stable organization and the participation in
decision-making limited to a veto right.

Stage three shows that a larger power base recruited
among students, parents, and teachers, not only of lower but

also of middle strata of the black community, was able to
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obtain a legally recognized form of organization and a con-

siderable participation in decision-making.

Social Indicators Concerning
the School

Contrary to the social indicators concerning the
communities which showed a clear difference of patterns be-
tween the three stages, the social indicators regarding the
schools are almost alike in the three case studies. These
indicators are as follows:

1) The emergence of the school as a focal point of

the issue.

2) A breakdown of staff-student communication.

3) Activism.

4) Open conflicts.

5) Attempts to change the decision makers in the

school.

A difference between the three stages, insofar as
social indicators concerning the schools are involved, exists
only in terms of achievements. The reasons for the different
levels of achievements, however, reside in the different de-
gree of importance of the social indicators regarding the
communities as shown above. From this, it can be concluded
that the social indicators concerning the schools are neces-
sary indicators for all three stages, but not sufficient in
order to explain the differences between the stages.

Questions A, B, C, D, and E that follow are really
component parts of the major issue discussed above, and they
will be treated in the order just outlined above.

A. Are there some clear behavioral expectations if

the locus of control remains static, that is, in

the hands of the privileged groups?
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The answer is affirmative.

There are some clear behavioral expectations to be
discerned in either case of the decision.

If the locus of control remains static and conse-
quently the movement for decentralization is frustrated
(through reactionary legislation, teachers unions, wrong
choice of educational leaders, inadequate funding, etc.),
militant activism and open trouble can be expected (see
student reaction to "inner city" schools, pp. 65-68 and
also school-community relationships, pp. 68-70).

If on the other hand, the locus of control is
shifted to the minorities, the enthusiastic support by the
community can be expected (see page 87).

B. Are there unigue or particular factors in the

overall educational structure that parents can

legally control?

The answer is affirmative with qualifications.

In the absolute sense, the parents have no legal
control over any factors in the overall educational struc-
ture. All legal powers granted by law to the local school
districts are subject to review by the central board of edu-
cation, which may overrule, modify, or affirm the action of
the local school district (See Appendix III, p. 156).

However, local school districts (parents) can exer-
cise relative legal control over some factors in the overall
educational structure (e.g., hire their administrator, de-
sign curriculum, etc.; see Appendix III, p. 156).

The development of the process toward local com-
munity control has so far been limited by the existing legal
framework. As it has been explained, the aspirations of the
minority groups tend to go beyond this framework. There-

fore it might be useful to recapitulate briefly the existing
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legal boundary.
Even according to the Reformed Legislation of New
vork and Michigan, the school district will still be too
big to allow effective control of individual schools through
the communities served by the schools; especially, some of
the most urgent demands by these communities regarding local
school control, which are not only to hire but also to fire
the administrator, to appoint a strong principal belonging
to their own groups and to entrust a change of curriculum
to that administrator, are outside the present legal frame-
work. 1In other words, the strongest aspirations appearing
in the local communities which might lead to a personaliza-
tion of the problem as shown at the end of Chapter II are
likely to be frustrated by the existing legal framework.
Presently, it is only at Stage 3 of the development
toward local control that the parents exercise their right
to hire their administrator.

C. Does local control have an effect on the curricu-

lar and academic performance of students? If so,

in what ways?

The answer is neither affirmative nor negative.

So far, neither of the three stages has brought about
significant changes in curriculum, since the discussion on
the subject has hardly begun.

There are demands, however, for a more adapted cur-
riculum which have led so far only to symbolic output such
as renaming schools and halls after famous black and civil
rights leaders.

Since an operationalized ideal curriculum is still
a vague issue, the problem is personalized: A strong black
administrator is requested who shall resolve the curriculum

question. Hence the demand for these kinds of administrators
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has become central to the ideal of the new school in all
three stages of the development toward strong local con-
trol (see also page 53).

Furthermore, the observation time is too short to
allow relevant conclusions as to changes in the academic
performance of the students.

D. Are there visible effects that "local control"

has on the learning processes?

The answer is affirmative.

Considerable changes can be observed insofar as the
character of the learning process is concerned. (See pages
121-124.)

Especially in Stage 3, an important change of atmos-—
phere can be attested: a quiet and cooperative scholarly
climate was the consequence of the introduced changes. Most
considerable was a change in teacher-student relationship:
there was a high degree of cooperative interaction.

From this limited observation, we can, however, draw
the conclusion that the movement toward stronger local con-
trol might have in the long run a quite favorable effect on
learning processes.

E. Are there short term social implications if

minority groups gain control over their local

public schools? Long range?

The answer is affirmative.

One short-term implication of the movement toward
local control can be derived from what has been said above
about the educational implications: since considerable
improvements of the learning atmosphere can be observed,
there is a reasonable chance of obtaining a better quality

education. i

This improvement of quality education might lead to
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a higher degree of identification of students and their
parents with their schools and even to symptoms of pride in
the schools' achievement.

Middle and long-range implications will certainly be
characterized by a spill-over effect of the successful
attempts to seize control of the local schools. There
might even be a spill-over effect on other social insti-
tutions besides education, such as social welfare agencies,
churches, community services and local governments.

The overall effect on the present system of local
government and its various branches could be considerable
in the long run. However, the great number and importance
of other intervening variables do not allow predictions

with reasonable degree of probability.



CHAPTER V

SUMMARY OF FINDINGS, SUGGESTIONS FOR FURTHER
RESEARCH, CONCLUSIONS AND RECOMMENDATIONS

In this chapter, the study will present the summary
of findings in the case studies; offer suggestions for fur-
ther research including future predictions regarding the
movement and some testable hypotheses; provide some of the
major conclusions drawn from the study; and make certain

recommendations.

Summary of Findings

Commonalities

Similarities in Schools and Community

It can be seen from the cases just cited that in
three separate inner-city school districts with the obvious
similarities: predominantly black enrollments, from pre-
dominantly black communities, children taught by white
and black faculty, a faculty that was alienated by a white
principal, found themselves in the midst of unrest and dis-
content with the school system. In each of these communi-
ties parents became aware that their children were not
learning and were dropping out of school. To these com-
munities, the students and some faculty members, the image
of the schools was really poor. To this ehd, something

drastic had to be done.

123
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Similar Goal of Activism

In each of these cases, the goal of activism
was similar: to obtain a strong black principal who could
lead both the school and the community out of the dilemma

of school failure.

Similar Means of Action

Basically, even the means to the end were somewhat
similar: the rise of parents, other community residents,
and even the students to help save "the sinking ship," only

in detail were their efforts dissimilar.

Dissimilarities

Varied Forms of Conflict Solving
Mechanisms

In the one case, Martin Luther King, Jr. Senior
High School, the plan was not without previous organiza-
tion. Prior to the crisis, a group had already begun to
study the problem with intentions of action. They had
been trained for their part by Neighborhood Service Pro-
gram (NSP) education subcommittee, indirectly authorized
by OEO and directly by the Detroit Board of Education.
The offshoot of this NSP Education Subcommittee and the
Neighborhood Education Council is called the Planning and
Evaluation Council trained to help with the administration
of the schools; the members of this group attended train-
ing sessions, elected officers, created bylaws and received
advice from its parent organization.

The P & E Council officers are fairly well prepared
to take their place as permanent officers in the coptrol of

the King High School. Further, it answers to a regional
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P & E Council to which it had sent participating mem-
bers.

At Central High School following the study of the
Detroit High School Study Commission which revealed low
academic achievement in the Central constellation, a few
parents from each of the schools in the constellation
joined together for meetings and workshops and eventually
formed what is known as the Central Citizens Action Commit-
tee (CCcAC). This group also has elected officers, formu-
lated bylaws, and met regularly in preparation for permanence
in their new offices. The group was finally able to nego-
tiate a proposal within their school district which, hope-
fully, is accomplishing their own goals. This was all
accomplished in a gradual peaceful manner, contrary to the
circumstances surrounding parents-students takeover at the
Martin Luther King, Jr. Senior High School.

Unlike the quiet situation at Central, much more
violent than the circumstances at King High School was the
explosive student upheaval that brought school problems
into limelight at the Northeastern Senior High School; but,
as in the King High School situation, parents and community
persons were drawn into the act. After student vandalism,
police intervention, student walkout, parents and community
people gathered together to do whatever they could do to
alleviate the catastrophe. From this group arose the Ad Hoc
Committee of volunteers who went to work to solve the schoeool

crisis.

Different Degrees of Goal Achievement

In each of these school situations, one of the fore-

most needs as seen by those various study groups was that



126

of a strong leader in the form of a black male principal.
In each case, they got a black principal. In two of the
cases, the white principals took a leave of absence. At
Northeastern, the principal was transferred. 1In each
school, there was a vacancy for a new principal, then the
parents, community people were in a position to either
choose a replacement or given the opportunity to confirm
an appointment already made by the Detroit Board of Educa-
tion (Northeastern).

At King Senior High School, under the most prepared
local council, the principal was their choice (taken from a
list of five supplied by the Board of Education); the P & E
council interviewed and hired him.

At Central, the committee resigned themselves even-
tually to accepting the services of a black female princi-
pal as a second choice. As it turned out, this has been a
very satisfactory arrangement.

At Northeastern, the Board of Education saw fit to
transfer along with the white principal, the black assis-
tant principal, who was well loved not only by the students
but also by the community at large. The Board appointed a
black principal of its own choice to serve at Northeastern
and a white assistant principal to replace the transferred
administrators. Although the Ad Hoc Committee confirmed
the appointment of the new black principal by the Detroit
Board of Education, neither the students nor the community
were satisfied with the appointment. Their perception of a
new black principal was that of an "Uncle Tom," one they
thought would opt for the system rather than for the poor
black community and its multiple needs. On the other hand,
there were no objections raised to the elevation of the

white business administrator to the level of assistant
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principal.

Indicative of this situation is the observation
that the struggle of the poor and the blacks in America
for self-determination in matters educational and other-
wise is not basically racial. It is the struggle of the
"have-nots" against the "haves." It is the struggle of
the poor against the rich. It is a struggle for survival.

Also indicative of this situation is the fact that
if the poor and the blacks have to survive in American
cities, they have to have a good education that guarantees
them good jobs and good life. These groups are concerned
neither with integration nor segregation. They will accept
any person who they feel will help them in their struggle
for survival, either black or white, and reject all who

will exploit them for the benefit of the white majority.

Contrasting Strategies of Action Due to
Unique Community Characteristics

While there are some obvious similarities between
the three communities studied, there are certainly some
apparent reasons why the students' actions took contrast-
ing forms. The Central High School community, for example,
is one where students for the most part come from high
school graduate or near college graduate households. From
this it can be assumed that their economic level is not
only moderate but stable; these are primarily middle class
people, concerned mostly with maintaining the status quo.

Dissatisfaction with the Central High School did
not arise internally with the pupils; it arose, as we have
seen, from the results of a public survey. The block
clubs at the Central community are interested in keeping

out all radical movements, keeping the neighborhoods clean
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and habitable. They want peace and quiet. Central com—
munity's good relations with the Detroit Police Department,
in the main concerned with the status quo, confirms this
observation.

At Northeastern, where disruptive and destructive
violence broke out, the students come from poor, less edu-
cated households. High school graduate level in this area
is much lower and the general atmosphere is one of poverty
rather than middle class or near middle class families.
Their background and frustration apparently pushed them
into acts of various degrees of "criminality" in order to
point out their obvious grievances with the school system.

The aggression of the students gathered strength
and support from the community particularly after the police
were called into the scene. However, while good articulate
leadership was wanting on the community level, student
leadership supplied the lack.

Northeastern High School students, like the Martin
Luther King, Jr. High School students, were backed by the
organization that trains youth toward gaining power over
their own destiny by direct confrontation with those in
command.

Although Northeastern High School community is only
slightly more than half black, the white population is at
political odds with the blacks; its educational level is not
substantially higher than that of the blacks in this commu-
nity. The whites at the Northeastern community are senior
citizens, without school age children and so generally have
little or no interest in public school problems. When school
taxation is voted on at the polls, it may be supposed that

this class of disinterested citizens will not cast a vote
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for school improvement.

In the Martin Luther King, Jr. Senior High School
community, where the population is almost half black and
half white, the income varies between the lowest and a high
above $20,000 per year, with few middle-income families in
between. King's professional type population provides bet-
ter and more articulate leaders than can be found in either
of the other two communities studied. This vicinity has a
larger percentage of college graduates than either of the
other two examined. The presence of this caliber of per-
sons, in addition to the fact that King High School com-
munity lies in a solid political atmosphere which produces
influential public leaders. 1In fact, a number of permanent
politicians such as State Senators Coleman Young and Basil
Brown, Congressmen Charles Diggs and John Conyers, State
Representatives David Holmes and Daisy Elliot have been
elected from this district. The feedback from the legis-
lative sources is more likely to benefit a school district
that is also a legislative district. It includes senatorial

and/or congressional districts.

Charismatic Community Leadership
a Force in the Struggle

This community was fertile ground for the junior
government of Political Education Project (PEP) of Frank
Ditto, which is active in King as it is in the Northeastern
community. Quite likely, through the activities of PEP the
students at King High School were knowledgeable to await
the opportunity of a peaceful demonstration rather than
resort to violence such as at Northeastern. King High
School students, as the study pointed out earlier, brought

the school problems to the fore when they reacted to
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derogatory statements made public by some of their staff.

Student Approach to School Reform and Their
Participation in Actual Reform Process

There seems to be a certain correlation between the
students' approach to school reform and the part they play
ultimately in the actual reform processes. For instance,
at the Central High School, where the students took no
active part at the outset to bring about quality education,
they ended up having only minimum voice in the Central
School's affairs--that of consultant.

In each case where the students were the force
that began and carried through the action, it appears from
the studies that they gained considerable power.

At the Martin Luther King, Jr. Senior High School
the students started out with reactionary verbal revolu-
tion; whereas at the Northeastern High School, the stu-
dents' approach was overt physical aggression but the end
results in both cases were the same: in the King High
School as in the Northeastern High School students have now

voting power in policy decisions.

Stages of Development Toward
Strong Local Control

The three school situations are seen in various
stages of development toward eventual complete takeover of
their local schools. The King High School is the most ad-
vanced of the three communities studied with its P & E Coun-
cil power to hire the principal that all the schools studied
feel is the focal point in building up the image of the
school. The King group is well prepared and well trained to

pass from the temporal to a permanent state of local control.
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It is now awaiting the Detroit Board of Education to show
the "green light" and too much delay on the part of the
Detroit Board of Education to do so may be catastrophic
for the existing system.

The Central Citizens Action Committee is still at
its developmental stage: power is not so complete as in
King; they can only interview and recommend candidates
from a list already prepared by the Detroit Board of Edu-
cation for principalship.

At Northeastern, the developments toward local com-
munity control are in their first or embryonic stages. The
people have no power yet to make policies. However, they
have gained the right to be consulted before drastic changes
are made such as faculty removal; the fight for control at
Northeastern began over this very argument--the removal of
a favorite assistant principal without the "knowledge of
the students and community." They end up gaining back this
right. Further, the Ad Hoc Committee at Northeastern High
School is by its very nature temporary; whatever will happen
to it is not the concern of this study.

If the students' and the community's perceptions of
the new black principal are right, it is very likely that
this poor people's aspiration will be frustrated, and that
may result in further and perhaps the most destructive ex-

plosion yet to come at Northeastern.

The Role of the School-Community Agent

Throughout this summary, one important aspect of
school reform has been neglected: the role of the school-
community agent. This person serves as the liaison officer
between the school and the community. At the moment he is

hired by the Central Board of Education. It is his duty to
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report his findings to the Board of Education. He is chosen
from amongst the community residents; ideally the local
groups, as well as the school principals, would choose to
have this agent answer to one or both of them. When local
control is complete, this may be the case. 1In the eyes of
the local people, if the principal is to serve as the cap-
tain of the ship charged with full responsibility, then it
stands to reason that the community agent as a representa-
tive on his staff should make his report to the principal

and/or the community.

Evidence of Apparent Success

In the short time that this movement has been in
effect, the investigator has personally observed and,
through interviews with students, school administrators,
faculty members, school-community agents and community
leaders, seen that the atmosphere for learning has been
initiated in these schools.

Even though there is still some hostility at North-
eastern High School toward the new principal (who was not
the choice of the students and the community but was a
black male sent by the Detroit Board of Education), there
appears to be hope that relationships will improve. 1In
assessing the situation at Northeastern High School, the
principal stated: "I can say that I am very proud of the
students and parents . . . the students have been coopera-
tive and respectful." He speaks of new programs that will
be and have been started to help the students make the most
of their high school experiences. "Hopefully," he said, "I
may get more students involved in events at the school . . .
and to assist Northeastern in raising the academic level of

the total student body."
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The student-faculty-parent council gives these fac-
tions a chance to be heard on concerns of the school; they
can give support to educational improvement, programs and
procedures.

Chester Vaughn, teacher-organizer of the Black
Student Association at this school, appears hopeful that
the changes at Northeastern will increase to the point where
Northeastern can compare favorably with any school in Detroit.
since he works closely with black students, his optimism
would indicate that the movement within the school should
create an improved image of the school within and outside
the community.

Mrs. Clara Morrow, mother of a black student leader,
in spite of the disagreements she may have with her son and
his friends' "radical" attitudes, has faith in this genera-
tion's interest in the schools--"doing their own thing."

Community leaders, Mrs. Rushin, Mrs. Watkins and
Mrs. Elnor Betts, agree that there is much hope in the fact
that unlike themselves in their youth in the South, their
children are reaching out toward a better life and seem to
them to be capable of accomplishing their goals, beginning
with their education.

A twelfth grader, Wilbert Morrow, speaks with con-
viction in these words he published in a school paper, the
"Black Student Voice":

I know that anyone of us Black brothers can fly any
super jet plane and build any Lafayette Tower or make
any "Skonicks shirt" if he is given the opportunity of
equal education. The power of the Black man is un-
limited. :

Inasmuch as hope lies with the leader of a school,
the attitude of the community toward the new female princi-

pal at Central High School may be considered indicative of
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better days in this school's future. This can be seen in

the words of the community's leader, Mrs. Helen Kelly, who
confessed to the principal, "I personally did not want you
here, but as it turns out, I was wrong, we could not have

made a better choice.”

The school-community agent, William C. Loving, who
had worked under the former principal as well, remarked that
"the kids go to her not only with academic problems but with
personal problems. She has empathy, understanding, patience
because she has raised a family of her own. She is a woman
with depth. She lives a few blocks from here and we call
at her house even outside school hours."

Mrs. Hertha Jenkins, the principal herself, admits
it was "tough to begin with--everyman for himself." She,
however, is establishing order, cutting red tape, asserting
some independence from the Central Board, thus bringing
about efficiency that is helping toward the creation of a
better learning atmosphere.

At King Senior High School, the investigator sat in
classes and made these observations: students were orderly,
interested, they asked questions intelligently, the study
halls were peaceful and quiet. In his opinion, this is in-
dicative of satisfaction with the environment. To back up
his opinion that the trend here was toward quality educa-
tion, at the suggestion of the school-community agent and
the principal, the investigator spoke with both moderate
and valued community leader, Mrs. Garwood, and with a man
considered more radical but also highly valued as a leader,
Frank Ditto. From both leaders the researcher deduced opti-

mism regarding the general school picture.
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Suggestions for Further Research

It is suggested that a study be undertaken to design
the implementation of this megalopolis type of school dis-
tricts on a state-wide level.

The use of different approaches and more sophisti-
cated research techniques could be highly useful in order
to gain supplementary insight into the nature, character
and importance of the movement which has been the subject of

the present study.

Probabilistic Forecast of
Further Tendencies

The probable consequences of the movement toward
local control of urban public education in the foreseeable
future can be summarized as follows:

l. There is a strong tendency to break through the
existing legal structure. There is a strong emphasis on the
personalization process of the issue centered on the demand
to give full power to a community-hired administrator not
only to administer the school but also to reshape it com-
pletely, including the curricula.

2. From this results the crucial question: Will
the central board or the competent political authorities
allow a change in the law or not? If there is no change,
the foreseeable consequence will be trouble as has been
already indicated. If on the contrary, the legal framework
will be changed, the full consequences cannot as yet be pre-
dicted. They will depend on numerous social factors such as
the quality of the available middle and high level manpower
for the top jobs, the overall ideological developments within
the local communities of the minority group members, and last

but not the least, the attitudes of agencies consuming the
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educational output, such as governmental and private em-
ployers, towards the diplomas delivered by the renewed
schools. A better assessment of these factors which might
have a very high degree of influence on the outcome of the
present experiment is only possible in the future; that is,
whether the new community controlled schools will contribute
to a greater integration of minority group members into the
nation or whether its failure will lead to a greater frus-
tration and dissent.

However, as the situation stands now, control is
most likely to remain as it is, considering the fact that
integration is slow. In spite of civil rights laws, South-
ern politicians continue to fight integration openly, and
in the North, white segregation is more subtle. Integra-
tion can never be successful without the passing of many
generations of changed attitudes.

As long as there is neighborhood segregation, there
will continue to be segregated school districts. The minor-
ity. groups will then have one or two choices: they can
either put up with the situation as it exists today, receiv-
ing second-rate education in second-rate schools that are
controlled by disinterested parties, or they will revolt.
The revolt may either be reactionary and possibly lead to
bloodshed as in the race riots, or it may be a planned
action to gain control of their schools for themselves as
in Ocean Hill-Brownsville, or the three examples in this
study.

If the people in control become aware of the minor-
ities' tendency to revolt, they may try various methods to
appease them. One way is with legislation such as the New

York Decentralization Bill or Bill No. 635 enacted .in
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Michigan on August 11, 1969. 1In it the local districts are
granted the right to hire administrators from a list pro-
vided by the Central Board of Education rather than at ran-
dom. The local school districts are entitled to employ and
discharge, assign and promote all teachers and employees of
the local school district--subject to review by the Central
Board of Education--which may overrule, modify, or affirm
the action of the local school district. The local district
can determine their curriculum, use of educational facili-
ties and establishment of educational and testing programs--
subject to review by the Central Board of Education. They
can determine the budget for the local school district based
upon the allocation of funds received from the Central Boaxd
of Education--practically all the monies are earmarked by
the Central Controlling Board before the local school dis-
trict gets hold of it. Due to the fact that some states
like New York and Michigan have tenure laws, the local dis-
tricts, like the Central School Boards, are handicapped in
that they cannot abrogate, diminish or impair the retirement
rights, tenure seniority and/or any other benefits of any
teacher under tenure transferred to local school districts
or between school districts from the Central Board of
Education.

A big drawback to this law is that it divides school
districts into unmanageable, large enrollment segments.
Michigan Senate Bill No. 635 provided for districts made up
of 25,000 to 50,000 students in each district. This is an
unwieldy number. Instead of making local control possible,
involving community people, the area covered is so large
that it leads to still another bureaucracy which in turn
answers to the Central Governing Board. It is a case of

divide and rule. Instead of making it possible for small
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local groups to control in neighborhood areas, the authority
remains in the hands of the powerful Central Board. Obvi-
ously, the original problems found in the first bureaucracy
can only be multiplied and intensified with the formation of
succeeding ones. Nothing, then, has changed by an Act that
ultimately returns the real control over thousands of chil-
dren to a handful of board members who are untrained in
school matters, who depend largely on the judgment of ad-
ministrative bureaucrats neither of whom go out in the field;
in the case of board members, they have other jobs that pre-
vent them from making personal contacts in the local areas.
They are not as committed to their voluntary undertaking,

as parents would be if they had the voice in school affairs.

The minority groups are not going to settle for this
kind of appeasement, but insist upon real instead of token
control--then they are going to organize to seize control
of their educational institution.

Inasmuch as their first need is good leadership,
their first act is likely to be to oust the undesirable
principal and hire a strong male black administrator. From
this act they will most likely gain strength and self-pride
because for the first time they have performed an aggres-—
sive act toward the betterment of their children's education.
It is assumed that they will find the means to give him suf-
ficient powér to operate the school and handle the personnel.
They may very likely seek recognition by the larger society
as legitimate controlling Board of Education.

Other school districts may want to follow their
example and there may develop a megapolis of school dis-
tricts. On the one hand, the central board of education
may eventually cease to exist; or, on the other hand, they

may prefer to retain a link with the central board of
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education--commonwealth. In any case, the organizational
structures may remain the same for some time--colonial ex-
perience. A successful takeover of the schools may lead
to attempts to take over other social institutions in the
community by the poor racial minorities.

Quality education may eventually be achieved for
most low-income racial minority children; probably, the
diplomas awarded by these schools will be given recogni-
tion by top-ranking universities and employing agencies;
the minority group members will most likely feel pride in
their accomplishment; they may then choose not to leave
their communities in shame but to return with pride to
raise their children in a community that they are proud of.
After a few generations, they might be ready for integra-

tion but on an equal basis.

Some Testable Hypotheses

The following hypotheses have been generated from

the study and are presented here to be tested by the next
researcher:

1. In "inner city" movements toward decentraliza-
tion of control the central institutional focus
of community conflict will be the school.

2. Variations in the stages of community develop-
ment toward local control (that is, the embry-
onic stage, the transitional stage and the active
decision making stage) will show direct relation-
ships among the socio-economic status of its
inhabitants, their educational levels, and the
stability of the community's social structure.

3. The social indicators reflected in the various
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stages of school conflict will show marked simi-
ljarities in each succeeding stage but exhibit
marked dissimilarities in the order in which
they may occur at these various stages.
Significant differences between the three stages
of development toward local control will exist
only in terms of actual achievement on the part
of those involved in the decentralization
movements.

Low degree of institutionalization, limited
indigenous leadership, and small power bases
will demonstrate a direct relationship to low
achievement in terms of indigenous community
control.

The degree of institutionalization achieved by
the local communities in the various stages of
the development toward local control will demon-
strate significant relationship to organiza-
tional achievements.

The precise form of leadership which emerges
will show a direct relationship to the history
of the community, the political sophistication
level of the people involved and the age struc-
ture of the community.

In those communities where the political sophis-
tication of the adult population is low, the
student population will emerge as a significant
force in the movement toward local control of
education.

The style of minority leadership emerging in

communities involved in movements toward local
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control will be characterized by high individu-
alization of a charismatic type.

10. The conflict resolution mechanisms utilized by
communities seeking changes in the patterns of
control will rest in those groups and/or organi-
zations external to the communities' basic insti-

tutions (the school, the church, etc.).

Conclusions

The major conclusions drawn from the study were as
follows:

1. The central focus of community conflict is likely
to be the educational institution. This is so because the
minority population in their overwhelming majority situation
perceive education as the virtually most important vehicle
for socio-economic ascent.

2. Communities involved in the movement to gain
control of their local educational institution are likely
to go through identifiable stages of development.

3. However, the degree of deviation from the de-
scribed model stages might be very high, depending on the
variations of social indicators such as size of the com-
munity, socio-economic stratification, educational level,
response of the larger society to the movement, the presence
in the community of charismatic leadexrship, etc.

4. The precise form of leadership which emerges
will depend upon the history of the community, the sophisti-
cation level of the people involved and the age structure of
the community, that is, the younger the community, the more
militant it is likely to be. Students are likely to play a

leading role in the movement toward local control of the
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educational institutions.

5. The most crucial question concerning the expected
development is most likely to be the rise of new types of
minority leadership. Minority expectations tend toward a
strong, individually personalized, and nearly charismatic
type of leadership. The question, whether leaders who are
likely to meet these expectations can be found, transcends
the possibilities of predictive attempts based on presented
data. If leaders of a charismatic type can be found, it is
likely that the movement will achieve its full significance;
if not, a sharp increase in the degree of frustration is
likely to be expected.

Considering the educational background of possible
leader personalities available for recruitment, it is not
very likely that they will be able to meet the high expecta-
tions invested in them by the population.

For this reason, it is highly probable that the new
leadership will have to undergo considerable stresses.

However, the poor racial minorities are not likely
to give up in their struggle for self-determination begin-

ning with their local educational institution.

Recommendations

A certain number of recommendations might be deduced
from this study. These recommendations are based on the
assumption that the improvement of minority group education
has to be searched within the overall framework of the exist-
ing educational system. (Other recommendations could be de-
duced from the study on the assumption that considerable
changes in the whole orientation of public education in the

United States of America could be undertaken.) 1In 'this
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sense, the study makes the following recommendations:

1. A speedy decentralization process that is legal
whereby power will be given to the minority
groups to run their own schools, instead of
allowing them to forcefully take over control.

2. The local school districts should be kept as
small as 9,000-12,000 student population, be-
cause the larger it gets, the farther away it
is from the parents and voters and the more in-
visible the control and the more waste.

3. fThe school administrator should be given suf-
ficient power to reshape the new local community
controlled schools.

4. The school-community agent should be responsible
to the school administrator and the local com-
munity rather than to the central board of
education.

5. 1In the framework of teacher training, special
facilities should be provided to train urban
public school administrators with particular
emphasis on community organizations and local
curriculum development. Only through a totally
new approach to this task of training administra-
tors for the new schools, can the hopes placed
by the minority communities in their new educa-
tional leadership be prevented from being frus-
trated. Educational research should pay attention

to this urgent problem.



APPENDIX I
DEFINITIONS

Influence.--An interpersonal transaction in which
one person, physically or morally, acts in such a way as to
change the behavior of another in some intended fashion.l

However, every influence attempt is not successful
in producing the intended effect. The effect may be exactly
as intended or it may be exactly the opposite of what was in-
tended, or it may even be nothing at all.2

A successful influence attempt means that the
attempt not only be received but that the cycle be completed
by the performance of the desired behavior.3

control. A distinction is made between successful
and unsuccessful attempts to influence another. If A has
control over B in some matter, A's influence is strong enough
that the cycle of desired behavior will be completed and any
counterinfluences will be subdued in the process. In other
words, A gets B to do what he wants and requests. Lack of
control neither implies lack of attempts at influence, nor
lack of influence. However, it does imply that other forces
in the situation are stronger than the actor's influence and

that the response that the actor desires is not met. A can

lDaniel Katz and Robert L. Kahn, The Social Psychology
of Organizations (New York: John Wiley & Sons, Inc., third
printing, 1967), p. 218.

ZIbido' po 219.
3Ibid.
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get all that he desires from B all the time or some of what
he wants some time, or none at all; that is, control can be
absolute or relative.l

Power.--Power is the capacity to exert influence.
Generally, power is used to refer to some potential set of
influence transactions and rarely to a single act. The
parents have the power to have the low performing principal
removed and replaced with a man of their own culture who
they believe will perform well. This does not mean that the
parents have done so or will do so. It means that they can
do so if they so desire and that the parents have the means
by which to coerce com.pliance.2

Authority is the power which a person has by virtue
of his role in an organized social structure. It is power
which is not only lawful but also acceptable by the people
at large.3 Thus in a community of black people, it is pos-
sible for seven men to sit up on the bureaucratic citadel
and decide to send over an educational administrator not
acceptable to the people. 1In this case, seven men in the
schoolhouse have power, but no real authority; the parents
have the authority.

Community is a group of people bound together by
common interests.

Community participation is when the involvement of

the community or representatives of the community in the
process of making policies that affect the schools in which

their children attend but without the final decision-making

lrpia.

2

Ibid., pp. 219-220.
31bid,, p. 220.
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authority.1 The P.T.A. and the Teacher Aides are examples

of an organized effort in thig direction. They act on a
purely advisory role in the activities of the school. It
suggests, at most, some sharing of power between the pro-
fessional educators and the laymen but with the final author-
ity remaining with the professional educators and the Central
Board of Education.

Community control is the actual exercise of legiti-

mate power by a local community school board over a school
system or subdivision thereof.2 Such a board therefore has
the authority and responsibility in policy and decision-
making in all or some areas of matters affecting education.
Control over the local school system can be exercised directly
by the group of parents and citizens or through an advocate,
as when the parents and citizens pressure for a principal of
their own race and culture to whom they desire to grant all
powers to see to it that high performance is obtained from
teachers, employees of the school and from the students.

School decentralization is the administrative sub-

division of a large district into subdistricts which have a
considerable degree of autonomy in a big city school system.
Theoretically, it implies the redistribution of the power to
raake important decisions and choices about the operation of
the schools, so that parents and citizens may have authority

. 3 . . .
over their own schools. In practice, it may exist even

lLeah Gaskins, "Models for Schools in Black Neighbor-
hoods," Foresight Bulletin, VIII, 9.

2Ibid.

Robert J. Havighurst, "Metropolitanism and the Issues
of Social Integration and Administrative Decentralization in
Large Cities," Equality of Educational Opportunity in the
Large Cities of America: The Relationship between Decentrali-
zation and Racial Integration, ed. Carroll F. Johnson and

Michael D. Usdan (New York: Columbia University Press, 1968),
p. 125.
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without community participation.1 The power of the local
community to make decisions and choices can be either dele-
gated by the Central Board of Education or legalized by
the legislature.

The neighborhood school concept is the practice in

American public education that children ordinarily attend
a school in their own neighborhood.2

Social promotion is passing the child from one grade

to the next before he has learned enough to merit being

promoted.

Benefits and rewards of educational process--market-

able skills relevant to competent performance in a competi-
tive industrial society. It also includes, among other
things, preparation and motivation to proceed to higher
levels of education.

Integration - social--the sharing of experience in

school, church, government and occupation by boys and girls,
men and women, from the various racial and economic groups

in the population.

Minority group--a group of people who, because of

their physical or cultural characteristics, are singled out
from the others in the society in which they live for dif-
ferential and unequal treatment, and who therefore regard
themselves as objects of collective discrimination. The
existence of a minority in a country implies the existence

of a corresponding dominant group with higher social status

lLeah Gaskins, op. cit., p. 9.

2

what You Should Know about School Decentralization:
Some Concepts 'That Should Be Understood, Area Training and
Technical Assistance Center, December 4, 1969.

3
Robert J. Havighurst, op. cit., p. 125.
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and greater privileges. Minority status carries with it
the exclusion from full participation in the life of the
society.

Minorities differ in the symbols which set them
apart, in the nature of their relationship to the dominant
group, and in their reactions to the situation. While
recognizing that symbolic differences do affect the nature
of the interaction, it is also clear that it is the pattern
of relationship that is crucial. Several variables affect
that pattern. A situation in which there is only one
minority will be different from one in which there are
several. A single minority has to absorb all the anxieties
and frustrations of the dominant group and become the object
of all its power manipulations. Where there are several,
as in the United States, some may escape relatively easily:
a hierarchy develops among them. The majority will play one
minority off against another--and this maneuver will affect
the way minorities respond to one another. The degree of
difference in culture, language, and race is yet another
variable that affects the nature of majority-minority rela-
tions. The sharper the differences, the more the status
pattern tends to persist.

From the point of view of the ultimate objectives,
minority groups can be classified as follows:

a. Pluralistic--those desiring peaceful coexistence,

on equal terms, with the dominant majority and other minority

groups. It usually takes the form of a desire for basic

Louis Wirth, in Ralph Linton (ed.), The Science of
Man in the World of Crisis (New York: Columbia University
Press, 1945), p. 347.

2Ibid.
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political and economic unity along with toleration of cul-
tural, lingual and religious diversity. The awakening of
black Americans in the sixties first started as a cultural
renaissance, a change from feelings of inferiority to pride
in their distinctness. Where economic and political equal-
ity have been achieved or granted, this awakening has con-
tinued to be pluralistic}' When cultural diversity has been
suppressed, the minorities have tended to become

b. Secessionists-—-those that seek both cultural and

political independence (Garveyites).2

c. Assimilationists—-those desiring absorption into

the dominant group. It is likely to occur when the majority
accepts the idea. In the United States, this is reflected
in the idea of the "melting pot."3
d. Militant--those who fight until they achieve
equal share in the benefits of the nation's institutions.
Some of the definitions presented in this Appendix

were used only by implication in this study.

George E. Simpson and J. M. Yinger, Racial and
Cultural Minorities: An Analysis of Prejudice and Discrimi-
nation (New York: Harper and Brothers, 1953), p. 22.

2Ibid.
3Ibid.




APPENDIX IX
QUESTIONNAIRE

Different questionnaires have been established in
order to interview:

2. School administrators and school-community

agents;

B. Students' parents and community leaders.

Furthermore, we used an outline of questions for
informal interviews with community leaders, school leaders,
and other personalities who were able to give relevant in-
formation on the subject.

The climate for the inquiry has been generally very
good and the author encountered friendly cooperation from
most persons he contacted for interviews. The author is a
Nigerian-born Catholic priest; his quality as an African
proved to be very helpful for the inquiry; his quality as a
clergyman proved to be the contrary. Especially students
were inclined to consider him as an "Uncle Tom" when he was
wearing a Roman collar. Having found out about these atti-
tudes and reactions, he approached his further contacts with-
out any reference to his status, presenting himself as a
doctoral student of the University of Michigan.

The experience of the presented research leads to
the conclusion that further research on Black American prob-
lems by Black scholars from Africa should be encouraged.
Being Black, Africans certainly encounter a low degree of

suspicion and hostility. Being foreigners, they can maintain
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relatively neutral attitudes necessary for objective study.

A. The following questions were asked of the Principal and

the School-Community Agent:

1.

2.
3.

10.

11.

12.

13.

14.

15.

Since when have you been the administrator
(school-Community Agent) of this school?

By whom were you hired?

Who was against (for) your being hired to the
office of an administrator of this school?

Among those who were for you, why were they for
you?

What are the major differences in your adminis-
trative policies as opposed to those of your
predecessors?

What do you consider as the most important task
and principle of your administration?

What do you understand exactly by local control?

What do you think are the advantages of local
control?

Do you consider your margin of administration
sufficient or not? 1If not, what kinds of addi-
tional competencies will you like to have?

If you had the power, and were completely free
to change the curriculum in your school, would
you retain or change it? (If he wants to change
it.) Could you please give me details?

Do you think that local control will contribute
to an increased value of your school's diplomas?

wWhat do you think will be the reasonable Jjob
expectations of the graduates from your school?

According to your observations, what are the
parents' and community's expectations about local
control in general and your appointment in
particular?

According to your observations, what are the
students' expectations about local control in
general and your appointment in particular?

How do you get along with the School-Community
Agent (the Administrator)?



16.

17.

18.

19.

20‘

21.

22.

23.

24.

25.

26.

27.

28.
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How has local control affected the general atmos-

phere of the school and especially the eagerness
of the students to learn?

What has been the attitude of the white staff
members (black staff members) towards your
appointment?

Do you have the power to hire the teaching staff?

Do you have the power to fire the teaching staff?
If no, do you consider that it would be good
that this power be granted to you? 1If yes, why?

Do you have the power to reward high-performing
personnel in your school?

Do you have the power to punish low-performing
personnel in your school? If no, do you think
that this power should be granted to you? 1If

yes, why?

Have you already considered some changes in the
curriculum. If yes, what exactly?

How would you characterize the present coopera-
tion between parents, faculty, and students in
school affairs?

Do you consider that this cooperation should be
improved? 1If yes, how?

(Should be asked only if the administrator has
either considered changes in curriculum or
started to realize them.) Do you think that this
change in curriculum will be agreed upon by the
Detroit Board of Education?

Do you think that the parents are very much in
favor of the mentioned changes in curricula?

Do you think that the students are very much in
favor of the mentioned changes in curricula?

If the Detroit Board of Education refuses these
changes, what will be the reaction of (a) the
students? (b) the parents?

B. The following questions were asked of parents and commu-

nity leaders:

1.

Since the appointment of the new administrator
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(School-Community Agent) do you think that con-
siderable changes have taken place in the school?
I1f yes, what changes?

2. Have you been in favor of the appointment of the
new Administrator (School-Community Agent)? If
either yes or no, why?

3. What do you exactly understand by local control?
4. What do you expect from local control?

5. Wwhat do you want the new Administrator (School-
Community Agent) to do?

6. Do you think that the Administrator should have
the power to hire the teachers? If yes, why?

7. Do you think that the Administrator should have
the power to fire the teachers? 1If no, do you
think that it would be good that this power be
granted to him? If yes, why?

8. Do you think that the Detroit Board of Education
will finally give the power to hire and fire to
the Administrators?

9. Do you think that your children's attitude to-
wards school has changed since the new Adminis-
trator came? If yes, what are the major changes?

10. Do you think that the present curriculum best
fits your children's interest and aspirations?
If no, what should be changed?

11. Do you consider these changes very urgent?

12. If the Detroit Board of Education would refuse
changes of that kind, what would you do?

13. Of all recent developments in your community,
what issue would you consider the most important?

C. Unstructured Interviews with Student Leaders

In the interview with student leaders, no formal inter-
views were conducted. Attempts were deliberately made to
keep discussions on an informal level in order to get the

maximum information. In some cases, several students were

interviewed.
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During these interviews, the following subjects were

discussed:

8.
9.

The origin, objectives of the student movement.
Complaints against former school leadership.
Methods of student activism.

Reactions of school authorities to student
activism.

Chronology of events.

Choice of the new Administrator (School-Community
Agent).

Opinions about the new Administrator (new School-
Community Agent).

Opinions about local control.

Expectations from local control.

D. Other informal interviews have been conducted with

various personalities with some degree of insight into the

school's and community problems.

These interviews were conducted roughly according

to the gquestionnaire applied to the parents and community

leaders (see Section B).



APPENDIX IIT

The third appendix contains:

1.

Tﬁe State of Michigan Enrolled Senate Bill

No. 635, introduced by Senators Young, Brown,

and Cartwright.

The Detroit regional school districts.
Northeastern High School service area and
suypporting schools, 1969-70 school year.
Central High School service area and supporting
schools, 1969-70 school year.

King High School service area and supporting
schools, 1969-70 school year.

City of Detroit by subcommunity, 1960.
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Act Wo, 2 STATE OF MICHIGAN
Pudlic Acte of 1949
Avproved by Covernor 78TH LEGISLATURE

REGULAR SESSION OF 1069
Intredused by Genztery Young, Brown xad Certwright

ENROLLED SENATE BILL No. 635

AN ACT to roquiro first class school districts t¢ b e divided Into regional districts and
10 provide for Joca) district school toards and to deline Lheir powets aad dulres 2od Lhe
powers and duties of the first class djstrict board

The Peopls of the Siate of Mickigen enect:

PTG |

r
e

{ Sec. 1. Not later than January 30, 1970, the school board of esch first class district
4 shall divide Its district into not less than 7 nor more than 11 rrmomal schoal districts with
p: not move than 50,000 not leds than 25,000 students in each district.

| Ss¢. 2. In tddition to the present members of the first clas board there shall be
3 tlected by the registered and quabfied electors of each dustrict to the first class board |

member from esch of (he districts for a tetm of 4 years. The members of the first clas
4 wchoo) district board provided in section 2 10 be elected by rezions shall be elected in the
E gonen) election to be held in November, 1970 and every fourth year therealter for a term

; commencing on‘].mu‘xry 1 next lollo‘vn’ug thelr election. The candidates sball be nomirated
& in primary elections in the manner provided by law for the prescnt firt class achool district
4 The term of office of the present finst class school board members shall bereafler be
3 4 years. The terms of ofice of present first class school board members which expire
3 Jung 30, 1971 are extended to January 1, 1973, The term of odice of present first clxas

school board members which expire June 30, 1973 are shortened to Janvary 1, 1973. The
$ st large positions on the firxt class district school bosrd which expire Janmry 1, 1973
skall be filled at the general election Lo be held in November, 1972 for a term of 4 yzam
The terms of office of present first class school district board members which expire oa
; June 30, 1975 arc cxzended to January ), 1977 and shall be filied st the geacral clection
to be heid in November, 1976 for a term of 4 yeans.

Sec. 3. In each reciona) dustrict there shall be elected 9 members to the rexiosal board.
No persoa sball be elccted who {3 not & resident of the remonal district from which he
ie elocied. The members shall be nominxted snd elected by the registered ind quakified
clectors of each Gistrict as is provided by law for the necaination and clection of tirst
class school bosrd members except that signatures required co nominating pelitions ehall
- ba not less than 500 nor more then 1,000. The members shall be elected for terms of 4
years. Except that of the members elected at the general election in 1970 the § members
E teceiving the highest number of votes shall be elected for a term of 4 years and the 4
* members vecciving the next higbest number of votes shall be elected for a term of 2 yesrs.
g Sec. 4. The first class school district board shall retain all the posrers and dutics row
4 posscaed by a fird class school district except for those given to 3 regional school district
- baard under the provisions of this act.

s See. 5. Eifeclive upon the rommencement of its teres of office, the rezional school
- &an'cz board, subject to guidelines established by the first class district board, sull kave
power to;

(1) Employ and discharge & superintendent for the regiocal school district from a lis
or ksts of candidales submutted by Lhe district board.

3 (3) Employ and discharge, assign &nd promote sll teachers and other emplayees of the
i regional school district, subject to review by the first class school district board, which may
- svorrule, modify or affirm the action of the remonal district board.

= (3) Datermine the curriculum, use of educationsl facilities and establishment of edwca-
tisna] xnd testing programs in the regional school distnct.

! (4) Determine the budget for the regional school district based upon the aliocation of
: funds reccived from (ke first class school district board.

Sec. 6. The rights of retirement, tenure, seniofity and of any other benefits of eny

Ee

kL

3 employes translcrred to a regional school district or between resional schoot districts from
4 the first class district shall not be abrogated, ¢imimushed or immaired.
] Sec. 7. The first class schoal district board shall perfotm the following functioes for

the regional kbool dustricts:

(1) Central purchasing.

(2) Payroll

(3) Contract negotiations for all cmployees, subjext to the provisions of Act No. 338
of the Poblic Acts of 1947, as amended, being scxtions 413.201 Lo 428.216 of the Compiled
Lsws of 1048, and subject to any barmaining ceriification and to tBe provisions of amy
collective bargaining agreement pertaining to aflecied employees.

(4) Property management and ma:nlenance.

(S) Bonding.

(6) Special education programs.

(1) Allocation of funds fnr capita! oullay and operstions to each regiooal school district.

(8) On or before November 3, 1970, establish gmdelines {or the implementation of U
provisions of section §.

P

s \_A.v_zL .
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